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ABSTRACT

Colonisation has left Africa with a"colleCtiqn of multilingual - states

. whose physical 1lines of demarcation bear little relation to linguistic or
culturaI boundar1es. 'Futthermore, the colonial_périod has left béhind it

a legacy of the colonial languages.

As these states gained indepehdence, the new political vhierarchy hés

defined 1£s language policy in acchifance with its.political ideology.

This dissertation has been set out to exémine the effects of the political
ideology behind language medium choice duriﬁg the British coloniai rule in
selecteﬁ'African states, on that which followed after - independence.

Sécondly, there has been an attempt to 1nvestigate possible connective

links in the language policies of independent states bn those of states

which gain 1later independence. This has béen'undértaken with the aim of

building up_a‘set of criteria which might make it feasible to make certain“

. predictions for the likely Acourse'of language policy in a fu;ure Namibia

~and South Africa. C

i)

- The queétion of instruction thfough the medium of the mother tongue as :

-6pposed to the arguments in favour of instruction through the medium of a

language_of_wider cpmﬁdnication (Eﬁglish_in‘most cases heré) is addressed.

The role ' and nature Qf na;ionalism. as the most significant political
ideology of post-colonial African states is‘ explored. in as far as 1t

,déterﬁines language choice.



A historical analysis of colonial language policy in Kenya, Tanzania and
Zambia is undertaken and the effects' thereof are measufed against post-
independent language policy developments in those cbunpfies as well as in

Zimbabwe and Botswana.

Special attention 1s given to South Africa, which is ruled by'a_minority

government and Namibia which is the last remaining African country which.

has not yet achieved'independence.

The influences of policy in the independent states in as far as these

contributeitonards the shaping of the language policy of signficant bodies

such as SWAPO and the ANC is examined since it is likely that the status
quo in both Namibia and South . Africa will change. Consequently, it 1s
expected that language pelicy in these ‘territories is also 1likely to

undergo change.
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CHAPTER 1

INTRODUCTION

... thousands upon thousands of school-children ‘have suffered
the assaults of an -alien speech and symbolism as an impersonal
violence against which they have closed their shutters and
remained in hiding until the noise outside went away (Inglis,
1975: 16). ' ' '

Much has been written "about language in education in multilingual
SOcieties;'and in colonial or ex-colonial societies. However, in the case
of ex-colonial Africa, there appears to be a gap in the literature which

might be able to reveal:

(1) a coherent 1link of the effect' of colonial language policy prior to

independence on that which follows after independence; and

(2) the influences of the language policy in indebendgnt sta#esrpn those
r‘wﬁich achigve léfer indepéndence. |
. . \._
It is "hoped that thi; study will.be' able to idehtify_ trends 1in .ghev
idéolégiésiﬁehind 1aﬁguage .medium'.ﬁdlicy -in pbsfeindependent_ African
states with. the aim of predicting'likely trends in a pést;apartheid South
Africa'ﬁnd Namibia - the chief concern, ho&evér, beiﬁg with:SQuth Africa;

Interest in the ideology behind languége policy in South Africa came to a

head in. 1976 with the revolt of the Biack'students in Soweto.  This

‘uprising was sparked off by a controversy surrounding - the South African



government's language medium policy in black education. Since then, the
government has .fesponded with certain compromises but no real change in
policy has come about since the political ideology of the country has

remained firmly intact.

Nevertheless, organisations outside government bodies have begun to
‘articulate alternative language policies and it is with these and the

influencés behind them that this study is ultimately concerned.

1.1 LOCATING THE CONTEXT OF THE PROBLEM

'1.1.1 The parameters of the multilingual societies under investigation

Approximately.two-thirdsv of the world's.sta;es ‘use’ as their official
language one .thch is common to mést of fhe»inhabitants bf those gfates,
but this'.does not mean thét these’states are linguistically'homogenous:
far'from it, in fact_(Ruétow, 1975? 44).' This_means:that in oﬁejthird of
'vthé wqud's.'recognised sfétes,' a piufaiity' of 1anguage$ is " used to
facilitafe‘communicétion;l Thisu is bégause a 'numbef‘bof he;erégenebus

vsoéietiés have been brought together under the umbrella of a vgtate or
nation;State’witH litflel or no ¢oncern  for cﬁitural and ‘iiﬁguisﬁic

4differences.

It is variously accepted that in .a linguistically homdgeﬁous society,.
there is no necessity for the state to adopt_a‘ Specific”policy toward -

language—mediﬁm (Mackey, _1979& 5). This 1is because state,” national,

educative and cultural activities are naturally cpndqctéd throhgh  the



'-medium of .fheA;ingle language spoken in that_societj. ProbleﬁS'preseht
_themselves where more than onéilanguage is spoken within the confines of a
state and when ;he#e languages indiqate ‘linguistic diQisions  in that
socie;y.“ Where a significant number of the specified ‘stietyA‘speak
differeﬁf languages ;hg sta;é needs to  estab1ish a language policy in

order to deal with concerns which manifest themselves in questions such

as:

How does the state exercise 1its control over a linguisticaily

" heterogeneous society?
Which language/s is/are,cﬁoéen as the official language/s?
Which language/s is/are chosen as the medium/media of instruction?

Which criteria (political, socio-economic, educative) are used in

making such decisions?
: 4

What effect do these decisions have on_the different groups ﬁithin

that society?

The answers  to these questions will obviously ' vary -according to the

specific idiosyncrasies of each society.

Societies may be multilingual as a result of one of two causes:



(1) the immigration of significant numbers of people whose language and

culture do not correspond to that of the host country; or

(2) colonisation of a territory by a  foreign power that is concerned
about matters of strategic domination and not about bpuhdaries which

might correspond to those of cultural or linguistic groupings}

It may, however, be pbssible for the multilingual situation to arise as a
result of a combination of the two causes listed above. A useful

definition of 'multilingual societies' is given by Rustow.

These are states where there is no majority language, where
there is no lingua franca close to all the indigenous tongues,
and where there is no clear two-way confrontation. Instead
there are a large number of distinct languages spoken in
different regions (Rustow, 1975: 54). o

This study is restricted to those areas in Africa which share:

(1) a colonial past;
(2) a loathing of imperialiém;

(3) a strong influence of English as a language of wider communication.

Countries north of the>Limpopb River will be considered as a background to
and models for Sou;h Aﬁfica and Namibia since these countries still have
to emerge . as liberated states, with educational policies drawn up by what

is conceived of as majority governments.:



At'this point, it might be useful’fo note that colonial rule, particuiafly
‘that of :;hé British Empire, was belieQéd,to operaﬁe& from the perspective
- of 'divide and ruléf. Ex-British colonial territories in Africa harbour a
.deep—seafed'Sus?icién that thevcolonialvrhlers:deliberately encbpraged the
“multicultural diffgrencgs'-iﬁ those areasliﬁ ordef Eo: prgvent'a _united
opposition‘ﬁol their heéemény. Conseduenflf, fﬁe.pélicy bf eﬁcdﬁr;ging'
educatidﬁ through the med ium pf‘thg mofher tongue.was thought to be a way
of preventing 'acéessvto positions of power whére business was conducted'
.tﬂrough the coioniaiAlangQage.v In the éaseé ofAS§uth Africé and Namibia

this belief is far more than a deep—séated suspicion.

The concerns which emanate from multilingual situations are a direct
function of the political ideology which exercises its hegemony over the
state in question and it is from this ideology that the language policy

springs.

o 1.1.2 Defiﬁing the boundaries of ideology

As an initial*premise, one might viéw ideology as a:

... general term for the ways in which certain sets of ideas and
assumptions become dominant material force in society - (Bennett
"et al., 1981: 207) '
The concept of ideoldgy is a'complicéted one and it is necessary to delve
“into its - history and the ways in which it is seen to function in society

before relating it directly to the concerns of this work.



 Gramsci located the origin of ideology as:

««. an aspect of 'sensationalism', i.e. eighteenth-century
French materialism, Its original meaning was that of 'science
of ideas', and since analysis was the only method recognised and
applied by science it means ‘'analysis of ideas', that is,
'investigation of the origin of ideas'., 1Ideas had to be broken
down into " their original 'elements', and these could be nothing
other than 'sensations’, Ideas derived from sensations

(Gramsci, 1971: 375).

bit was from this’ 'science. of ideas' that the source of mgnfs biases and
ﬁrejudices:could be estabiished (Beli, 1977: v298). The térm was then
adopted by Karl Marx, although he saw it to signify something rather
different. Marx argued that ideolqu was a selection of ideas which by
vﬁheif éelection presented a distortion of reality. This sélection of
~ideas would bé used -to justify the interests of the social systeﬁAor the
status quo. = Karl Mannheim and Max Weber while recognising ana accepting
Marx's.argument with regérdlttg Seléc;ivity of ideas sugggstéd that the
negative'connbtatioﬁ vhicﬁ the 'wérd 'distofted' or }distortion'_presenps
may noﬁ\alﬁays Be Qalid. |

: Whilé Har#iéts idgﬁtified“idéplogyh as a ‘'system of ideas';iwhich_ is
: direétiy\reiated to the économié s;ructufé of.a_‘society,b nonfﬁafxists
began'fo see ideology ‘more'in”terms of_individualé and their bwn‘sets of
‘ideaé (Bennett Eﬁ_il;: ,203); Gréﬁsci was concernéd about}‘the.vtﬁé

conceptions of the ﬂature'of'ideqlogy:

It seems to me that there is a potential element of error in
assessing the value of ideologies, due to the fact ... that the
name ideology is given both to the necessary superstructure of a
~particular structure and to the arbitrary elucubrations of.
particular individuals. The bad sense of the word has become



widespread, with the effect that the theoretical analysis of the
_concept of ideology has been modified and denatured (Gramsci,
1971: 376). o ‘ S

Eo: Gfamsci a danger lay iﬁ, the Marxist view that the structure existéd
firstiy and thaf the ideélqu came into being as a secondary element as a
fwéy of explaining that sﬁfucture. 'He saw in ideoiogy an interpiay befwéen

"hiStoriéallyvorganic ideolbgie#' which are those ﬁhbse role is to éxplaiﬁ
| the s;ructure and 'arbifrary; rétionalistic, or "willed"' ideologies which

 are adopted by individuals (1971: 377).

Mannheim drew the distinction between the ideology of small groups and

1hdi§idua1s and that of a largér all encompassing ideology of the state.

Atuﬁhis point it becomes ﬁecessa;y to'define the notion of ideolpgy that
will be employed for the purposes of this’dissertatién.' Bearing.in mina
the'various ways of construing this conéept and accepting tﬁe significance

" thereof, this’_work is coqcerned rather hore with ;hose grand-s;ale
1deblogie$ used beither by thefgower ' structure of the statev;pr' those
’é&oﬁpéa‘by organised 6ppdnent§ of that hégemony. Aé shch, ideolégy will

be\seen as a_system of ideas which_have been.selected frém'a compléxity.of
‘sitﬁa£ions in .order to ‘explain'those situations. . Selectionfcannot be
1énpi:ely scientific or objectivé "and consequently the ptocess'is always 

opén'tb the criticism that it distorts reality.

- The selection of ideés brought togéthef is employed to persuade members of
 society to co-operate and adopt a homogeneous set of priﬁcigies, These

- may be 1in order to preserve the status qud or they may be geared toward a



change thereof.  One might distinguish ideologies from beliefs andvvaiues
in that in the case of the former, we are 1likely to discover a highly
systematised set of formulae ~which is not‘present to the same extent in

~either of the latter.

If one >accep:s that, in'order for a power base to exiéf in a stéte, that
power base musfjhave developed an ideology which has been used to persuade
members of. that stéte to accept the power structure, theﬁ one.must also
recognise that ‘when dissatisfaction with thét strﬁéture begins to emerge
it will be.formless and directionless unless an alférnativé ideology is
establishéd}. Once fhat happens, the fears and hépés of ;hose whé are
dissatisfied or .disilluéidned with the status quo will Become articulated
in a systematised way. This new ideology wili automatically be selective
and distortion may Very' well occur as iﬁ growsroﬁt bf avreaction against
the already gntrenched‘ideology. Johnson (1968: 79) lists fiyg sources of

ideological distortion and selectivity:

1.  Social strain = . which is dissatisfaction with the way the system

operates.

2. Vested in:erests_- which represent the ways in which some propohents
"of the ideology will benefit should it be

" adopted.

3. Bitterness,Q'v this may be due to losses suffered during

- opposition to the status quo. -



4, Limitgd social -  those seeking'an alternatiye structure are
perspective . ugﬁally _onés who 1 havé been kept . in Ia
subordinate‘ position and consequently have

not been gble to ;acquire fi:stﬁand knoyledge

of most of the system'_(Johnsdn: 80).

5. Outmoded science ~ this is 'due to misunderstanding of scientific
theory or to the persistence, in popular thought,

of outmoded theory' (Johnson: 81).°

Johnson (1968: 81) discuésed the foﬁr types of ideology which Parsons
distinguished. Firstly, 'conservative ideology'. is the ;form which
provides a justification of the status quo. Secondly, vfhere is an
ideology of reform; .and thirdly, there is a revolutionary ideology.
Lastly, a counterideology is dis;inguished whereby 'deviant behaviour' is
given credibility through gross distortion. These distinctions become
significaﬁt-when the educational policies are4éxamined in relation to,the

‘question of language at later points in this dissertation.

Shils (1968::72) points ouf that when é new ideplogy.suéceSSfully replaces
that which - has been opérating.and ;he necessary structural changes have
been effécted in the s;atevconcerned,' the old ideology will never be
entirely blotted out. As thetney system-beéomes‘gfadually compléceht, épA

the old or other alternative ideologies begin to assert themselves.

During the 1950s, theorists, in ményAcases,'began to believe that the all

enqompassing‘view of idedlpgy s Whereby it tepreSented_a‘grandlwqud view



or 'Weltanschéuung', - és it had done in Nazi‘ Germany, other fascist
movements in Europe and Marxisﬁ,nwas no longef possiblé. These were
disciples of a béliéf 'iﬁ ﬁhat has Become known as 'the:end‘ofAideology'.
They saw thét wifhin deveLopéd societies; vwhere stable powef.struétures
operated,.an éutomatic provision for reform existed, consequeﬁtly thé neéd
for developing a new alternative system of ideas. became ﬁnneces#afy.
N Nevertheless, other brdponents of the conéept of idéology inéluding Shils
(i968: 75) aﬁd Johﬁsqn (1968: 84-85) argue that ideblogy should not
' neqessafily be seen ip such extremist pérspectiQe. 'Rather; human nature

is such that within society there will always be people with differing

sets of interests and concetﬁé and these will find articulation through

different ideologies.

The system of ideas thch underlie the political structure and which
“influence the. choice of meaium of*ipstruction and its implementation will
be examined herein. Furthermpre, current educational ideology as far as
it affects languagé medium policy and the ways in whicﬁ it is inferbreted

by the dominant state ideology will be discussed.

The special case of nationalism

The concept of nationalism and the role which it has played and is likely
to play in influencihg language medium policy will be dealt_with_in_great

detail 'in Chapter &, At this point, ali that will be attemptéd‘is an

introduction of the concept in as far as it affects language issues within.

state systems. - ' L o o S o

10



© Paulston (1985: 33) explains that:

Very often nationalism takes place as a protest agéinst
oppression, against .a common enemy, whether it be against a
(dominant) group within the same state or against another state.

Malherbe (1977: 1) sees a close association between nationalism, language

and educétion; Holmes (1980: 1) is more specific:

In Europe the growth of nationalism was associated with the rise
of Christian denominationalism and the use of vernaculars as
media of instruction. Somewhat later it involved the
suppression of dialects or regional languages 1in favour of a
'national' language. Economic incentives, political power and
the schools helped to mould nation-states .out of communities
speaking different languages and holding different beliefs.

Malherbe (1977: 1) endorses a belief held by Glyn Lewis (1974)  that
language contains within it the power which allows small groups as well as
larger communities to articulate their 'separateness' just as much as

their common interests.,

Fishman (1972c: 39-55) has argued that with the growth of nationalist

. ! . A - ' .
movements a common/universal process has taken place whereby - language

becomes one of the major exponents of that nationalism and furthermore, a

controlling force which aids the ruling group in the maintenance of its

_hegemony.and its particdlar philosophy. It is precisely this view that is

both ‘interesting and of great significance, particularly giveﬁ' the

V'cfitical situation within which Sodth_Afrida finds itself today.

11



1.1.3 Language medium policy

What you know fixes in part what you become. As a man's way of
perceiving and organising knowledge - changes, . so does his
‘identity (Inglis, 1975: 11). : :

Language is frequently seen as being both contaiﬁed within’and a broduct
of the culture of a people. ‘Through its figurative expressions _it
explains the way of_life, the world view_ind philosophieé of its cultural
group. It is seen as. a repository of the history, .fraditioné .and
metaphysics for the people who employ it as'a mother tongue. While this
is so, . speakers of some languages do not believe their owﬁ mother tongues

are sufficiently able to provide access to the modern world.

Consequently, when lénguage policies adopted in the educational system of

a state appear to conflict with the perceived interests of members of that
state they become controversial political issues which are iikely to be

viewed with distrust.

A number of studies have been done on educational policy in Africa and

these will ‘be exémined in Chépter 3. Nevertheless it would bé_useful to

outline the following broad strategies at this point. Brown (1975: 422-

426) identifies five categories of educational policy in multicultural and

multilingual societies in Africa. Firstly, he discusses "séparate_

' develbpment'; a policy which has béqome associated‘with_gfave suSpicidn
and white minority rule in Southern - Africa. Secondly, he discusses
'assimilation'where the imperial power has assimilated the ~subordinate

cultures. This is very much the case in the French colonial territories

12



in Africa where pupils were taught through the medium of the ‘civilised’
and Ee;hhologically ‘developgd French. laﬁguage, with 'thé vobjectivéb of
creatiﬁg a class of French Africans. Thirdly, the ‘agiempts at
'adaptation"afe éxamined.- This policy 1is one used in situatioqs of
.indiréct rule (i.e. indirect . -colonial ‘rule). : Here. the cblohial
educ;tional policy would be adapfed in an effort to bé more‘applicéble'to
the ngeds ofvtﬁe'people under iﬁs»control. The fourth category comes into
operation oﬁ the gaining of 'independence'. fhe education of independence
will obviously emerge as a response to the unique conditions of the newly
independent stafe. Fifthly, Bpowﬁ Suggests that Africa seems to be moving
in the direction éf a policy oﬁ.'integratioﬁ' whereby areas of conflict

are given recognition but seen in terms of the broad parameters of African

development, Instead of seeing education in terms of independent African '

nations the notion of the interdependence of African nations,  their
educational systems, together with the recognition of their position in
- world affairs make a strong argument in favour of an integrative approach.

The rise of Pan-Africanism and black consciousness have stimulated this,

- These broad educational strategies then affect language choice and the
policy behind such choice. 'Paulstonv(I985: 5) distinguishes three angles

to the question of language choice:

Language choice 1is one of the major language problems, whether

it be choice of national language (as in Finland and Israel), .~
choice of national alphabet (as in Somalia) or cho1ce of medium

of instruction (as in Norway) :

13



The concerns of this dissertation are primarily those of language-medium

choice but this very often coincides with the questibn of the national

language.

Currently, there are two distinct streams of thought which influence

lénguage medium policy; 'Firstly, UNESCO's studies and conferences on the

vernacular and .the use of the mother tongue in the 1950s continue to hold
much sway. A Therein is suggestgd that fhe méther tongue is a mechanism
whéreby the child's home is linked to the community, the environmenf and
the values underpinning his conception of the wofld. The'USe,vthen, of
thé mother toﬁgue in education will facilitate easy and untraumatic
transition from the home to tﬁe §chool and learning will take place in an
environment wﬁich is familiar, at least linguistically. The trauma of
actually leaving the home for the purposes of formal educafion is
exacerbated when an alien language confronts the child early in his school
life. It is argued, by those‘that hoid thi; view,‘that the alien laﬁguége

will jeopardise the child's educational prbgress.

The second position holds 'tha; the vernacular prevents the speaker from

economic development as without a language of wider communication he will

" be precluded from certain -opportunities and his effective communication

outside his 1limited linguistic boundaries will be - hampefed.,'Futthermore

expohents'of‘ this position often suggest that it is neither'economically

-viable to promote the development of the vernaculars ‘so th§t4 they are

' equipped' to cope with the demands of the highly ‘meghaniséd and

scientifically orientated western wbrld, nor is it possible to do so.
‘ 2 A . e

14



Behind these . educational concérns, ;of course, lie the existence of
political ideologies, thebconqept 6f which has élready been eﬁplained in
1.1.2. The architects of the aominaﬁt state ideology may have éducational'
- requirements as .their p?imary concérh,'but it is‘ more likely that the
dominating.objective will be the mainfenénce of political heégmony.
'Consequently,'.language policy will _foilow thé path most 1likely to
facilitate this, | Edﬁcational ‘arguments about the vglue of the mother
tongue as opbosed to the language of wider communication may then be

conveniently adapted to suit‘and'suppbrt the state ideology.

1.2 OBJECTIVES OF THIS STUDY

The major objectives of this study are to:

1. Evaluate the debate between those who promote mother tongue medium of
instruction and those who argue for instruction through a language of

wider communication, whether it be the national language or not.

2. Distinguish between language planning‘procedures and language policy;
and further to examine types of language policy which operate in

multilingual settings.

3. Explore the role of nationalism in as far as it appears to play a
~major role in providing the state ideology behind language medium

policies.
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Describe the history of language medium policies as they have

operated in selected Anglophone African countries with the intention

of analysing such policies in terms of the political ideologies from

when they éherge. More épecifically, it is intended that an

4expioration will be made of a possible link between the effect of

colonial 'policy prior to ihdependence and that which follows

immediately after independence.

Use this as a means to discover which criteria - influence such
decisions so that a background is provided for the especially

complicated issues in South Africa and Namibia.

Explbre possible influences of political ideology on language policy

in independent states on these features in states which gain later

independence.

Assess changes in language policy in independent states once -the

immediate concerns of nationalism and imperialism recede after the

early period of independence. Special gtteﬁtion_here will be focused

on an apparent relaxation of attitude toward the role of the national
or official state language in relation to the other languages in that

coultry.
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CHAPTER 2

THE MOTHER TONGUE CONTROVERSY

2.1 INTRODUCTION

The term 'mother tongue' bears with it all ~the positively loaded

connotations of motherhood, 'mother earth' and ‘'mother country' (Szepe,

1984: 63). In most European countries today,. the educational policy
'operates‘on the principle that the official state language be the medium
of instruction but that, _also, where linguistic minorities exist,
provision of-.education through the mother tongue should‘ be provided

(Szepe, 1984: '64). Marshall (1972) points out that in all of the Council

. of Europe Countries, the mother tongue principle is accepted as being

central to all academic secondary education. The acceptance of the mother
tongue principle 1is central to the acceptance of a democratised society

where the rights of ethnic groups are preserved.

The situation in Africa is a complex one. While countries”in Europe
experienced the fervour of nationalism in the late eighteenth and early

nineteenth centuries; the African 'continent is in the throes of this

conflict right now. Just as in Europe, immediately after the creation of

'a nation state, a state policy aimed at national cohesion would ensue, so

_too 1is this a feature of African nationalism. The-adoption-of a national

language where .a multiplicity of languages existed in the European nation -

states is a feature discernible in Africa in the twentieth century. The

problem emerges"over the ﬂchoice of the national or official language.

17



Obviously, the state needs a language of wider communication in ordef to
promote political cohesion. Should the choice fall on a local languége, a
regional language, a lingua franca (like Swahili or Arabic) or would ‘it be

convenient to simply retain the language of the ex-colonial power?

Whatever choice is made becomes crucial to the policy regarding language

education_in the school. What happgns to the local vernaculars? Are they

to be sacrificed in favour of an ex-colonial language or another language
chosen as a national language? If they are sacrificed does this mean that

the cultures embodied in_those languages will also be sacrificed?

What is' clear, is that the colonial powers succeeded in éngendering a

sense of insecurity and inferiority in the perceptions of those who speak -

these vernacﬁlar languages, about the economic and politicéll valﬁe qf
their languages., What is also clear:from a study of the literature is
that the colonial educational policies, especially as they‘affectéd the
language issués, have entrenched certain sets §f ideas about the inherent
inability of fhe vefnaculars to cope with_the demands of a modern;'weste;q

technological society.

Set against this we find that time and again during the course of the

twentieth century, internatidnal bodies of educational and linguistic

experts have asserted the fundamental importance of using the mother

tongue as a basic anchor to the commencenient of formal education ' at

school.  One hypothesis of this dissertation is that it is only after a

period of -independence characterised by a sense of.'inSéCurity: and

inferiority - an effect of imperialism - that confidence bégins to assert

itself in the fecognition of the value of tfaditional cultural systems and
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with them their laﬁguages. Atteﬁpts to impose mother tongue instruction
right after independenge might be met with a suspicion that advice meted
out even by international bodieé like UNESCO - based in Bafis, the seat of
an ex-cﬁionial _pbﬁer -~ would be‘yet another manifestation of tﬁe cqlonigl

policy of retaining an ignorant and subjugated society in Africa.

This chapter will be devoted to an examination of the history of the

mother tongue policy and the arguments set against it.

2.2 A HISTORY OF THE MOTHER TONGUE POLICY IN ANGLOPHONE AFRICA

.sea man's native speech is almost like his shadow, inseparable
from his personality... It is through our vernacular, through
our folk speech ... that most of us attain to the characteristic
expression of our nature and of what our nature allows us to be
or to discern (The Report of the Calcutta University Mission of
1919, cited in Watson, 1979: 21). : '

One néeds to ciarify ‘fwo factors before moving into a historical
descriﬁtibnvbf the mother Eongue policy in Aﬁglobhoné_Africa;. Firstly,
one impliég_ by this cﬁncepf,'a  §oiicy de;iéioﬁ 'fegardihg'-ﬁhe fafﬁal
educéfion of thg chiid‘at'school. ObQiously, tﬁe'mother‘tongug is used in

the non-formal situation where there is no need for a policy decision.

Adult .literacy/education will not be discussed 1in detail as it does not .

provide the focus for this dissertation, because, in génepal,»thére is no

conflict as far as it is concerned: mother tongue is generally accepted

as being the oniy effective medium.for_addlt literacy programmes (unless

an African .lingua franca . is used). Secondly, a definition of the term,

mother tongue, is needed. Awoniyi (1976: 27) suggests that one should make
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a distinction between 'vernacular' and ‘mother tongue'.. UNESCO (1953: 46)
defines the former as:
A language which is the mother tongue of . group which is
socially or pol1t1ca11y dom1nated by another group speaking a
different language. We do not consider the ‘language of a
minority in one country as a vernacular if - it is an official
language in another country.
Awvoniyi points out that in Africa the use of this term is associated with
the inferior relationship of the dominated inhabitants with the European
colonial power, so that the language of the former is considered inferior
in relation to the latter. ‘Consequently, great ‘care should be applied
when using the term 'vernacular', Awoniyi continues to define 'mother
tongue' (influenced by: Cheavens, 1957: 8-9) as:
.«.the language which a group of people, considered to be the
‘inhabitants of an area, acquire in their early years and which
normally becomes their natural instrument of thought ‘and
communication (1976: 27). ' : ' '
It should be noted that many literary sources use the terms
' indiscriminately._ This is eSpec1a11y the case because much of the early

pollcy statements seem to have chosen vernacular and thereby 1mp11ed'the

inferior status of the indigenous tongues.

2.2.1 Early contact with the missionaries

The'literature dealing witho_the‘policies adopted by the missionafieé of
the'nineteenth century who - were the first to establish schools in
Anglophone Afrlca is somewhat *contfadictory in its treatment of the

' ’ [

1anguage issue. On the one hand Bamgbose (1976 9- 10), Fyle (1976 54—

55), Awoniyi (1976 35), Boadi (1976 86—87) and Eliott (1982 4) indicate



quite clearly that the missionaries' policy was based on utilitarian

motives whieh were intended to evangelise the indigenous population as.

speedjly as possible. The medium they chose was that of the hother tongue

as it 'was'felt that more converts would be galned 1f Chrlstlanlty were”

presented in a language wh1ch the populatlon understood and w1th wh1ch it

felt comfortable.

On the other hand, Tiffen (1975: 321) claims that the missionaries adopted
a policyi of teaching"through the medium of English right from the start.
He suggests that the missionaties not only wished to evangelise the
indigenoos population but also to inculcate an essentially British way of
life in the areas .in which they operated. Previously, Tiffen (1968: ZO—
72), while -claiming 'that ‘English had been the preferred mediom of
iostruction, indicated that some attempts at mother tongue instruction had

been made. . o . : ' .

Bamgbose and Awoniyi support their claim that the missionaries were

responsible for applying the mother tongue principle with the following -

evidence:

1. In Freetown, Sierra Leone, August 1831, lessons began in
Yoruba (Bamgbose, 1976: 10). o

2. 'Missionary linguists worked on - indigenous languages,
providing simple orthographles and translatlons (Bamgbose :
10 11)

3. Fourah .Bay College in  Freetown made s1gn1f1cant

" contributions to the West Afr1can languages especially in

- the field of producing readlng material in those languages
(Awon1y1, 1976: 35-36).

21



Tiffen (1968) records that shortly after the founding of the Church

Missionary Society (CMS) séhool at Basia-in northern Sierra‘Leope during
1808, it bec ame apparent that parents of_ Susu childreﬁ 1reg§rded‘ the
acquisition of tﬂe English léqguage of brimary importance and preferred
the medium of»ins;ruction ;hfdugh EngliSh;' While Tiffen Suggésts that the
missionaries had no épeéific policy‘iﬁ mind and ;hat they simpiy assﬁmed
tﬁat the mostbsensible c&urse tb'follow was that of the Ehgiigh model, he
concedes that efforts were made By sbmé misgionaries to teach through the
mother tbngue;. An .Agéistant Sécretary of the CMS is recorded by fiffen
(1968: 72) as recommending 1in a 1816 Speciai Report on the West African
Mission that:

The advantage, and indeed the necessity of teaching the children

to read their own language in order to their being useful to

their parents and other countrymen, by reading the Scriptures

and religious Tracts, will be obvious. I gave express

instructions that this should be attended to in future.
This is quite obviously an important acknowledge@entvof the rationale for
adopting such a policy. Nevertheless, as so ofteﬁ happens in Africa,
where pblicy decisions are made withéuf the bleﬁsing 6f thosg whom fﬁey
afféct, sucﬁ a decision 'Vas difficuit to effectf . The  paucity ‘of

textbooks and teachers who could speak the necessary languages together

with the fact that parents considered that the only advantage tOnedupatioﬁ.

would be through the medium of English,'prOVided considerable drawbacks ‘to

 such a . decision at this point. An attempt to produce texts in the mother

tongue was made by MrévHannah Kilham in 1827 for schools;in Siefra_Leone

(Tiffen, 19685_ 72). Tiffen concludes, howéver;'that there were many

requests to England for 'English teachers to go tb_Africa for the express

purpose of using that language as the medium of instruction. -
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What is clear from the literature 1is that a certain amount of confusion
reigned about which language should be utilised in educative fields, but

what is equally clear, is that whichever choice was made it was one made

based on the ideology of evangeiising the local population firétly, and

any other educative functions were very much side issues.

2.2.2 Language policies after the Partition of Africa, 1884

The colonial governments made significant policy statements on the
position of Ianguage in relation to the way ~ they ;onstrued their power
structures to operate over ‘the colonies, particularly after the 1884
partition of Africaf Bamgbose (1976: 10), Aquiyi (1976: 31-35) and Yai
(1976: 67-73) all reporf that the policy of the French government was that
the only medium of iﬁstruction would be through the French language. The
French regarded themselves as embodying the philosophy of liberalism which
was embédded in the spirit of the French Revolution and consequently
viewgd France very much as a model upoﬁ. which their colonies éhould be
“based. The French. language was consequently regarded. as the-'vehicle
throuéh wﬁiéh ;his Qorld view could best be disseminated (Awoniyi? 31-35).
The ovérriding policyvadopted by the Freﬁch with régard‘to ;heir qolbnies
was that of 'assimilation'. 'This strategy will be examined in more detail
at a ia;er p;int invthié chapter. Siﬁiiariy, ﬁamgbose (10) in&icatgs that
the Portuguese édobted a poiicy of assimilation whefeby thé medium of

instruction was through the language of the dominant colonial power.

The British and Belgian territories were subject to an alternative

stfategy whereby the mother tongue came to be regarded as the initial
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medium of education in schools. Initially the British government took

very much ‘a 'laissez-faire' approach to the language issue and left it up

to the missionaries as it was the missionaries who founded the schools and

operated them. Awoniyi (36) gives the first official British policy on

education as being the Educational Ordinance for West Africa 6 May 1882.

Therein, a ruling that the medium should'be through English was made and

this apparently infuriated the missionaries. Government grants to

education would only be made if this condition was met. This policy was
not successful as the colonists found that they were unable to communicate

effectively with the local population and so in 1895 a European Language

Examination scheme came into operation whereby the colonists would have to

become competent in the use of at least one of the local languages

(Awoniyi: 37).

The British government called two conferences early in the twentieth

century on education in the empire in 1911 and 1923 and these were held in

“London. While both were concerned about language, it was the second, that

held in 1923, which concerned itself with the question of medium of
instruction. More or 1less at the same time, the . Phelps-Stokes Fund
financed two commissions of enquiry .into education in Africa. The first

one conéentratedv on Weét“ Africa in 1919 and the second on East Africa in

1924, The first commission published its report, Education in Africa: A

Study of West, South -and Equatorial Affica by the Education Commission, in

-1922, The Phelps-Stokés Fund reports, while funded from the United States

of America were taken most seriously in Britain. ‘ESSentiaily-both reports

revealed that British education in Africa was falling far short of what

might be considered successful. Little attempt had been made'at adapting
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the British model to suit the needs and env1ronment of the Afrlcan child.
The commission recommended that  the prectlves of African educatlon be
' specified so that suitable models be used. The commission made quite

clear the significance of language and concluded that the mother tongue

‘was essential for the development -of the child's latent capacity'

(Makulu, 1971: 22). In fact the commission recommended thet"a three~-

tiered language system operate:

1. The tribal language should be used in the lower elementary
standards or grades. » :

2. A lingua franca of African origin should be introduced in the
middle classes of the school if the area is occupled by large
native groups speaking d1verse languages.

3. The language of the European nation in control should be taught

in the upper standards.
(the Phelps-Stokes Fund Report, 1922, cited 1in Tiffen, 1968:

74).

The commission, while making a strong argument for the mother tongue also

realised that in order to facilitate the social and economical mobility of

the local population, other languages would become necessary vehicles of

communication. The European'language would be essential to those wishing

to acquaint themselves with a modern, technological way .of life, because

this facility was not then available through the medium of most mother

tongues in Africa.:

As a direct response to these‘two reports and their findings, an Advisory

Committee on ‘Native Educat1on in the British Trop1ca1 Dependenc1es was set

up by the Secretary ofvState for the Colon1es in 1923. A series of

reports from this committee appeared: ' S -
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Memorandum on Educational Policy in British Tropical Africé (1925)

The Place of the Vernacular in Native.Education (1927)

Memorandum on Language in African School Education (1943).

In each of these reports the principle of mother .tongue education was

stressed and the strategy to be adopted became pfogressively more clear A

with each report, The mother tongue was regarded.as the Ianguage whiéh
was familiar to the child and would noﬁ create small class coﬂflicts which
the use of a foreign téngue might do. It was recognised gﬁough, that the
sheer number of mother tongues would create problems of a practical nature
whére the provision of téachers and texts was concerned.. Furthermore

there was a desire by the African people to learn the English language as

it was seen as a vehicle of upward social mobility. Subsequently, it was

recommended that the initial medium of instruction would be through the
mother tongue  and that gradually English would be introduced (or
alternatively, an African ‘language which facilitated wider communication).
Generally English would be taught as the medium of instruction in the
upper classes. It should be noted that Ehese ‘fepprts werel'chigfly

advisory and so did not lay down hard and fast rules to be followed.

Variations of their suggested policy were adopted as local conditions

demanded them. Tiffen (1975: 322-3) notes that because of the prestige

aécorded English, schools were often persuaded to effect the change.from a

mother tongue centred education to that of English at.én‘earlier'point_'
than had been suggeéted as being educationally/linguistically sound policy '

by the committee's reports. Attempts to delay the change of medium were

_ met with suspicion of deliberate withhdiding of educational advancement.
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‘Awoniyi (39) points out that this pdlicy of mothér tongue‘edqcation was
nof accepted, bfvﬁany of those it affected, as having creaibility until
public examination recdgnition was afforded these languages. fhe pélicy;
from the poiht.of view of the British coloniéts,vwas educétionally‘and
linguistically sound. From the point of vigw' of those who  per€eived

- themselves of being in an inferior position iﬁ the coloﬁial system, mother

tongue policy was regérdéd as a mefhpd employed to perpetuaté their

subservient position on the hierarchical scale: this.to suit the core of

Bpitish imperialist ideology.

2.2.3 Policy decisions post-World War II

Two most significant conferences were held 1in the early 1950s, = which
effected the policy decisions on language education in Africa. Firstly,

in 1951 in Paris a UNESCO sponsored meeting of experts on 'The Use of

Vernacular Languages in Education' was conveéned. Secondly, in 1952 'The

Cambridge Conference on African Education' took place. While the first

might be seen as a development of the earlier studies and commissions like

those of the Phelps-Stokes in the 1920s and as such, crystallising the

‘pro-mother tongue argument, the ‘second répresented very much a move away
from this ideology and more of " a return  to the use of the colonial

1ahguage.
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UNESCO 'The Use of Vernacular Languages in Education': report published in

1953

UNESCO had come to realise that the medium of instruction was a crucial

element in the development of an ‘'adequate' education in many areas of the

world. The organis#tion had, therefore, called togethér a number of .

specialiéts to deal with various aspects of the. role of vernacular
languages., Mofe particularly, the meeting was desigﬁéd to assess the
circumstancés undgf. which the vernacular language might be used in
education and secondly how its use might be facilitafed and encouraged

(UNESCO, 1953: 45-46).

The impact of this particular report on mother tongue instruction has been
' so great that it is necessary to deal with its ideology in detail. 1In a

preamble to the actual report, the specialists presented what they termed

'A General Statement' in which is explained the philosophy behind their

ideology.

It is through his mother tongue that every human being first
learns to formulate and express his ideas about himself and
about the world in which he lives. This language in which he
first learns to express his ideas need not be the language which
his parents use; nor need it be the language he first learns to
speak, since special circumstances may cause him to abandon this
language more or less completely at an early age. '

Every child is born into a cultural environment; the language is
both a part of, and an expression of, that environment. Thus
" the acquiring of this language (his 'mother tongue') is a part-
of 'the process by which a child absorbs  the cultural
"enviromment; it can, then be said that this language plays an .
important part in moulding the child's ‘early concepts. He will,
therefore, find it difficult to grasp any new concept which is
so alien to his cultural enviromment that it cannot readily find
expression in his mother tongue. If a foreign language belongs
to a culture very little different from his own (as for example
French is to an English child) the child's chief difficulties in:
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learning that language will be only linguistic. But if the
foreign language belongs to a culture very different from his
own (as for example English to a Nigerian child) then his
learning difficulties are greatly increased; he comes into
contact, not only with a new language, but also with new
concepts., Similar considerétions'apply to adults,

In learning any foreign language a child may find difficulty in
mastering the alien vocabulary and syntax sufficiently to
express his ideas in it. Where the foreign language belongs to
a wholly alien culture he is faced with the added and much
greater difficulties; to interpret to himself the new ideas in
terms of his own medium of thought - his mother tongue - and to
express his own ideas and thoughts through the new modes of the
alien tongue, Ideas which have been formulated in one language
are so difficult to express through the modes of another, that a
person habitually faced with this task can readily 1lose his
facility to express himself. A child, faced with this task at
an age when his powers of self-expression even in his mother
tongue are but incompletely developed, may possibly 'never
achieve adequate self-expression.

For these reasons it 1is important that every effort should be
made to provide education in the mother tongue (UNESCO, 1953:
N 47).
Those responsible for the report continue to advocate that mother tongue
be used as the medium of instruction in order that the transition from the
home environment to that of the school be as comfortable as possible and
furthermore that this medium be continued for as long és possible during

the educative process.

The argument put fdfwéfd» by .the UNESCO specialists, while generally

accepted by many educationalists at the time and still by many today,_ié;

nevertheless, one basea on theory with 1little experimental evidence to

assert its validity, = (The report does cite the well-known Iloilo

experiment conducted in the " Philippines and records its progress between

1948-51. Iﬁs'purPOSe was to compare the effectiveness qf the 1local

dialect as opposed to English as a medium of instruction. The results
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tended to support the claim that the mother tongue would always be the

most successful medium (UNESCO: 123-131).

The UNESCO report gives a summary of the findings of the specialists as

follows:

1. The mother tongue is a person's natural means of self-
expression, and one of his first needs is to develop his
power of self-expression to the full. : '

2, Every pupil should begin his formal education in hlS mother
tongue. ‘ : : '

3. There is nothing in the structure of any language which
precludes it from becoming a vehicle of modern
civilization. ' ' '

4. No language 1is inadequate to meet the needs of the child's
first months in school,

5. The problems of providing an adequate supply of schoolbooks
and other educat1onal mater1als should be specially studied
by Unesco.

6. If the mother tongue 1is adequate in all respects to serve
as the vehicle of wuniversity and  Thigher techn1ca1
education, it should be so used. '

7. In other cases, the mother tongue should be used as far as
the supply of books and materials permits.

8. If each class in a school contains children from several
language groups, and it is impossible to _regroup the
children, the teacher's first task must be to teach all
pupils enough of one language to make it poss1b1e to use
that language as the medium of 1nstruct10n. o

9. A lingua franca is not an adequate substitute for the
mother tongue wunless the children are familiar with it
before coming to school. '

10. Adult illiterates should make their first steps to literacy
through their mother tongue, passing on to a second
language - 1f they des1re and are able. '

11. Educational authorities. Should ;aim  at ‘persuading an
unwilling public to accept education through the mother
tongue, and should not force it. '



12. Literacy can only be maintained if there is an adequate
supply of reading material, for adolescents and adults as
well as for school children, and for entertainment as well
as for study. :

13. If a child's mother tongue is not the official language of
his country, -or is not a world language, he needs to learn
a second language.v g

14, It is possible to acquire a good knowledge of a second
language without using it as the medium of instruction for
general subjects.

15. During the child's first or second year at schooi, the
second language may be introduced orally as a subject of
instruction. ‘

16. The amount of the second language should be increased
gradually, and if it has to become the medium of
instruction, it should not do so until the pupils are
sufficiently familiar with it. '

17. Efficient modern techniques should be used in teaching the’
mother tongue and a foreign language. A teacher is not
adequately qualified to teach a language merely because it
is his mother tongue. ' '

18. Where there are several languages in a country,it is an
' advantage if they are written as uniformly as possible.

19. For convenience of printing, languages should as far as
possible be written with a limited set of symbols which are .
written in a single 11ne. :

20, For the needs of a polyglot state which 1is developing a
national language, the materials for teaching the language
should be simplified for instructional purposes; so that
pupils may progress towards full mastery without having

anything to unlearn. »
' (UNESCO: 68-70).

It is impoftant to recognise that the UNESCO policy on mother tongue,

education, while very definitely in support of the mother tongue, warns
agéinst a prescr1pt1ve strategy - which mlght ignore the'.wishes of_those
whom it. mlght affect, .as th1s> would only a11enate those concerned The

report, furthermore, suggésts that 1in some 51tuat1ons a langqage_other

than the mother tongue may be a .more practical choice in order " to
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facilitate communication within a society where the multiplieity of -

‘languages is so great and the number of speakers of a part1cu1ar language
so amall that provision of motherv tongue instruction becomes near
impossible. This is not to say, howevef, that it is actually ihhoseible
to teach through the hedium of any of these languages. The experts go to
great pains to assert that every .1anguage has a structure of rules ahd
patterns which could be provided with an orthography and could be

developed to meet with thé needs of a modern society (UNESCO: 49).

The significance of the UNESCO Report

On one level it is.arguable that the report said very little that had not
already been said by the Phelps-Stokes Fund reports thirty years earlier.
The significance lies, however, in the fact that a large international
body of experts called t0gether three decades later, not only reaffirmed
the arguments in favour of the mother tongue policy but injected more
credibility to this policy precisely because it was so much later'and more
theorising and evaluation had taken place. Furthermore, the pol1cy was
taken out of the realm of a pr1vate1y fundea commission (a1be1t a h1gh1y

respected one) into one of‘international standing.

The rationale beh1nd such pol1cy was pa1nstak1ng1y 1tem1sed by the UNESCO,

document and it has become very much of a bluepr1nt for accepted language

medium pol1cy in develop1ng natlons throughout the world at some po1nt or -

other since 1953. (Thls po1nt ‘will be elaborated upon in Chapters 5 to 9.

-

While it must be recogn1sed that many develop1ng countr1es vac111ate in -

- their policy statements and at times adopt a d1f£erent strategy, they
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‘dominant ideology of the power structure.)
-~ The policy recommended by this UNESCO meeting of specialists was endorsed
. .by the UNESCO conference on 'The Use in Education of African Languagos.in

"~ pelation to English' which was held 1in Jos, Nigeria in 1952. Other

‘conferences have also supported this line of thought. In 1969, The

nA’ Nigerian Curri;uium Conf?ronco érguod that the primary school child should
::havo_a ‘good gréunding in the mothof tongue (Bamgbose, 1976: 11). Then,
-tho;noéting of the UNESCO édvisory groub of consultants on 'The role of
.Iinguistics and..Sociolinguis;iéé in Languag; Education and Policy' 1in
Eobfuafy, 1972, roaffirﬁed the policy of the 1953. report énd even went
further to recommend ;hat even who?o there might be languages of'vory
smail minotitios,‘ initial litoracy should occur in the mother tongue

(Bamgbose: 11).

’vOne of the most interesting aspects of ﬁho UNESCO 'décumontvvwhich
:domonstratod é: new initiative or dimonsibn:tb the mother tongue issue was
tﬁat it claimod_thatvno vorhaculaf. no matter how foew spoakéfs.ig had, was
‘not worthy of cuifivatidn as a medium of instruétioﬁ. .Prior to fﬁfs, it
had been generally assumed that where ‘é ianguago had a rolati?oly small
number of speakofs, and tﬁo lénguagc waé undeveloped and was.not a writgon
language, it wouid‘bé impoésiblo»to adapt such a-languago so that it.might

‘become suitable as a medium of instruction.

Mackey (1984: 42) validates the claim made.by the UNESCO specialists.

Today it is technically possibIo‘Eo offer mothor-tongue.litoracy
in any local dialect of any language. Thousands of languages
and their dialects can now be alphabetized by applying to them

. tpnd, nevertheless, to adqpt this pblicy at some point, depending on the
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;gﬂthe tested techniques of phonology. Descriptive and nommative
' grammars can also be developed along linguistically accepted
- lines. Vocabularies can be created to cover any subject. On
* the basis of these linguistic creations school languages can be
- devised either by favouring one dialect or by grouping dialects
~into functional mutually 1nte111g1b1e units ... " In sum, the
.- technology for mass literacy in the mother tongue 1is now
."available and could be app11ed to each of the world's thousands
of local languages,

r .

{fdgijgs the Phelps-Stokes Fund report might, particularly as it was

ierican inspired and not British, have seemed to be a reprimand to the

',cdnfenence in Jos in 1952, UNESCO ‘appeared to be criticising British
olonial education in Africa. Interestingly, the British orgahised
i : . - R ) .

conference at Cambridge on precisely the same question in 1952 emitted a

somewhat conflicting set of recommendations.

' The Cambridge Conference on African Education, 1952

a4

g This conference was sponsored by the Nuffield Foundatioﬁ and the British

LR _ : ‘ v »
E.Colonial Office. Two study groups were sent to the British territories:

fwas to examine the educational system‘ in Africa as it had been under

evere criticism for being .inadequate.  This criticism was verified by

‘Thg two groups had - different.opinions on thiS' issue.' The Weet African

roup discovered that generally English was 1ntroduced earlier than was

—~

he off1c1a1 policy and regarded that th1s was a manifestation of the fact

'Bfitieh for their eolonial educational strategy, by the very fact that it

ﬁae neceesary to call together such a meeting and then follow it with the

ne to West Africa and the other to East and Central Africa. Their task

oth study groups. Our interest lies, however, with the views expressed
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fﬁat teachers were 'more enlightened than the syllabus' (African

Fducation: a8 Study of Educational Policy and Practice in British Tropical

‘ﬁfrica, produced on behalf of the Nuffield Foundation and_the Colonial

ffice, 1953, cited in Tiffen, 1968: 80).

~£he other ﬁand, the East and Cent;al African grdup recommended thaf
here should‘be‘a stronger line on mother:tongue instruction (althpugh the
';%Qé‘of ;Swehili as a lingue franca, was fegarded with a certain amount of
“1efavour)}_ 'Theifocue on English should be that of reading in primary
school and .en spoken‘ English at a later stage (Tiffen: 80). The final
'ﬁéeeie;on seemed to be that where no &ominan: vernacular was apparent

?fnglish should be promoted.

‘Ihe;recohmendations - of the UNESCO and Cambridge confereﬁces revealed a
%eerepancy in ou;ibok.- Perhaps fhe UNESCO report might be seen in more
htefeationalvterms and hence without possible vested interests other than
:edeeationel ones, whereas the Cambridge report might be seeﬁ invterms'of

gn essentially British policy and the use of English in Britishvcoloniee a

%;ower might find it easier te promote the use of English for a number of
Ieesons, for ekample: economic consideretions, the need to creafe a class
}Pf clericai_ employees for positions in :ﬁe civil service and for the ease
f'rqnning the colony 'in general, The indigenous population might Vefj

ell demand the use of English in the -schools as a result of their

T

- ) . . h . r

gmanifestation of colonial rule.  Here one might argue that the colonial

Perceiving themselves to be in an inferior position in relation to their

»;plonial'overlords ‘and their language. The desire to acquire English N
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id then be seen as a means whereby these people might wish to ensure

eir upward social mobility.

e ,

e significance of the Cambridge Conference

RN s R

at this conference did was to articulate more clearly what seemed to be

a grbwing trend in Anglophone Africa. The African people, themselves, had

A R A A e i

always been.éuspiciops of the mother tbngué policy because it wés énmesﬁed
inAan vintricate web of perceptions of inferiority. Fromlihe outsét of
ﬁfitish colénial activity in Africa, the English language had come to be
f;ésociated with the language of the dominant power . group. Colonialism
pdéed a cultural threat‘to those over whom it operated. Colonial culture
and education was associated with power and hence thg language used by
fhis grﬁup was equated'wiﬁh this power. Vernacular languages were seen to
f‘Sé inadequaté .in dealing  with a8 modern western .society and :economic
'g@ructﬁre. British colonial education approached langQage instruction
from abqtilitariaﬁ perspeétive and a pride and faith in the vgrnécular was
ﬁot fostered sﬁfficienily'to créate a sense of confidence in the power of
*tbosé languages.» Econdmic,_advancement'was beligved only to be possible
;hfpugh the use of the language employed by the domiﬁant colonial power.
j?ecognifion of the vernacular lahguéges in .school 1éaving examinations
”éame too 1late to repair the damgge created by their initial abéence. The
Nerqécﬁlars had not been cultivated sﬁffiéiently in order to be used in
;%econdéry western education or tertiary education, so a change of medium
gcéme necessary at somé point.anyway, and many wondered why iheﬂAfrican
child should not be given an early start to the acquisition ,°f the

‘ﬁlaﬂguagé which_he/she would have to acquire for those purposes.-



éutech (1975: 11-12) suggests that it is only 4in former British and
ngench colonies that the theory exists that modern technology is not
,easily transmitted in non-western languages. In Europe, the Hungarianms,

Finns, Danes and Norwegians were not daunted by the prospect' of

_modernising their vocabularies and neilither were the Japanese, Thais,
'{utlxranians and Turks in the Near and Far East.
7¢he"Commonwea1th Conference on the Teaching of English as a Second

'-ef English and suggested that English he adopted as the initial medium of
'Zinstruction 80 that the pupils would be better_ prepared to become more
vh,speedily involved 1in western, technological society (Tiffen, 1968: 84 and
;liffen, 1975: 324). Furthermore, both Kenya and Zamhia embarhed on a
‘Lpolicy to do just that. In 1957 the Special Centre in Nairobi wasvset up
to train teachers to use English from the start and integrate all subjects

into an English medium system. Zambia followed suit and in 1965 set up

i i:-“rf‘fﬁa;,;u »

the English Medium Centre in Lusaka to do the same.

}thana, northern Nigeria, Malawi and Uganda chose a slightly -different
;course, although very heavily based on English. While English was only
introduced as a subject initially, a gradual change to a ,medium of
binstruction followed. It was only Tanzania that chose to adopt an African
- a'language as the only medium of instruction, and in this instance, the
| d so 1t was not really a

language chosen was a lingua franca, Swahili, an

policy of mother tongue instruction for most pupils in Tanzania (Tiffen,

S 1975: 324-5).

: fjfLanguage' held in Makerere, Uganda, 1961, came out in favour of the role
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.‘gt is not so much that the Cambridge conference drew up 2 mandate or .
v gpecific'po}icy to be followed thaﬁ is important, itvis mbre th#t it was
l'at this copférencé that an alternaeivg to the doctrine of mothgr téngue
 ihstruction was aired and this al;ernatiye'was thén given greatef impetus

in the conferences and strategies which followed.

“gj “while the UNESCO report had all the makings of an educationally sound
Zf policy, a strong neo-colonial spirit had caught hold of Anglophone'Africa,

which meant that for a time, at least, a confident belief in the value of

mother tongue education slipped away.

- The following  table is taken from Tiffen (1975: 325-327) and shows the

educational position in Commonwealth Africa in relation to the language

.. issue.

. TABLE 2.1 :
LANGUAGE SITUATION IN COMMONWEALTH AFRICA
‘Country - Year English Year English T . Comments
introduced as used as a :
a subject - medium
- Kenya ' - 1 : " Some 60% of Primary 1
' : : a classes use English as a
1 - 4 _ medium. This percentage
' is unlikely to increase.
Zambia S - I | By 1972, 66% of all
' ' Primary. 1 classes used
~ English as a medium
1 : 4 The aim is to spread this
' o to all Primary 1 classes
as soon as possible.
Sierra leone - ' : 1  No integrated scheme as

in Kenya and Zambia.
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The Gambia - 1 ' As Sierra Leone

African language medium
' Tanzania 1 - ~_ Swahili has replaced
English as a medium at
all stages in the primary

school.

English as a subjé;t followed by English as a medium

.- Uganda 1 by 5_' English is used as a
. medium from Primary 1
- _ 1 in urban areas: elsewhere

it becomes the medium by
about Primary 5.

Ghana ) 1 4 Vernaculars now
' ‘encouraged as a medium
from Primary 1-3, and
4-6 if possible. Urban
schools often use English
from the beginning.

" Nigeria 1 3/4 ' Mainly refers to the
northern states.
UNESCO is experimenting

. in the north with English
medium teaching from
Primary 1: there are
experiments ‘at Ite in the
west to replace English
by Yoruba as a medium.

- English as a subject followed by English as a medium
Malawi - 1 _ . 4/5/6 English introduced as a

medium at staggered
“intervals.

Lesotho : 1 ' 4

‘Bdtswaﬁa : 1 -3
Swazilénd - : 1 ' | 5

While Tiffen's table iS'uséfu1‘ it should be noted that in 1974 a definite:
policy statement was madé in Kenya by Pre51dent Kenyatta that' 'A nat1on

‘without culture is dead, and that is why I decreed that Swah111 would be



the national language' (Standard, Nairobi, 1974, cited in Harries, 1984:
| 119). This statement suggests that the language pbiiéy should have
changed in Kenya, however, Harries (1984) points out that as yet no
vobvious strategy has been adopted whereby  Swahili ﬁas undergone .a
prograﬁme of blanning fqr‘ such an implementation, Nevé:theless, ;t is

"significant that after adopting a neo-colonial position with regard to the

language medium, it has become apparent that at least there are signs in
Kenya that there is enormous cultural advantage in the use of an African
language, and with it perhaps a greater sympathy for the value of the

mother tongue.

2.3 ARGUMENT AGAINST THE USE OF THE MOTHER TONGUE

There are several dimensions to the argument against the use of the mother
tongue. especially as a 'medium of instruction. The 1953 UNESCO report:

|7 - The Use of Vernacular Language in Education listed several factors which

might become used as arguments to deny the validity of mother tongue

instruction. These will be used as a framework against which the argument

as it appears in other literature concerned with this area will be traced.

'2.3.1 Political factors

Assimilation . In non-self-governing areas the policy might be one'of_
assimilaﬁion whefe the various cultures, soéiecies and
languages are drawn toward and into the. dominénp
society and hence its culture and léﬁguage. The

promotion of mother tongue medium would run counter to




" Integration

(i)

(ii)

(iii)

(iv)

the dominant ideology of assimilation as it  would

promote divisions in society (UNESCO, 1953: 12).

The political aspirations of the state structure might

deem it necessary that a political and culﬁural

homogeneity  be created from a multicultural

baékground. In this instance one language needs to be
selected and prbmotod as the symbol-of that unity and
so that .language would be promoted as the medium of

instruction in schools (UNESCO: 12).

Most African states are multilingual and all use a
soﬁond/third language as a medium at some point in
education. These states are currently a11v trying_to
assert their national consciousness and consequently a
common medium of instruction would facilitate this by
'cifcumvonting ﬁhe' divisivo‘ . effects . of

multilingualism (Gorman, 1970: 2).

Very often it is considered necessary to opt for a
language of wider communication in order to facilitate
more efficient internal communication (Bamgbose, 1976:

11).

the needs of the state might be céntred on cohesion

and so the language policy might reflect this.  The

—

‘official language has a legal status and is regarded
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as the chief vehicle of communication (Szepe, 1984:

67).

(v) Mackey (1984: 37) is more specific: the modefn
industrial state is only able to operate if its
citizens all have the same basic speech skills. The
government takes épecific‘inﬁerest “in the schéols in

order to ensure this and circumvent diversity of

speech habits. There 1is a world-wide trend of
increasing urbanisation and that means an increase in
multilingualism in the cities which could pose a

threat to the linguistic hegemony of the dominant

power group. A definite language policy then tends to
become more assertive in order to preserve the power

*f ‘- ' of the dominant language (Mackey: 39).

Inter-group "~ Where political conflicts between groups arise the
conflicts ’ group that gains ascendency might suppress the use of
_the language/s of those who remain in the.'less
fortunate position/s. As political_cohflicts continue .
and changes in power occﬁr, so then do the positién of

the languages change (UNESCO: 12).

Prestige (i) Political prestige may be accorded one language over
another and therefore the language of higher.political
prestige may be used as a medium of instruction. Here

its use as a medium may be either voluntary, where




(ii)

non-native spéakers may ffeely' choose this language;
or it may be  imposed from above and this might
generate more political conflicts (UNESCO: 12).

The - power of the dominant language to create a sense

of its elitism is "significant. It is through this

medium that the cultural values and ideologies are
expressed and if the other linguistic groups are

persuaded to recognise the bréstige of this language

then it becomes easy to disseminate the values of the

power group (Mackey: 37).

'2.3.2 Linguistic factors

of speakers

Limited number (i) In situations where linguistic communities are very -

small it would probably be too difficult, from a poiﬁt‘

of view of available resources,-to use each language

“as a medium (UNESCO, 1953: 12).

IOhly a limited number of local languages can be ﬁsed‘

as a medium - not all local lahguages could:be used’és

media of instruction and those which could be

facilitated would . tend to be major local 1languages

(Tiffen, 1975: 327).

Very often in a multilingual society, éspecially where

there . are small linguistic communities, a lingua

franca is evident and consequgntiy‘a high degree . of
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*'ﬁaking literary (i)

- ‘an unwritten

lvlanguage

(ii)

Reconditioning an
ancient literary

language or a

written vernacular

bilingualism bccurs. Itvmight' be practi;al, then, to
use the lingua fraﬁca as the medium of instruction.
This would ‘no; ﬁecessarilyv be an aiienating fofce in
the school enviroﬁment for the child as the lingua
francalwould be a familiar vehicle of communication

(UNESCO: 12).

There are majbr problems which arise once an uﬁwritten
language‘ is needed to fulfil the requirements of a
f;rﬁalA education, Its grammatical and phonemic
structures need to be established; its vocabulary
needs to be adapted to meet modérnbrequirements if the
stéte: concerned is gearing itself toward the

technological western world; an acceptable script and

orthography are needed (UNESCO: 13).

Far more historical and descriptive data are needed on
theAloéal languages and language coordinating centres
are required if the mother tongue is to be educatively

viable as a medium (Awoniyi, 1976: 41).

Languages which do occur in written_‘form; put ‘which
a:evnot equipped for a moderﬁ technﬁlogical education,
néed to bé adapted, certainly require the éultivation
of a scienfific and.ﬁechnoiogical roabulary fUNESCOE

13).
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2 .

¥ Materials

(i)

(ii)

(iii)

(iv)

(i)

?3,3 Educational factors

Either there 'might not be an adequate supply of

teachers or the teachers might not be qualified to

- teach the necessary language/s (UNESCO, 1953: 13). -

Use of. a common medium of instruction makes it easier
to distribute teachers on a national scale whereas
where a mother tongue policy is followed, this is

determined by the language the teacher uses (Gorman,

1970: 3).

If the vernacular medium approach were to be followed
it would be likely that a large nuﬁber of teachers
would be teaching through a medium which is not their

own mother tongue (Tiffen,‘1975: 327).

At present, teacher training . in the mother tongue

education is inadequate. Teachers do not necessarily

focus on the wider implications of ' the cultural and

value-laden attributes of the mother tongue and so the
rationale for mother tongue instruction falls away.
This being the case, a more convenient language might

as well be used (Awoniyi, 1976: 41).

There méy be a lack of teaching materials in the

necessary languages and there .could be a number of
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“Linguistic

complexity

(i)

reasons why the preparation of such material may be
delayed, but' the sheer financial cost of such an

exercise would be a major deterrent (UNESCO: 13).

Thé ,paucity ~of reading material in ﬁany of fhe
vefnacularﬁ_suggests that bnée é pupil has achieved
functional literacy 1in terms of his formal education,
he is unlikely to be able to maintain this Eompe;eﬁce,
as there is‘ little reading material outside the
educational sphere. What use is there then in

providing literacy in the mother tongue? (Gorman: 4).

In many situations, the number of languages required
to be learnt by the child, each for different purposes

complicates.the question of mother tongue medium., The

child might, for instance, be required to be familiar

with the mother tongue, an official regional language,
the national langUagé, a European language and even a

language for religious purposes.  To complicate

matters even further, there may be a variation in type

of script to be learnt to accommodate these languages.

-Where so many languages might be needed by the pupil,

one might find that a language other than.the mother
tongue is selected as the medium of - instruction

(UNESCO: 13).
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(ii) The value of mother tongue medium is questioned in

(iii)

situations where the pupil is going to be required to

learn another language, viz English, and use this

‘language at a later stage in the educative process

anyway (Tiffen, 1968: 84-5 and 1975: 324).

Difficulties may occur when the switch from mother
tongue to Englisﬁ medium takes place, so the use of
English from the start is recommended (Tiffen, 1975:

330).

Bamgbose (1976: 12) suggests that the educational and

psychological advantage to mother tongue policy has
not been adequately proven in experimental studies

other than the Iloilo experiment in the Philippines.

In fact, an experiment in Uganda; the Iganga

experiment, proved the reverse.

2.3.4 Socio-cultural factors

Society rejects (i) The fear of being - denied access to westernisation

mother tongue

might make certain groups suspicious of a mother
tongue policy and they might prefer to use another
language as the medium of instruction (UNESCO,

1953:13).
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(1i1)

(1v)

(ii) Where a society wishes to adopt the technological and

scientific developments of the west, -the use of

English as a medium 1is usually considered to be

" essential. = The Commonwealth Conference on tﬁe

Teaching of Engliéh as a Second Language held . at

Makere in 1961 promoted this policy (Tiffen, 1968: 84=

-5 and 1975: 324).

A language of widespread use 1s required in order to
cater for 'the technologicaliand scientific development
of the state. This must. then restrict the use of the
mdthér fongue (Baﬁgbose; 1976: 11-l2). Again ghe

argument set out at the 1961 conference at Makere for

{mmediate use of English 1is put forward (Bamgbose:

16).

In many multilingual situations linguistic groups find

themselves caught between two needs: the first being

- that of preserving the cultural heritage embodied in

the mother 'foﬁgue and the second ‘being the‘heed for
economic advapcement which is possible only through

the dominant languagé or: international languége

(Mackey, 1984: 44).

In some cases, where a new national language has been

selected from a ianguége which was formerly a

vernacular, the group may feel'that even this language
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will not guarantee westernisation and a Eurbpean
language might _be preferred. Alternatively, this
vernacular elevated to the status of natiohal language
might bé regarded as 1inferior to " the groups's own

mother tongue (UNESCO: 14).

Instances'of groups with a nomadic backgroup add a
further complication - as spatial movement results in
contact with other linguistic communities. How does

the educational system cater for nomadic groups as far

-az the mother tongue issue is concerned?

Class divisions within a certain locale might present

problems of multilingual nature and hence choice of

medium (UNESCO: 14).

3.5 Economic factors

v7~-cqnomic status (i) Very often certain languages are associated with

economic advantage of disadvantage. Hence é group who
peréeives its language to be an obstacle to eqonohic
advantages, in the foxm of job opportunities, might
reject its own mother tongue in favoﬁf of. the more

advantaged or economically powerful language (UNESCO,

1953: 14).
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(ii) Mackey (1984: 43), basing his theory on Ferdinand de

Saussure's comparison of words and currency, suggests

that languages might be assessed according to their:

value in economic terms. Just as some currencies are
more valuable than others, so too are some languages
more.valuablé than others. Consequentl&, the language
considered to be the most useful might be preferred as

the medium of instruction.

(ii)

 Management of

funds

:-2.3.6 Financial factors

Lack of funds (i) Obviously, without sufficient funding,. no pblicy of

mother tongue medium could be embarked wupon or

‘effected (UNESCO, 1953: 14).

The multiplicity of languages presents enormous

financial considerations if each language is to be

provided with an adequate supply of material and
teaching staff, not to mention the cost of linguistic

developmenf of such languages (Bamgbose, 1976: 12).

A lack of skilled management of funds available for
provision of mother tongue instruction would - hinder

the implementation of such a policy (UNESCO:'14),
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.3.7 Practical factors

B Non-availability "Mechanical devices, authors, draftsmen or

documentation; of printing aids such as ink, types,

paper and binding faéilities; - the availability of

electrical power; the distance, roads and other ways

" and means of communication and transport .

(UNESCO, 1953: 14).

‘2.4 TWO CONTEMPORARY VIEWS OF THE ROLE OF ENGLISH IN AFRICA

The two arguments'which follow might very well have been included in

- earlier sections of this chapter, however, given their specifically

. political nature “and their relevance to newly independent African states,

a special case will be made of them Vhere. Both arguments approach the

position of English in Africa from a 'radical' angle although the second

¢ might be regarded as being more purist in nature.

" The first .arguﬁent suggests that . English in Africa no longer simply

represents colonialism or British imperialism. It has transcended this

'boundary by adapting to the African enviromment and assuming much of the

African idiom and hence culture.

The function of English (in Africa) is no longer a direct .
product of the political and social system of Great Britain, it

purposes which are far more ‘immediate and localized,

independently of Britain (Strevens, 1966: 121, cited 'in Angogo
and Hancock, 1980: 67). ' '

-
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Es'kia Mphahlele (1984) suggests that the colonial 1angu1ges in Africa

have been appfopriated and that the African has:

...domesticated them to express an African sensibility,
traditional, modern, .rural or urban, political or le]lBIOhﬁ. the
ultimate phase of emdnglpatlon.

defines the political significance of English.

...the Afrikaner cuame to realise that Emglish was a donr to the
larger world, and had to be mastered.

When the gods woke up to the fact that many more Africans spoke
English than Afrikauans, aud that the former had becowms the
carrier of Prometheus's fire, mother-tongue ipstruction was
‘enforced in primary and Sﬂcondary schools, o

The gods had come to realise that to 1limit thought, to
immobilise the vital processes of conceptualisation, to prevent
the free flow of ideas, blast language from the lips of its
users, or make it appear inconsequential, at best a difficult
nuisance; reduce it to an incoherent stutter.

Because to create concepts you re-create language. Concepts
like 1liberalism  (with a smell '1l'), nationalism, unity,
Africanity, "freedom in our time", socialism, democracy, and so
on are only possible when you have a language for them. The
mother tongue was not equal to this. :

“wes I make bold to suggest that the black man here has vested
interests in English as a unifying force. Through it Africa can
be restored to him and, together with French, English provxdes a
pan—Afrlcan forum, w1dens hlS const ituency.
Mphahlele in adopting a Pan-Africanist abproach to the role of English,
'idbes two 'things. Firstly, he strips English of its cblpnial»aSSOCiations

“-and secondly appears to reject the possibility that mother tongues, were

" “they to be cultivated might be able to transmit just those concepts he

perceivés.nécessary for the 11berat1on of Afcha..' Basically, he 'is

'adopting a utilitarian attitude to the role of English, largely becépéé of

’A

Dealing more specifically with the situation “in South Africa thahlele.
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he second argument adopts the stand that the colonial language remaining
Bs medium of instruction after independence is an agent of neo-

Folonialism. This is the view held by Ngugi wa Thiong'o.

L

During the neo-colonial stage of imperialism education and:
culture play an even more important role as instruments of
domination and oppression. European naming systems; European
language; European  theatre; European literature; European
"content in teaching materials; all these " areas; so central to
culture, are left intact (1981: 12-13).

ﬁewly independent states have to choose which ideology to adopt and this

_bolitical decision affects language policy.
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CHAPTER 3

THE QUESTION OF LANGUAGE POLICY

- 3,1 THE DISTINCTION BETWEEN LANGUAGE POLICY AND LANGUAGE PLANNING

'{ All too frequently, the terms 'language policy' and 'languagé pianning‘

are equated or used interchangeably, when a clear distinction ought to be

drawn between them. Literature which covers this domain varies from being

most specific about the distinction to rendering a hazy discussion.

In general, however, most theorists regard language policy as being a part
of the language planning process; Given the fact that this dissertation
is concerned with the language policy issue, it is essential that the

whole language planning'&ersus language policy distinction be researched

- and clarified.

' 'Paulstbn (1984: 55) suggests that most theorists accept the definition of

; language planning proffered by Fishman (1973: 23-4) as:

«..the organized pursuit of solutions to language problems,
typically at the national level...*

Kennedy (1984: 1) after Rubin (1984: 4-16) defines language planning as:

'«..a problem-solving activity concerned with deliberate language
change for specific aims, which may be social, political or
educational (or a mixture of all three). '

* This quotation, in fact, also appears as part of a discussion on

language planning by Fishman (1972c: 55) and he attributes the source

of his definition to Jernudd and Das Gupta (1971).
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Rubin (1984: 4):

Language planning is deliberate language change, this is,

changes in the systems of a language code or speaking or both

that are planned by organisations established for such purposes

or given a mandate to fulfil such purposes.

" ‘One notices here that Rubin makes vague reference to what Fishman (1984:
-30) calls the 'distinction between planners and clients'. The useéfulness
" of Rubin's . subsequent  discussion of the difference between language

planning.and language policy 1lies in her hesitancy in separating the

‘motivations of language planning organisations from those who make

" provision for them (i.e. the power structure and political ideologues).

. .Rubin continues with her definition of language planning and argues that
it is 'focused on problem-solving' (4). The concerns of the problems to

be solved are given by Rubin as:

'fﬁ) Language choice -~ which language is to be chosen for:
medium of edﬁcation
mass communication
the legislature
b) Broad socio—economic_ goals - by ‘which he seems to imply

modernisation.

* Rubin, in respect of (b) admits to being  influenced by Jernudd and Das

:CUPta (1971) who suggested that language problems do not simply involve
linguistic elements but also socio-polftical_ones and even the.'rationale'
~behind such problems and this term 'rationale' implies ideology-(i.e. the

idéology behind the policy on language policies). Again,‘Rubin does not
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elaborate on the aspect with clarity although it would appear . to have

- gignificance.

Rubin then gives an outline of an earlier model of the language planning

~ process which she identified.

Language_planning process: (i) fact finding;

(ii) establishing goals, strategies and
outcomes;

(iii) implementation; and
(iv) feedback i.e. evaluation

(Rubin, 1984: 6 after Rubin, 1971).

1She‘identifiés (ii) as the domain of the policy-maker. Whaf she doés ﬁot do
 'with sufficient clarity at this point is to distinguish between the goals
and strategies of the policy decisions made on a macro-national or state
 lieVe1 as part of an overall ideology for"the state and thoge policy

_decisions, madé ~ by language plénners who operate from different
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:_perspectives. Nevertheless_she does point_toﬁard this:

The setting of goals seems to take place at several levels.

First, a legislature may establish some general goals and assign
responsibility for the implementation of a piece of legislation.,
Then the agency or institution which receives the mandate may

define these goals more specifically... (6)

An attempt to draw the distinction between planning and policy further 1is

- made by Rubiﬁ (7):

...policy-making is not planning... If the policy-maker does not
have proper background information and does not recognise that
‘the plan must be co-ordinated with other socio-cultural
processes, it is more than likely to remain just a policy.
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fgﬁﬁin éventually qveréomes her apparent reluctance to deal .with the
?;Iationship between policy decision in the domain qf laﬂguage problems
and political. requirements. She discussés the difference between'statéd
goals and real/hidden goals. Very often the real/hidden goals are not

“ 'éxp1icit1y ‘sta;ed as they are geared toward political control.
_fwhat Rubin needed to make more clear is that language policy appears both
.as part of the language planning process and overall planning of state

) “gontrol .

* Fishman (1972¢: 56) records that Neustupny (1970) identified the language

planning process as involving:
TABLE 3.1

Problem/Process Correspondences in Language Planning

1 , 2 3 . 4
" Problem Selection =~ Stability Expansion Differentiation
1Prqcéss',\_- ‘Policy " Codification Elaboration Cultivation
Decisions o '

_ 'When the problem to be faced is that of code selection, planning is

- concerned with official policy formation by authorities in control of
ipower' (Fishman, 1972c: 56). Neustupny and Fishman, theh, much earlier
than Rubin, = were able to poinf quite clearly toward the political role of

language policy decisions.
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‘%boper (1984: 29) makes a further contribution to discussion of the

fiuestion of ianguage policy:

With respect to the promoters of change, we may need to
distinguish the national goals which are served by language
planning from the planners' personal goals. Thus, for example,
national goals of universal education might be served by
language standardisation, but the planners' personal goals might
be served if their own variety 1is used as the model of
standardisation... Similarly, language has often served as a
rallying-point for the formation of national consciousness, but
' those who promote the language also promote themselves as a
" proto-elite who will come to power with the political apparatus
they create through mass-mobilisatio (Cooper, 1984: 29-30,
_after Fishman, 1972a). .

; Fishman (1984: 37)-Suggests that language planning, like economic planning

is a function of state structure. He elaborates further that:

A vernacular must be selected to carry the message and to be the
symbol of involvement with a cause which cuts across traditional
bonds and bounds. Language planning is always an outgrowth of
both instrumental and sentimental assets and debits of
particular polities at particular times. Language development
is inevitably an aspect of social change. To the extent that
social change 1is centrally organised and controlled, language
change will be similarly exposed to organised efforts (43).

ﬁ;It'wouid appéar that Fishmén séeé sucﬁ a close tie between languagevpolicy
‘:Ténd‘lahgugge‘.planning that he does not feel it neeeséary to distinguish
between tHem.,.Althdugh he does distihguish between 'planners‘and clieﬁts'
'(SO)Awhere he intefprets the'ciient to be 'the government, the pafty, the
?4 ministry'.‘_Thé'plannerg work wifhin the limitations of what is‘aégeptable
t/tovthe, client. Inzofher vwords,'natiOnai 'policy determinés’ what the
- 1anguagg ﬁlanning activities will be. ~In this sense; Fishman adopts a
“:mére radicél ,viéw of the language planning/lénguage policy questioﬂ, than

B for example does Rubin. -
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Language decisions are made during the history of a nation:

decisions are primarily made on political and economic grounds

and reflect the values of those in political power (Paulston,
1984: 55). '

F: paulston continues to discuss two aspects of language planning: language

¥ cultivation and language policy,  'where language cultivation deals with
ey v o

'&ynation'. She uses Jernudd (1973) and the terms 'language determination',

'language development', and 'language implementationi therein to develop a

¥ new model:

"TABLE 3.2

Language cultivatibn : Language policy
_Determina;ion . Determination
Development " o De?elopment
‘Implemeptation ' ' o Iﬁpiementation

(Paulston, 1984: 56)

£ She sees a strong interrelationship between language cultivation and

Poliqy, although, given the interrelationship between the two, the

distinction is not always easily identifiable.

language policy in the realm of language planning.  She suggests that

language problems 'ﬁight occur as manifestations of either cultivation or
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TABLE 3.3:

CRITERTA

Determination

1. Who makes the decision?

2. Does decision concern
native or other language?

3. Whom does the decision
affect? ’

Development
4. TFactors in evaluating

results?

Implementation

5. Factors in evaluating A
results of implementation?

. CULTIVATION APPROACH

Language specialists, i.e. linguists,
philologists, language teachers, native
informants, etc.

Decision about official native language
of policy makers.

- Decision affects language behaviour of

elites and policy-makers as well.

Primarily linguistic or paedo-linguistic.

Passive acceptance.

POLICY APPROACH

Government officials, agencies,
ministries, etc.

Decision about choice of official
language or about second or foreign
language of policy-makers.

Decision affects only sub-ordinate
classes or groups.

Primarily non-linguistic, such as
economic, political, ideological,
etc.

Strong attitudes either negative or
positive.

3

‘ (Paulston, 1984: 57)
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*r';he confusion we are left with after scholars like Rubin do not

.ﬁate national goals and strategies as fundamental instruments in
B¥.rmining language planning from the outset. Fishman (1984), while
;gécting his attention toward national goals and thereby concentrating on

e as affecting policy does not discuss the distinction between

hﬁing and'policy as such,

i

GOVERNMENTAL POLICY DECISIONS IN MULTILINGUAL SITUATIONS

fhe purpose of this dissertation is to examine language medium policy, and

énsequently, there will be a focus on the decisions of the empowered
anguage policy as oppoéed_to other aspects of language planning.

é domain of language policy having been established, a survey of the
.1ffgrent types of state policy which have been adopted in various
uafidns in Africa will follow. The overriding state ideology affects

LCBdiCe'of language medium to be used in schools.

Fliterature which covers 'this field isolates similar typologies of
érnmental control over countries in  Africa, both pre- and post-
ndependence as well all those ex-colonial territories outside Africa:; 1In

w of this, a descripfion of these typologies will appear in_.thé

filowing tabular format.

b’ "- - 3 .. . . 3 L3 ; *
¥ paulston does in her distinction between cultivation and policy is to

¥ x> . . .. . . '
bovernmental bodies and their ideology for the state as this affects
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Here the dominant European The French forbade the Holmes sees this as the . wWhere GChe goaili o1 a4 mono=

culture has assimilated the use of the vernacular reduction of cultural differ- cultural state has been con-
subordinate culture to it-— in their colonial schools ences by drawing minorities sciously 'enforced either by
self through the education as the educational system into the mainstream of coercion or by the all-
system both as. an uncon- was aimed at producing national life (4). He cites pervasive ideological orienta-
scious and conscious . 'black, brown or yellow the example "of the tion of assimilation' (18).
strategy. This policy was Frenchmen' (22). The suppression of dialects and 7

particularly evident in the dominant value system regional languages after the Schools have been used to
French colonies. The rise  was to be transmitted (18). revolution (4-5). eliminate minority cultures,

of - African Nationalism has
- tended to dismantle this
approach (423).

.:Adabfation:

Part of the policy of in-
direct rule was to encourage
the adaptation of the educa-
t-ional system of colonial =
////}owerv to suit the needs and-
; environment of the colorised.
The 1925  Memorandum  on
Education Policy in British
"Tropical Africa specified
this approach. This was
aimed at provision in the
- future of self rule (424).

- Independence:’

Once. political independence
was . granted/achieved, the
education . system would be
.. localised in curricula and S D
. personnel in an attempt to - S S
achieve also an economic and ' ' ' ’
iritellectual independence from
the colonial power. ,
(cf Nyerere's 'Education for
_ ;Self—Reliance' in Tanzania)
L (424-5). ' |



- TABLE 3;4

BROWN (1975)

WATSON (1979)

HOLMES (1980)

SMOLICZ (1981)

Separate development:

~This policy was based on a
perception of differences
among various cultures and
these differences were emph-
asised through education.
This approach has become re-
garded as unacceptable as it
is associated with racial
discrimination (cf.  South
Africa) (422-3).

Promotion of cultural

differences

(separata development)

(a) 'Separate and equal'
(b) 'Separate .and unequal'

Holmes suggests that it is
very difficult for - equality
to be maintained in a system
that promoted separation -
inevitably the less powerful

‘group will receive unequal

treatment (4).

Separatism:

Smolicz identifies this as one
side of his cultural pluralism-
distinction - cf below.



citily catered I1or 1n terms oOr

curriculum and materials (430).

Cultural pluralism:

the example
where recog-

Watson cites
of Singapore,

nition 1is granted to all
ethnic groups and with
this recognition comes

full educational rights,
The political ideology has
allowed =~ each cultural
group to find its own
place within the overall
national character (24),

¥ Ln1sse7 -fa i

~approach

that

. days in

.that  this
promotes .
attempts to .suppress

cultural differences' . (5).

This approach was basically

of the British to educa-
their early colonial

Africa. 1t ‘usually
operates where no clear p011cy
has been implemented. :

suggésts
'neither

Ho lmes

nor .

tion ‘in .

‘is likely to

that this
evolution

Smolicz suggests
might result in the
of a hybrid language although
he does admit that the
language—of the dominant group
emerge as the
common language (19).

Cultural pluralism:

Smolicz differentiates between
two forms of pluralism:

(a) Separatism -~ where distinct
cultures coexist in a
society with little mutual
interaction. While society
at large is pluralist,
individual members remain
‘largely within their own
ethnic grouping except
where it is politically
or economically necessary
for interaction.

(b) Multiculturalism - where
minority groups ‘'would be

allowed to maintain and

. develop their native |
cultures alongside - the -
demnIonant, onm! (20),



Integration:

Brown suggests that Africa's
newly independent states are
moving toward a policy of
integration, by which he means

the strategy of . inter-
dependence as opposed to
independence. The: former
implies a commonality, Areas

of conflict are recognised and
attempts are made to accommo-
date them in terms aof Auverall

Integration:

Watson cites the example of
Malaysia where, in effect,
the immigrant cultural
elements are destroyed and
replaced by a distinctly

~Malaysian culture in the

educational system (24).

Hybrid monism:

Smolicz's distinction of hybrid
monism as the ideological
blending/synthesis of cultures
is not quite the ‘'integration'
of either Watson or Brown,
lowever the common element lies
in the attempt of the society
concerned, to bring together
all divisive elements and
create a sense of nationality



ﬁbﬁman (1972a) 'National Languages and Languages of Wider Communication

the Developing Nations'

ghman (1972a) provides a policy framework which has not been included in

;éﬁercabular description, asv his framework operates within the single

jterion of the policy of ‘'integration'. He

wly independent states which, he argues, are searching for sociocultural

ntegration (191). In other words, Fishman examines the ideology of

ihtegrétion in far greater detail than the theoreticians discussed in the

tabular description.

fishman suggests that within the integrative  ideology there are three

different policy decisions which might be made by the newly independent

state, and these, in turn, are influenced by six factors. Table 3.5

represents Fishman's summary of the argument,

focuses his attention on
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the Developing Nations

- Factors -

Perceived socio-
cultural
—_——————,
integration

Selection of
National

Languages

Adoptioh of
Language of Wider

Communication
(LwWC)

. Languégé
- Planning

" . Concerns

Bilingualism

- Goals

Biculturism
Goals

Types

'I. Type A

.Decisions

a. No integrating
Great Tradition at
the national level

"b. Governed by

considerations of
political integra-
tion: nationism

c. Yes, as per-
manent, national
symbol

d. Minor: exonor-
mative standard- .
ization of LWC

‘e. Local, regionaif

transitional to LWC

f. Transitional to
modernity or new
integration

I. A-modal
Nations

IT. Type B

© 66

ABLE 3.5 : National Languages and Languages of Wider Communication in
-_ : . : .

III. Type C

‘Decisions

Decisions

a. One Great

a. Several Great

Tradition at

‘Traditions seeking

the national
level

b. Governed
by consider-
ations of

authenticity:

nationalism

c. Often
transition-
ally: for
modern
functions

d. Modern-
ization of
traditional
language:

‘H or L?

e. National:
transitional
to indigen-
ous mono-—
lingual

separate, socio-
political recognition

b. Governed by need
to compromise between
political integration
and separate
authenticities

c. Yes, as unifying

. compromise (working

language: W)

d. Modernization of
several traditional
languages

e. Regional bilingual
(H&L, W&N) &
national bilingual

(W & N)

f£. Tradition- f. Traditional plus

- al plus

modern
spheres

modern spheres

II. Uni-modal III. Multi-modal

Nations

Nations ’

t-

Fishman (1972a: 192)



' e A decisions: Where socio-cultural integration at a national level

;&és'not exist and where this coincides with a lack of 'political-

# .rational integration' the choice of a Languagé of Wider Communication
1WC) as the national language becomes obvious. Very often this language
‘that of the ex-colonial power. Fishman, at this point, distinguishes
;gtween ‘nationism' and 'nationalism'

. Nationism - as distinguished from nationalism - is primarily
concerned not with ethnic authenticity but with operational
efficiency (194).

fie makes this distinction because in states which adopt Type A decisionms,

'@hé dominant ideology is of nationism as opposed to nationalism,

The use of regional languages in these situations is simply regarded as a
ﬁxran51t1ona1 veh1c1e for -operational purposes. The LWC is regarded as the

1:
;conveyor of natlonal goals, symbols, etc. (193- 5)

fFishman suggests that states which adopt this strategy may at a later

ipoint come under fire for adopting a neo-colonial outlook which encourages

;syﬁbolisei upward sociall mobility. This would have the effect of
‘idiscburaging the cultural traditions and valses embsdied in the 1local
i}aﬁguages. A &ominant feature. of this strategy is the focus on
‘fwssternisé;ion,’sometimes to the exclusion of what is valpéble in_ths home

(1)

Eenvironment.

QIXpe B decisions: Here there is an apparent consensus .that there is a

i'singlé Great Tradition' available which can provide an integrated and

55 new elite who is fluent in the LWC, and perceives this language to

67



iléenous'cultural system., Here, then, a single indigenous language
. ’ '

%h represents this tradition is selected as the national language and

;é@ the conveyor of political ideology. The national identity is simply

fftural heritage.

A common indigenous language in the modern nation states is a
powerful factor for unity. Cutting across tribal and ethnic
‘lines, it promotes a feeling of single community...

In Tanzania we have been blessed with such a language - Swah111
~ (The Nationalist, December 20, 1968, cited in Flshman. 198-9).

¥i shman suggests that in these c11mates it might be necessary to use a LWC

Bs a temporary measure in higher educat1on until the nat1ona1 language has

-en cultivated to the point where it can fulfil this role. This must be

pfoached through the modern1sat10n of either the c1a551cal varlety (")

'{f.the vernacular (L).

ilingualism is seen as

tfulfils all communicative needs of the nation state and thence the need

for the LWC will disappear. Thls is the reverse of the situation 1n Type

f.situations where it

(2)

dispensable.

pe C decisions: These situations are:

...characterised by a conf11ct1ng or competing multiplicity of
such Great Traditions. Since each of these Great Trad1t1ons is
numerically, economically and ideologically strong enough to
support separate and large scale soc1o—cu1tura1 and political-
operational  integration their co-occurrence within a single
polity makes for rather constant internal tension and = for

nat1onal1st1c d1sun1ty... (203). v -

msnted by the official adoption of the national ‘language . and its,

a temporary measure until the national language

is the 1indigenous language which is thought to be
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;ghman indicates that in these situations the policy must become one of

¢ regional languages incorporating"regional Great Traditious'r In order
o avoid linguistic riralry at the supra-national levei, a foreign LWC
iﬂ{ght he chosen, and this sometimes in conjunction with ah indigenous
‘ }jlgeguage (203-4). This LWC .functions in the natiohal or federal
.sovernmental activities. Regional langoages are given prestige>va1ue and
'gp the Great Tradltlons are not threatened (or need not be threatened) by
gﬁe.LWC. Regional. governmental functions, wh1ch include educational

2vdecisions, are made throogh the medium of the regional language.

Bilingualism is encouraged for functional purposes. Languages are seen to

have certain functions: different languages used for the different

functions.

7a)mat is most significant from an examination of this analysis, is that in

. all multilingual situations considered here, a LWC maintains an important
_role and bilingualism is regarded as essential for communicative purposes.

In  Chapters 5-9 the relationship between the traditional/indigenous

“’f?k-languages and the LWC will be explored in the selected case studies;
Given that the countries selected are, with the exceptlon of Nam1b1a, ex-
;J:'frBritish colonies, the policy of assimilat1on is one Whlch is not

8pp11cab1e, and will therefore not be discussed any further. However, as

which is certa1n1y app11cab1e to South Afr1ca and will be discussed in
Chapters '5 and 9 as well as in Chapter 8 with reference to Nam1b1a. The

policy of adaptation is to be discussed briefly in the historicat’analyais

upta-—nationalism, and the linguistiC'communities be catered for in terms

already indicated in Table 3. 4, the policy of separate development is one
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gcation in these two countries prior to independence. The main focus
jnterest, however, is on policy after independence and so greater
‘: asis will be placed on an examination of the policies of independence

¥, integration.

The use of English ‘as the LWC in so many instances in ex-British
‘colonial Africa.

~The position of English as the LWC in Tanzania and Kenya in relation
to (Ki) Swahili is examined in Chapter 6 of this dlssertatlon.

There is a strong possibility that this will become the eventual
situation in South Africa at some point after independence (cf.
Chapter 9).
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CHAPTER 4

THE SIGNIFICANCE OF NATIONALISM IN ITS RELATION

TO THE QUESTION OF LANGUAGE MEDIUM

4.1 INTRODUCTION

-

There appears to be a general consensus of opinion that the educational
policy of a state is direcfly influenced by or even controlled by the

. _dominant political ideology.

... all political educational systems indoctrinate the oncoming
generation with the basic outlooks and values of the political
order (Key, 1963: 316).

\
When the British Comparative Education Society took 'the changing nature
iqf4eduéational politics' as the theﬁe for it§ annual conference in 1980 in
Cambridge, it .acknowledged the iﬁporiénce of the ‘causal link betﬁeen

:politics and education (Broadfoot, Brock and Tulasiewicz, 1981: 1).

... we conceive of education as enveloped within an environment
of polities. Thus, the educational enterprise, from its
location within that environment, conducts transactions with the
several political groups that most prominently populate this

same ecological setting ... In other words, education is seen
as a segment within a political system (Murray Thomas, 1983:
4)' . g

< but it is in this chapter that an attempt will be made to describe the
: -

'relatiOnShip between the political structure where it embodies

_Earlier chapters herein have indicated the political nature of education,
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A

:

1;§ionalism, and education, more specifically,-language'éducation. Murray
fhomas (10-12) argues that the language issue especially with regard to
¥ qium of instruction, is very important to both  ethnic and political

PToups 'since they see the fate of their constituents heavily influenced

;}’how the schools treat languages.'

e dominant political force present in the African territories under
.onsideration, herein, is that of nationalism.

P ¢

cos nation-ness is the most universally legitimate value in the
political life of our time (Anderson, 1983: 12).

Consequently, this chapter should concentrate on the nature of that
»,nétionalism' and then assess, in Fishman's terms, 'the impact of

* ‘Nationalism on Language and Language Planning' (Fishman, 1972c).

£ 4.2 UNDERSTANDING 'NATIONALISM'

? At a firsg‘glance,.one\is tempted to assume a rather wqoi1y percéptién'of
izthe cbncept, nétionalism._ One associates it with ethnicity and, indeéd,
F many might use it interchangeably with that term. Before launcﬁing into a
diséussionrof .the various interprefatidﬁs of the.ﬁeaning/s envelopéd by
_ fhe term, .nationalism; dne‘shduld bear in mind that as society changes so
fﬂ too ‘do | the semantic connotatiops of concepts. Thét being'thé'case, one
‘sﬁould assume that given different sets of cifcumstanées and location_in
both space

and time, the meaning of nationalism will be adapted

accordingly. indeéd, Alexander writing qndér the pseudonym, No Sizwe
) r

argues:
‘f - .
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... that it is impossible to give a definition valid for all
time and place of what a nation is; all that the theorist can
do is to define what the nation is in a given historical context
(1979: 165). '

;vis position is supported by Anderson:

Nation, hationality, nationalism - all have proved difficult to
define, let alone analyse (1983: 12).

Mo continues, furthermore, that:

... nationalism has proved an uncomfortable anomaly for Marxist
theory and, precisely for that reason, has been largely eluded, .
rather than confronted (13).

INevertheless, many attempts have been made to define nationalism and its

 §ésociated concepts and it might be useful to begin with the following:

(Nationalism is) devotion to the nation, especially the whole
nation as opposed to sectionalism; nationalisation of industry;
policy of national independence, ... patriotic effort, sentiment
etc. (Cassell's New English Dictionary, 1949: 963).

(Nationalism) is a devotion to one's nation;' a policy of
national independence, ... a form of socialism based 1in the
nationalising of all industry ... (The Shorter . Oxford
Dictionary, 1969: 1311).

(A nation is) a distinct race/people - characterised by common -
~ descent, language/history, usually organised as a separate state
and occupying a definite territory (ibid).

(Nationaiism is) 1. The feeling of belonging to a group united
by common racial, linguistic and historical ties, and is usually
identified with a particular territory. 2. A corresponding



ideology which exalts the nation state as the ideal form of
political organisation with an overriding claim on the loyalty
of its citizens (The Fontana Dictionary of Modern Thought,

1977: 409).

Nationalism is a doctrine invented in Europe at the beginning of
- the nineteenth century. It pretends to supply a criterion for
the determination of the unit of population proper to enjoy a
government exclusively 1its own, for the legitimate exercise of
power in ~the state, and for the right organization of a soc1ety
3 of states. Briefly, the doctrine holds that humanity is
s sli naturally divided into nations, that nations are known by
N certain characteristics which can be ascertained, and that the
only legitimate type of government is national self-government
(Kedourie, 1971: 28).

E Kedourie's somewhat loaded postulation of nationalism being an invented

doctrine might perhaps be traced back to Gellner's assertion that:

Nationalism is not the awakening of nations to  self-
consciousness: it invents nations where they do not exist
(Gellner, 1964: 169).

Inherent in both of these arguments is the idea that since nationalism is
P' invented it must therefore be associated with that which is false rather
than that which is creative. Anderson, in his analysis, has chosen to

concentrate on the creativity of the 'invention'

... I propose the following definition of the nation: it is an
imagined political community - and imagined as both inherently
limited and sovereign. o

It is imagined because the members of even the smallest nation
will never know most of their fellow-members, meet them, or even
hear of them, yet in the minds of each lives the 1mage of their
communion (Anderson, 1983: 15).



xifﬁ Gel}ner and Kedourie, makes an invaluable contribution to the
%;glysis'of nationalism. Whether nationalism is a product of the creative
g;;ginACion or whether it is an invention based on fabricated truths, is
Foﬁetﬁing unimportant fpr this analysis. As long as dné éccepts that -it
;i a belief of the pedple‘in a nation, that they share common'féatures of
:Béir existence with other people in .that nation, then éne accepts that

@he concept of a nation is a belief, which is something not rooted in

Qconcrete evidence.

f one 'accepté this view of the nation, that it is  an inQented or
imagined community' then‘one can begin to understand wh& it is that there
‘;Qre so many different nationalisms each with their own idiosyhcracies.
;Oné also begins to understand why it is that analysts find it so difficult

gto describe and define the concept.

L Literature covering the role of nationalism and its relationship to

Qflanguage education policy suggests that it would be useful to examine the

K especially, to be aware of the distinction which Fishman (1968) draws
f between nationalism and nationism. Paulston (1985) has refined this
distinction and suggests that there are four categories of semantic

 iinterpretation of the loose usage of the term, nationalism. She isolates

fiethnicity, ethnic movement, ethnic nationalism, and geographic nationalism

B significance than that of Fishman.

Mithough arguing perhaps from ‘a_different position, Anderson, together

¥ theoretic models of Fishman and Paulston, among others, and, more

B -~ and her 'new theoretical framework' of this area is possibly of greater
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‘ggfaﬁlston (1985: 20-22) uses Fishman (1968: 41-42) as a starting point from

... the transformation ... of tradition-bound ethnicity to
unifying and ideologized nationality ... be called nationalism

that:

... wherever politico-geographic momentum and consolidation are
in advance of sociocultural momentum and consolidation (the
term) nationism (should be applied) (42). :

- Paulston, furthermore, discusses van den Berghe who makes very much the

sdme distinction as does Fishman:

To refer to a political movement based on ethnicity, I shall use
> o the term 'nationalism' ... To refer to political movements that
S B use the multinational state as their defining unit, ‘I shall
. speak of 'territorialism' (van den Berghe, 1968: 215). '

© Both Fishman and van den Berghe use the term nationalism in a similar
s . fashion, but whereas Fishman speaks of nationism, van - den Berghe has

.~ chosen to use territorialism.

_ Paulston chooses to be cautious and suggests that the concept of ethnicity

" be defined clearly as a starting point to a discussion of nationalism.

~

_Ethnicity tends to stress roots and a shared biological past and
the common ancestors (factual or fictional). The basis of
personal identity is cultural (including religion), .and
ethnicity is a matter of self-ascription. The cultural values

~and beliefs, which are held in common, are unconsciously learned
behaviour, and ethnicity is just taken for granted. The members
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E tend to feel comfortable with the past and future, and there is
no opposition and no violence involved (25).

at Paulston is implying here is that ethnicity is a phenomenon which
r‘iéts outside systematised political structures and consequently it is
géf powerful enough to resist the power of a dominant group. This means

Fhat ethnicity:

‘ees Will not maintain a language in a multilingual setfing if
the dominant group allows assimilation, and incentive and
opportunlty of access to the second language (L2) are present
.26). ‘ '

Paulston's second stage concerns her concept of ethnic movement.

The major dlfference between Ethnicity and Ethnic Movement is
when ethn1c1ty as an unconscious source of identity turns into a
conscious strategy, usually in competition for scarce resources,

- An ethnic movement is ethnicity turned militant, consisting of
ethnic discontents who perceive the world as against them, an
adversity drawn along ethnic boundaries. While ethnicity

stresses the content of the culture, ethnic movements will be
concerned with boundary maintenance... (28-29),

aulston sﬁggests thét very ' often language becomes associéted with a
ymbol of the ethnlc movement élthbugh fhe language m;y not Bé the
or1g1nal mothef tongue. Paulston cites the examples‘ of Martin Luther
j!lng's use of Black Amer1can Eng11sh and Stephen Biko's choice of English

S opposed to Afr1kaans in South Afr1ca.

;n both instances English represents the medium through which wide
Bcontact/communication is  possible. Black Americans'  vernaculars’

k -

:ﬂisappeared long ago (although one might wish to érgue that Black American



né1ish is an identifiable language/dialect which in itself represents a
afhéf tongue and all the cultural and ethnic associations of any other

(3)

I her tongue).

:;u1ston suggests that another feature of ethnic movement is to be found

the phenomenon of a charismatic 1leader. Both of the examples cited

Bbove bear out this theory.

urfhermore, she presents religioﬁ as a feature which may be related to
}hnic identity. She suggests that where religion is seen as an
.§Aentifying force of the movement, the ianguage of that religion will be
igintained even if it 1is only used for religious matters. (The Zionist
@ovément, whére Hebrew is employed in just such a role, may present a
:;éefﬁl iliusfration).(s)

:Ethnic movements, argues Paulston, are not able to maintain their own

1anguages but they might be able to retard the rate of shift to another
(6) ’

#

ﬁéngﬁage.

?aulston's third category is that of ethnic nationalism,

When ethnic discontents turn separatist, we get ethnic
nationalism (31).

PWe might consider examples such as ‘Lhe separatist movements of the
FQuebequois in Canada and the Basques in Spain as falling within the

(7

‘}arametets of this category.
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ter fourth category is that of geographic nationalism. Paulston discusses

he features common to both forms of nationalism before distinguishing

fétween them.

Group cohesion to the end, a goal-orientation of ' self~
determination, a perceived threat of opposing forces, and above
all access to or hope of territory are characteristics of all
national movements. ... Ethnic and geographic nationalism
share all these features. The goal is independence, their own
political status and social institutions on their own territory.
The most common ideal is the nation-state.

«e« Very often nationalism takes place as a protest against

oppression, against a common enemy, whether it be against a

(domi?g?t) group within the same state or against another state
(33).

;Baulston cites Basqug nationalism as an example of ethnic nationalism
,iip order to specify how. loyalty and grodp cohesion, typical of nationalist
;@ovements, are achieved. She suggests that institutions such as: schools,
church and army; symbols like the flag or national anthem; and more
iespecially,'the language operate togethef to engénder a ‘feeling of
‘ iﬁé;ionalism. Language shift = is regarded as disléyaity to the spirit of

(9

3 nationalism.

- Paulston suggests that the difference between ethnic.movement and ethnic
fﬁationalism‘lies in the existence of a strongly developed middle class in
\‘thetlétter whereas this is not so in the former (35). EarLiér she argued
:ffhat ethnié movement 'need not haQe an.intellectual.elite'or a significant
p middle ciasé' (29). | Clearly‘there seems to be slight ambiguity hefe as

ffhe 'need not have' does'not prgclude the .possibility of thére lbéing
either an intellectual elite or a middle class in thnic movements. The

f claim that 'a national movement must have a well developed middle class'



ethnic nationalism one might expect to find a high

%dégree of systematised ideology which is transmitted through consciously

£ organised institutions and is given the supportive strength/backing of a
-golid middle class. Furthermore, the idea of the nation-state seems to be

‘more an aspect of nationalism than of ethnic movement.

‘Paulston's distinction between ethnic nationalism and geographic
‘nationalism is one, she suggests, that follows Hans Kohn's isolation of

"'open' and 'closed' nationalism (1968: 66).

In ethnic or closed nationalism the ethnic group is isomorphic
with the nation-state. The emphasis 1is on the nation's
autochthonous character, on the common origin and ancestral
roots. In ethnic nationalism language can come to carry an
importance way beyond any proportion of its communicative
functions. The typical claim is that the deep thoughts and the
soul of the nation can only be adequately expressed ‘in the
common mother tongue (Paulson: 36).

On the other hand:

Kohn calls ‘'open' nationalism a more modern form; it 1is
_territorially based (hence geographic nationalism) and features
a political society, constituting a nation of fellow citizens
regardless of ethnic descent. The so-called great immigration
countries of Canada, Australia and the United States are good
examples., As Kohn comments, they rejected the notion of a
nation based on a common past, a common religion or a common
culture. Instead '(Americans) owe their nationhood to the
affirmation of the modern trends of emancipation, assimilation,
mobility and .individualism' (Kohn, 1968: 66). (Paulston, 1985:
36). ' . ' ' S
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?s#lston continues to argue that whereas language is a 'prime symbol' in
%éhhic‘ nationalism it is ot necess&rily. tﬁe case 1In geographic
: étidnalism (37). In other words, language is not regarded as an all-
;;compassing featﬁre_and it does ﬁot create feelings éf political anxieﬁy.
iléommon 'lgnguage might, however, be promoted simply as a tool to

. .. (10
gacilltate wider communication. '

frable 4.2 on page 82 1is a facsimile of that presented by Paulston (1985:
sgo)vand represents a summary of her description and thedry of laﬁguage and

fnationalism.

g Fishman's nationalism vs nationism distinction when seen against

E Paulston's model might be diagrammatically represented as follows:

f TABLE 4.1

Fishman: Ethnicity Nationalism ~ Nationism

a_APaulston: Ethnicity Ethnic Ethnic - Geographic
- o . Movement 'Nationalism Nationalism

b Fishman, writing = earlier, seems to have had more difficulty in describing
- ‘and defining ‘the notion of nationalism. His attempts (1968 and 1972b) are
F expressed in more abstract ﬁerms.ahd this makes his work less clear than

ﬁ_that of Paulston,

k' On one hand, Fishman (1972b: 4) states:
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TABLE 4.2 : Linguistic Consequences of Social Mobilization in Multilingual Settings
X ETHNICITY ETHNIC MOVEMENT ETHNIC NATIONALISM GEOGRAPHIC NATIONALISM
1. Defining as identity as strategy in competition ) _
Character- ) for scarce resources ) Territory
_istics )
unconscious ) _ closed n (Kohn} open n
learned . . : exclusive
behaviour goal: socioeconomic
advantage
shared ancestorsj ) . intellectural leaders

roots middle class
. ’ loyalty (important)
taken for granted | cognitive

not goal oriented { self-chosen common enemy
no violence militant : taught behaviours
violent
common values charismatic leader goal: independence, political
and beliefs language as rallying self-determination
point, external distinction

boundary maintenance

survives language internal cohesion (Haugen)

shift . Glorious Past
cultural self-
determination
‘ etc. . etc. as identity
Less Legislation Involved : More
2. Facilitating 7Under what social conditions?
z:rzgzgz_ e.g. participation in social institutions, schooling, exogamy, military service, religious
fact 2 institutions; mass-media; roads and transportation; travel, trade, commerce, war,
actors evangelism; occupations; in-migration back-migration, urbanization, etc.
3. Linguistic | language shift language shift but mainte?ance ] maintenan.e
Consequences slower rate national ; national language
language as
powerful
symbol
(Also:
Language spread language planning-
\ Language death - academies
Langu:gii::for‘ strong language
ma attitudes
standardization
- “modernization o
Copyright 1985 C.B. Paulston : ' literacy~teaching training

language problems : choice of national language’
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I believe Baron's approach (1947) ... in that it considers
nationalism to be essentially conscious or organised
ethnocultural solidarity which may or may not then be directed
outside of 1its initial sphere toward political, economic and
~religious goals. '

“Fishman's rather vague use of 'may or may not then be directed ... toward
olitical ... goals' suggests that his concept would lie anywhere between

rpaulston's classification of ethnicity and ethnic natidnalism.
Later (1972b: 5-6), he defines nationalism as:

... the organizationally heightened and elaborated beliefs,
attitudes, and behaviours of societies acting on behalf of their
avowed ethnocultural self-interest ...

Here, perhaps, the stréss on “"organizationally heightened ... beliefs”
indicates more clearly that he is differentiating his nationalism from
ethnicity which lacks an organised quality. He stresses, also, 'broader

'>funity' by which he means:

eee  an expansion of affiliative beliefs, attitudes, and
behaviours so as to include far more distant ... kin cee
authorities, and far more inclusive commitments than those that
are immediately available ... (Fishman, 1972b: 6). ' :

_These features, also, are clearly different from those which are more
narrow and less encompassing in 'ethnicity'. Fishman furthermore lists

'stressed authenticity' as a necessary feature of nationalism. He means

L. by this:
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fé ..s Stress on ethnocultural characterization and on the
] authenticity, purity, and nobility of the beliefs, values, and
R behaviours that typify the community of reference (1972b: 8).

“?ie these features may be true of some nationalisms, they.do not, in
¥act, hold -for African nationalism where the spiri; of nationalism moves
' }bpd the 'ethnocultufalAchﬁracterization', fauthenticity"énd 'purity’
smgller groups, 'Rather; African.nationalism'seeks out ﬁgw mechanisms
éprvengendering a sense'of unity, aﬁd these are more widely encompassing.

+ is also clear that Fishman's definition of nationalism is much broader

¥ alls nationalism and isolated from it two categories: ethnic movement

ﬁn& éthnic nationalism,

-;; e Paﬁlston modei is‘lof great significance, especially bécause it
”Qiffereﬁtiates between all the marginal areas of confusion in the
"fuﬁdefstanding of the term nationaiism, and the descriptiopsiof each are
f;lear.  Whi1e iﬁ its skeletal form the Fishman model is certainly useful,
_ﬁoné might find the explanatory notes ambiguous. The pfoblem is, which
f;qdel.beéf suits the requiréments of this dissertation which is concerneq.
ith aspects of nationalism found in Africa?. Unfbrtunately; neither model
gican be applied without modificatiqn‘to Afriéa, and more especially, Sduth

¥ Africa. The end notes to this‘chapter will show that Paulston has tended

1fto over-simplify the South African situation when'applying her model to

4".‘

t. While the examination of both the Fishman and Paulston models has.

¢ suggested the inadequacy of each in an examination of African nationalism,

}“there is no model whiéh_fits the African situation precisely.



ﬁéquentiy, since there are features in each model which are applicable

,fxfrica and which also provide an interesting framework against which

Noful. This is especially S0, prior to éxamining: how the spirit of
E}onalism has grown in or been interpreted/modified by African

pcieties; - and how this process has then determined language medium

civen that this study is concerned with the ideologies of ex-British
Folonial African States and the effect thereon of language policy, it is

by

sential that this significant force, African nationalism, be examined.

jﬁ:3.1 Reaction against European domination/imperialism

iht‘home, the growth of nationalism was very much a feature of nineteenth

jcentury Europe. Abroad, the European powers were busy extending their

f has. seen a reaction against European colonialism.

AT AL TR PR <o T T

Nationalism in Asia and Africa, it is now generally agreed, is a
reaction against European domination (Kedourie, 1971: 1.

... nationalist movements in Asia and Africa (in constrast to
.say, France) were not a facet of the class struggle within
stable boundaries. - Much as in Central or Eastern Europe,
nationalism in Asia and Africa was directed at the overthrow of

¥ african situations may be set, the inclusion of both models is thought

Zapveréignty_and,~dominance over the third world. The nineteenth century

fsaw the 'scramble for Africa’. Not surprisingly, the twentieth century
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-Kedourie contends
’ 80 dramatic

jthat the reaction against

) ffound themselves

a political order imposed by rulers of an alien tongue. (Rustow,
19752 51) (1 :

Government by aliens has been the rule rather than the exception
in world history, and European domination over Asia and Africa
in being alien is far from constituting an exception and a
novelty which calls for complicated doctrines to account for it;
it falls, on the contrary, into a very old and very familiar
pattern. If European rule is exceptional, this is because of
. its remarkable brevity, and we may suspect that the Asian and
African nationalism it has undoubtedly conjured up is a reaction
to European domination, not because this domination was alien

but because it was European (Kedourie: 22).°

4.3.2 European domination and the disruption of traditional life~

styles

that the disruption created by European imperialism was
as far as the life-styles of indigenous peoples was concerned

it became powerfully articulated and expressed

}.more rapidly than reaction against other historical instances of foreign

" domination.

o nationalism in Africa and Asia 1is a concomitant of the
severe dislocation and fargoing disruption of traditional life
that both colonialism and anticolonialism bring intov being

- (Fishman, 1972b: 32).

4.3.3 Economic change

The traditional and very often, subsistence economies of Africa, suddenly

overwhelmed by western capitalism which took economic

control away from the individual and placed it in the hands of the foreign

-
?

administrators and entrepreneurs.
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. The destructive effect of European administrative methods -
whether applied by European officials, as in India and Burma, or
by native ones, as in the Ottoman Empire - was greatly magnified

by the increasing involvement of these traditional societies
with the world economy. These traditional societies had

_ hitherto been largely self-sufficient subsistence economies:

_they now found themselves, sometimes gradually, sometimes
suddenly, linked to a world market which brought them new and

~ vast riches but which was subject to gusts of speculation and to
vi .. mysterious unpredictable cycles of boom  and depression
originating in the plans and expectations of city merchants in
London or cotton manufacturers in Lancashire ... (Kedourie,

41 1971 24).

‘?‘QAJ Some have pointed to nationalism as appealing to those whose
' lives have become dislocated by the introduction of modern cash
economy (Fishman, 1972b: 32)-.

" One might argue that since economic change was controlled by a foreign

%

*Wf"power, a growing resentment against this control together with a desire

"for control sped along the cause of nationalism.

‘ff‘:ﬁ.3,4,_ Social change

' The colonisers of Africa paid scant attention to linguistic or tribal

‘boundaries when demarcating boundary 1lines and so the breéking down of

both linguistic and tribal barriers was facilitated. Furthermore:

Some have pointed to the ‘annihilation of tribal, ethnic, and
‘linguistic barriers which the rapid modernization of -either
commerce or industry of _necessity brings to pass (Fishman,
1972b: 32). o - :

¥  Kedourie elaborates upon this particular point. In traditional society

‘well-established ties of dependence exist, so that the individual has a

—

sense of security in a recognisable mniche in society. The effect of



ropean imperialism has been to destroy traditional structures with an
{ternative, confusing system of beliefs, based not on dependence but
§ i;intellectual, moral, and economic independence’. ~ Once the traditional

3ttucture is undermined by colonialism, inferiority sets in.

-v»e such strain and insecurity in the individual is bound sooner
or later to erupt in violent and destructive action which will
be the more difficult to contain and control precisely because
the socidl fabric has been weakened beyond repair (Kedourie,

1971z 26).

.+ Precisely these stresses are evident in the violence characterising South

2).

of traditional society. The small minority which acquired literacy began

it

éi.pb feel the Oppreésion of imperialism once they discovered that literacy

did not necessarily allow them entry into the Europeah‘society. Their
- .social dislocation then became channelled toward providing a new literate

| @elite leadership which appealed to the disorientated rest of society.

-Fishman identifies this group in a similar manner:

o
R g
Laaady

Nationalism in Asia and Africa began, as an ideological and
organized movement, much as it had in Europe, i.e., as an
elitist intellectual phenomenon ... (1972b: 33).
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continues to record the significant role of the student communities in

; h Asia and Africa in the growth of nationalist movements.(13)

' %.3.6 Urbanisation

part and parcel of colonial rule and its disruption df,traditional rural
Pxistence is the rapid move toward urbanisation where grievances appear
[ ore concentrated, ~where they are better articulated and where, according

§.o Fishman, reaction against them is more successfully organised‘(14)

i£.3,7 Adoption of Western concepts - especially, nationalism

‘iAccess to western ideas h#é worked to the advantage, in some instances, of
Jthe colonised peobles/épcieties. Thev populafity of  the idea of
- pationalism, is one such_ instance. Kedourie argues that a signifieant
aspect of nationalism is ‘the concept of unifprmity and nowhere is this
mpré explicit than in the idea of the national ianguage 'incorporating
A“tfad{tiqnal ﬁeritage’ and culture, Fishman expresses very much the same
basis of internal sodioculfural intggration and siﬁqltaneoﬁs divefgéncg
fromrforeign (psualiy Edropgan)‘ ways; and 'broader ethnic unity' (1972b:
‘f§30). " While Fishman‘describes very much the same prdcess as does Kedourie
; here, he does not ascribe the process to access to western concepts -.he

k. does not account for its growth, he simply describes it. '

j Anderson, on the other hand, queries the argument of those who concentrate

—

;rargument,_although couched in his terminology of lauthenticity' as 'the

l_On the language-based theory of nationalism. While he points out that
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. ‘ﬂ;tionalisms in nineteenth century Europe certainly grew together with a
t""v"e;-t:'ain linguistic~consciousness he suggests that the later African and
f )sian nationalisms are not necessarily associated with the concept of

tnguistic identity.

Nothing suggests that Ghanaian nationalism is any less real ...
- simply because 1ts national language is English rather than
Ashanti. It is always a mistake to treat languages in the way
that certain nationalist ideologues treat them - as emblems of
nation-ness, like flags, costumes, folk-dances and the rest.
Much the most important thing about language is 1ts capacity for
generating imagined communities, building in effect particular
solidarities ... If radical Mozambique speaks Portuguese, the
significance of this is that Portuguese 1is the language through
which Mozambique 1s imagined ... Language is not an instrument
of exclusion: in principle, anyone can learn any language ...
Print-language is what invents nationalism, not a particular
language per se (Anderson, 1983: 122). :

.. Nevertheless, Anderson agrees with the assertion that western models of
nationalism have provided useful examples.. However, since access to these

models 1is available in most print-languages and it is possible to transmit

" the idea of nationalism through other media, e.g. radlo and television, in
a number of differént languages, it does not follow that a particular jﬂ

nationalism may only be perceived thfbugh one particular language.v

Multilingual broadcasting can conjure up the imagined community
to illiterates and populations with different mother-—tongues
(Anderson: 123). : o

. 4.4 PECULIARITIES OF AFRICAN AND ASTAN NATIONALISM

One’very' impoftant aspect of African and Asian nationaliém is its feature

of differentiating the specific nationalism in question from other




;o;ieties. Iﬁ this instancg the concern is with the way in which African
.;;tionalist movements distinguish especially .African features of society
;ktgm those of .the European colonistsﬁ Nevertheléss, absolute
faifferentiation is not possible in the long‘runvas all of these societies
;spciefy must of necessity be integrated with the African social system
f(e;g. scienée and technology).l A way usuaily has to be found whereby the

nétionalist movement does not feel threatened by the integration thereof

(Fishman, 1972b: 36).

- A second unusual aspect of nationalism in ex-colonial territories is that

¢ territorial boundaries imposed by colonial rule, without any attention to

- ethnic boundaries, have more or less remained 1intact. Whereas with

=

1European nationalism, ethnic and cultural integration operated on usually

exclusive lines, in Africa, at least, this cannot happen. Consequently,

e
RIPT L oo RO

" what Fishman (1972b: 37) calls ‘'ethnocultural integration' has to be

‘modified to include all the various cultural groups or alternatively has

.i,jto go beyond these and stress supraethnic considerations.

.

4.5 THE RELEVANCE OF FISHMAN'S: 'THE IMPACT OF NATIONALISM ON- LANGUAGE

AND LANGUAGE PLANNING'

Anderson (1983) has argued that since modern technological advances in the
. dissemination of ideas through ' the mass media, which operate in many

‘different languages, the notion that nationalism may only be conveyed

. through a particular language is now outdated (cf. 4.3.7). This argument

certainly holds true in some instances in Africa, however, the argument

-

10 A

. do have economic links with the west and -so some features of western.
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k¢hat a language may in certain instances become inseparably intertwined
Fwith a spirit of nationalism is also discernible in other instances in
A o

;Africa. Consequently, Fishman's work, 'The Impact of Nationaliéﬁ on

ngﬁguage and Language Pianning' (1972¢), cannot be dismissed. This is

discussed in Chapters 5 and 9 herein, operates along much the same lines

§ :s the argument put forward by Fishman.

What follows is a synopsis of the Fishman argﬁment (1972c: 39-82) together

with a commentary on it.

.Fishman argues that with the growth of nationalist movements, a common/
‘;flf"universal process has taken place, whereby language becomes one of the

¥ major exponents of that nationalism and, furthermore, a controlling force

‘which aids the ruling power group in the maintenance of that power and its

particular philosophy.

4.5.1 The vernacular as the medium of nationalism

. Fishman believes that the emergence of ideologies incorporated in
" humanism, the Renaissance and the Reformation were responsible, to a
certain extent, for giving credence to the use of the vernacular as

opposed to the 'supranational ... classical languages' (40-41).

'~ The vernacular came to have a functional role in stimulating a positive

response to and preserving the spirit of nationalism.

é
H
¥

egpecially so, as the nature of Afrikaner nationalism, which is to be
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... modern loyalties are centred on political wunits whose
boundaries are defined by the language ... of an educational
system (Gellner, 1964: 163, cited in Fishman: 43),.

_There are two basic reasons why the vernacular came to have such
rrecognition: (1) the elite group saw it as a means of uniting and
1gctivating’ the  populace; (2) the process of urbanisation and

-modernisation depended upon a common literacy.

| - . Fishman believes that mass - nationalism is more than -a single
“identification of the community with a language - it is the identification
% ' of nationalism with a 'unique' language which is 'functional in a way that

w’fother languages cannot match' (43).
.Nationalism, in order to justify its stance, has ‘to develop its own
"~ elaborate system of rationalising the role of language in the nationalist

‘movement. .-

4,5.2 language as {(part of) the message'of nationalism

- Fishman's argument might be summed up in his quotation of Snyder (1954 :

All major works on nationalism stress in detail the significance
of language. :
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,Language as a link with the glorious past
Lang =<

one might interprét Fishman as suggesting that the past/historical links

awith the 'nation's' ancestry is/are romanticised which allows the

pationalist argument/rationale to be mystified and become emotively

Language as the link with authenticity

1!Fishman explains this dimension of the a;soéiations with lapguage as a
‘ ﬁecessary rationalisation of the uniqueness of the people and this
.‘uﬁiqueness.is supposedly embodied in the language of the people. This
rationalisation is flawed by the very fac; that the languagé adopted by
the moveﬁent is 1invariably a language. from a ppssible many and,
Uconsgquently, it will ﬁever be able to incorporate all the traditions and

cultural histories of those affected by it under the new nationalist

regime.

Directly, via the language per se

... the mother tongue is itself an aspect of the soul, a part of
the soul, if not the soul made manifest (Fishman, 1972c: 46).

Fishman discusses Johann Gottfried Herder (1744-1803) and his concept of

the role of the vernacular:

«.s language was also the surest way for individuals to
safeguard (or recover) the authenticity they had inherited from

—




-

their ancestors as well as to hand it on to generations yet
unborn ... (Fishman, 1972c: 46). ' :

frequently hear such cries as: 'without Finnish we are not Finns' (46). -

-N;tiqnalism, it " is claimed, grew out of a fear.dflother nationalist power
structures. For example, the 'fracfionaliséd" Germany was'f#ced with a
 fprmidab1e Romance speaking group in the South and the Sla&ic pebples of
the East. This encourgged Herder and others to advocate a standa;d

national German language.

" Fishman indicates that both Sapir and Pfaff have cast doubt on the

“validity of the link between nationality and language.

... a self-conscious nationality ... will construct for itself
... a race to which is attributed the mystic power of creating a
- language and a culture as twin expressions of its - physic
peculiarities (Sapir, 1942: 660, cited in Fishman 47).

Considerations of language, history or geography are valuable,
to justify what one already believes, but they do . not
necessarily lead to that belief (Pfaff, 1970: 159, cited in
Fishman 47). : L - , o

Hence, it would appear that nationalisms exaggerate the symbols created

around a language so that the link between ideology and language becomes

(15)

" 'a cause, goal and obligation' (48).

A people without a language of its own is 6n1y half a nation, A
nation should guard its language more than its territories -

ishman ascribes to Herder the phenomenon whereby-one becomes aware that o

rjanguage has become so closely tied to the question of nationality that we
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'tis a surer barrier, a more important frontier than fortress or
river' (Davies, 1945 (1845): 71, cited in Fishman: 49).

.Estlander:

_ No fatherland can exist without folk poetry. Poetry is nothing

~ more than the crystal in which nationality can mirror itself;
it is the spring which brings to the surface the truly original
in the folk-soul (cited in Wuorinen, 1931: 69, cited in
Fishman: 52). '

Contrastive self-identification via language

This involves a distaste or réjection of alternative language which might

represent other cultures. Jann, a later German nationalist, argues:

~He who teaches his children to learn the French language or
permits them to learn it- is delirious; he who persists in doing
‘this, sins against the Holy Ghost (cited in Snyder, 1952: 38
and in Fishman: 53).(16)

B R L TR
)

"To support his argument, Fishman quotes an early nineteenth century Finn,.
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g%p irony 1implicit, here, 1s that in selecting a vernacular from several
jydssibilities to represent the identity of the people, this vernacular is
iéoing to be foreign to many of the people concerned and hence the argument

g put forward by Jann might be applied on the home front.

.5.3 Nationalism's need for language planning

ﬁtrishman presents two similar models of how this might occur after'defining
'ianéuage plénning ‘as 'the organised pursuit of solﬁtions to language
ﬁfoﬁlems, typically at the national Ievél' (55 afterv Jernudd ;nd Da;
" Gupta, 1971). The architects of these two models are Haugen and
% Neustupny "(Haugen, (1972 (1966): 97-111) arguesvthat Qhere a dialect or
t a vernacular is to be Qsed as a standard language various ;fages in the
3 1anguage planning process take place. Haugen lists four stages in this
process as: selection of norm, codification of :fofm, elaboration of
function and acceptance by the community. He suggests.that the first two

§ are concerned with form while the last two are concerned with.

(17)

function.

?}:He presents a diagrammatic picture of the relationship of all these

features together with society and language as follows:

L A0 e




ABLE 4.3:
ABLE

98

Form Function
SOCiety_ i Seléction Acceptance
Language Codification Elaboration

Haugen (1972 (1966): 110).

b"Eishman also discusses Neustupny (1970) and his analysis of 'Problem/

Process Correspondences in Language Planning'. Diagrammatically this

‘ "model is recorded in Fishman (56):

- TABLE 4.4:

Problem/Process Correspondences in Language Planning

(per Neustupny, 1970)

1 : 2 o 3
Problem—YySelection Stability +  Expansion
Process-—)Policy Codification Elaboration

Decisions

4

Differentiation

Cultivation

Fishman then proceeds to discuss these features under

" . headings:

the following
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Code Selection
——

iIn order to achieve the desired function of the language in 'ﬁnifying,

guthentificating ~ and modernising', the vernacular had to undergo

»éxtensive planning (58). An alternative code had to be found in order to

‘effectively réplace one elitist power base with another.
Codification

This stage 1is regarded as necessary to ensure effective and efficient

“communication.  Naturally, one might see this as a wuseful device in

fouiy

maintaining political control as the codification would be in the hands of

those in power which would allow political manipulation of the

.codification procedures.-
Elaboration
© This step' would require a great amount of effort and expense as the

" -vernacular hould, in all likelihood, suffer a paucity of 'lexical items'.

At the same time 'proof that the nation has personality and sel f-respect’

- (Abmad, 1960: 103, cited in Fishman: 62) had to be ensured.




Nationalist pressures on language planning

;fationales' for 1anguage'p1anning,b in other words that

rational ar

_be:considered desirable, and which are not (63).

"{anguage as_an active agent

Firstly, the vernacular adopts an active r

"jts speakefs by accepting or rejecting foreign 'impurities'.

not believe

" language, our i
by Whiteley, 1969: 161, cited in Fishman: 66).

¥ very often claims about
extreme, which ‘is a
“-these claims 'are not necessarily borne out, In this case,

" yet been driven out by Swahili in Tanzania.(18)

Secondly, the cohcept of the superiority of the

* languages became‘popular.

Fishman suggests that nationalist ideologies apply rigid ‘constraints and

they provide

guments in favour of which items or features of language are to

ole in authenticating itself and

let us use it as a right, clerks and farmers, and though you may
it, English will move out. We don't want foreign

languages. We feel that they are a reproach. Swahili is a good
original language ... (translated from Swahili

the maintenance or rejection of a language are
feature of 1linguistic nationalism, but in reality

English has not

vernacular over other

'With respect to Arabic it is necessary to 'comprehend its
superior qualities over other languages and the
endowments which enabled it to achieve complete mastery over ...

Beirut 1938: 38 cited in MNuseibeh, 1956: 70).

R

vast regions' (Fishman: 66 citing Nationality Consciousness, -

100



e authentification and sense of linguistic superiority then became
’dents of nationalism.
g

Fostering unity and authenticity via differentiation from undesirable

g

inguistic influences

a———

jThis involves a deliberate move to denigrate and abhor foreign borrowings.

Original and primitive languages are superior to composite,
derived languages. German 1is an original language, its speech
must be cleansed of foreign accretions and borrowings, since the
purer the language, the more natural it is and the easier it
becomes for the nation to realize itself and to increase its.
freedom (Fishman: 67, citing Fichte, cited in Kedourie, 1961:

. 66-67). ’ ' - ‘

‘At the same time that this purging of foreign expressions occurred,

enrichment of the vernacular would take place.

" One should bear in mind thatl much of this type of rhetofic, while
:promoting linguistic nationalism, is not necessarily based upon very séund
rational argument. There was no historical single form of German. There
lvﬁere ﬁany dialects/vernaculars from which one .fofm Qas seleéted ~and
'eIaBorated. Hence this argumenf of a cléansing procesé‘ is based on

somewhat tenuous ground.

‘Fostering unity and authenticity via differentiation from internal

linguistic alternatives

' The question of the ‘'multiplicity of vernacular varieties' led Bertrand

Barére, an important Jacobin, 1794, to say: 'the language of a free
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'?éo?le ought to be one and . the same for all' (Hayes, 1931: 63, cited in
yrishman: 69). The justification for this argument was found firstly in
of political

'he fear of inefficiency, and secondly, in the fear

As a result of this, romanticisation of the 'noble and

- diversity.
pcontaminated péasant langﬁage' and the search for purity led ~ the

'philosophers to obscure areas of choice of norm. Fichte 'is quoted as

-grguing:

... (it was) incumbent on a nation worthy of the name to revive,
develop and extend what is taken to be its original speech, even
though it might be found only in remote villages, or had not
been used for centuries, even though 1its resources are
inadequate and .its literatures poor = for only such an original
language will allow a nation to realize itself and attain
freedom (Fichte, cited in Kedourie, 1961: 67 and cited in

Fishman: 69).

Fishman provides examples of this rationale operating in Ireland, Finland,

the Slavic areas and the Islamic world. He makes the point that it is

.- interesting to note that instead of an existing norm being codified, a

written form is imposed before a written tradition has actually evolved -

Swahili being a good example of this,

4.5.5 Planning for modernity with authenticity

-Two problems in this area are outlined: firstly, an ancient language is

and secondly, it is unnecessary and a

(19)

waste of time to attempt to adapt the ancient language..

ill-equipped for modern purposes;
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%ishman points out the irony of a situation where nationalists manage to

ct foreign vocabulary, while at the same time _introduce modern

concepts from foreign sources.

,mﬁasically what seems to occur is that aestheticism and historicity are

1“11nked to the past, while tenlightened purism' allows alternatives into a

f1ex1b1e approach to language planning. In Turkey, this became evident‘in

took place in respect _of

;he modernising and Europeanisation which

spientific terms, with the 'Torkification' of all other lexical items,

syntax and orthography (75).

¥ Escape hatches

certain

0bv1ously, extremism can seldom coincide with pragmatics and so a

B iy CE

cases of linguistic

. amount of flexibility is generally evident in

?
%
3 ,
g nationalism programmes. Accordingly, Fishman isolates ‘preferred and non-—

'A preferred' sources of Borrowing_ (75). The following rationale for the

‘Indian situation provides us with a useful example:

g we should not go to a foreign . .

... native Hindi elements failin
lied by Sanskrit; names of

country for words which can be supp

§> new objects and processes may be European and 1nternationa1°

§ . for ideas we should have our own words (Ghatterji, 1943: 29,

B cited in Fishman: 75). C

B3 ‘ , :

',% . 4.5.6 . . Concluding remark
;f Fishman's descriptive model for the 'Impact of Nationalism on Language and
; i i useful understanding of some of the

Language Planning' provides a

L
i
;




‘irocesses taking place inl countries in Africa which today.are undergoing
jh&“amic changes as a result of thg emergence of African nationalism.
However, as will be discussed as these territorigs are examiﬁed,
yariations in approach to the language issue are occurring in response to

changing conditions and perceived needs in Africa. The Anderson argument

nationalism aeems to be part of the European concept of nationalism,
" consequently, when the case of Afrikaner nationalism is examined in
~Chapter 5, 1t should not be surprising that that particular form of

nationalism reveals features of this European concept of ianguage. On the

‘other hand, where nationalist movements elsewhere in ex-British colonial
' Africa have often chosen the ex-colonial language as the vehicle of their

- cause, the relevance of the Anderson argument will be perceived.

. % -
i
32
3
NE
1

(1) 1In South Africa, the policy of apartheid has, through the constraints

of Bantu Education, made attempts to prevent assimilation and

opportunity of access to English, in order to keep black people
ethnically bound, as far as this is possible,

(2) - The Afrikaans speaking community in South Africa certainly displays
some of the features which Paulston associates with ethnic movement,
especially militancy and the perception of the antagonistic or
unsympathetic world, ‘ ‘ o

(3) Paulston cites Stephen Biko . as the charismatic leader of the Black

chosen as a language of wider communication so that the Black
. Consciousness Movement might be seen to transcend linguistic/tribal
groupings and loyalties. This argument is sound, however, it gives
an incomplete picture of the situation in South Africa. . Biko's
choice of English should not be seen only in terms of the ' Black
Consciousness Movement (BCM), indeed, another, very powerful force
present amongst the discontented majority of South Africa 1is the
African National Congress (ANC), which has also chosen to use English
as a lingua franca. Paulston's discussion portrays an apparently
simplistic notion of the situation in South Africa. The ANC includes

a membership of people whose mother tongue 1is English and who
. : v : L .

of nationalism existing separately from a particular language needs also

to be borne in mind. The idea of language being'ideologicaily linked to:

Consciousness Movement in South Africa and argues that English was
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certainly do not espouse the sentiments of the BCM. This argument
will, however, be dealt with in greater detail in Chapter 9.

While it 1is true that the BCM did have a charismatic 1leader 1in
Stephen Biko before his death while in detention in a South Africa
prison in 1977, and that one might argue that the BCM is an ethnie¢
movement, this is too simplistic for the South African context.

Firstly, those who belong to the BCM have tended to perceive
themselves as having transcended the concerns of ethnic movements.,
They would argue that while there is an identifiable ethnic movement,
Inkatha, amongst the Zulu people, black consciousness has cut across
traditional ethnic ties in South Africa. Indeed, they regard Inkatha
with much scorn, precisely because it is an ethnic movement which
encourages boundary maintenance. = Nevertheless it is true that in a
sense, black consciousness has tended to display features of ethnic
movement in that it is militant and, in its purist form, has excluded
white membership. :

Secondly, one cannot single out the BCM is South Africa and regard it
as being entirely separate from the African Nationalist movement.
Both organisations are working toward a common goal, although the
approaches taken might differ. As has already been pointed out, the
ANC, precisely because it has members who have perceived themselves
as belonging to different ethnic groups, cannot be said to be an
ethnic movement. -Its very existence is dependent upon moving beyond
ethnic boundaries., . The ANC also has a charismatic leader in Nelson
Mandela. So, if the ANC is not an ethnic movement, while it has some
of the features of Paulston's model for ethnic movement, then so is
it possible for the BCM in South Africa to fall outside Paulston's
concep;ion of ethnic movement.

In South Africa, the language of the Afrikaner is a very important

aspect of his religious life.

This argument of Paulston's clearly denies her earlier assertion that
black consciousness in South Africa be an ethnic movement, because no
attempt is made to retard the rate of shift to English, rather it is
encouraged (cf. Chapter 9, the national language impetus given by
AZAPO). ' o

In South Africa, the white nationalist government has made attempts
to forge ties of ethnic nationalism in the homelands to fit in with
their Bantustan policy. This policy has even been implemented in a
situation where the Xhosa people in the Eastern Cape have been

divided into two distinet homelands: the Transkei and the Ciskei,

In other words, an attempt has been made to split people even within
a tribal framework where a common language and cultural background
has previously held them together. The inhabitants of these -two
homelands are expected to see themselves as being ethnically
different from one another. ’ ' ' 2 '

In the broad context of South African nationalism one identifies two
stages. - The first is Afrikaner nationalism as a rejection of the
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(12)

oppression suffered at the hands of the British colonials, The
second is the black nationalism which 1is a response to and protest
against white supremacy in South Africa, on the one hand, and on the
other hand, it is also a protest against colonialism, per se.

In the case of Afrikaner nationalism, language is very close to the
core of the Afrikaner identity. Enormous attempts have been made to
strengthen the position of Afrikaans in the country - to the extent
that there is even a monument dedicated to that language.

This is where.one‘shbuld examine the role English is to play in South
Africa; and where it is already a significant factor in other ex~
British colon1a1 countr1es in Africa.

One should note here; that while this generalisation is essentially

valid, the situation in South Africa does, in fact, reflect class

-struggle. Certainly, on one level, there is a rejection of

colonialism, but more obviously present is the struggle to overthrow
the apartheid system which has as 1its basis class differentiation.
The experience of colonialism in South Africa is different from the
norm in Africa. No Sizwe records Ngwenya s postulation that:

In fact, the white minority has established a special
colonialist system differing from the classical model
in that the coloniser and the colonised share the same
country (Ngwenya, 1976: 49).

More explicit is the following argumént:

On one level, that of 'White South Africa', there are
all the features of an advanced capitalist state in its
final stage of imperialism ... But on another level,
that of 'Non-White South Africa', there are all the
features of a colony. The 1indigenous population is
subjected to national oppression, poverty and
exploitation, 1lack 'of all democratic rights and

- political domination by a group which does everything
it can to perpetrate 1its alien ‘'European' character
««. Non-White South Africa 1is the colony of White"
South Africa itself (SACP, 1962). : g

An examination of.the way in which traditional society has been

fragmented in  South Africa will reveal that with the rapid
modernisation of the country in terms of the exploitation of its
mineral wealth, the demand for labour has dislocated societies.
Migrant labour has meant that women and children have been left in
the country. Adult men have been unable to preside over traditional
socialising ceremonies for their children and consequently
traditional norms and values have become confused. The steady move

" toward the urban areas has, furthermore, dislocated traditional

patterns of behaviour and it is not surprising that together with
conditions of poverty, violence 1is readily at hand. The apartheid
system has convinced those who have no access to political power that
they are being deprived of benefits reserved for the ruling class.
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The phenomenon of ‘People’'s Courts' and their intransigent
. judgements, against the so-called - government 'collaborators' which
grew out .of the 'unrest' in 1985 have provided one indication of how
weak the social fabric and its system of control has become.

Student organisations which have qrganised school boycotts in 1976,
1980 and 1984-5 have shown how effective they are in raising the

political consciousness level in South Africa. Their power or rather
the threat which have posed to the government has been attested to by -

legislation which has either banned or placed restrictions upon their
activities. The students' concern with liberation in South Africa is
not a recent phenomenon. As early as 1955 the African National
Congress Youth lLeague (ANCYL) organised the first schools' boycott in
protest against the apartheid system as entrenched in the Bantu
Education Act of 1953. In 1958, Brecker gave a speech at the
formation of the Cape Peninsula Students' Union in Cape Town, in
which he pointed to the role of the student:

sees Wwe have claimed to be part and parcel of that

(the liberatory) movement. For we too desire our

freedom and the freedom of the natlon of whom we are a
" part.

.e» We must do our utmost to build up this movement,
that is our major task ... (Brecker, 1958).

Certainly, if one uses South Africa as an example, one will notice
how organised resistance has shown itself largely in  the
Johannesburg/Soweto and Cape Town urban areas during the recent
action of 1976, 1980 and 1984-5. '

In South Africa the symbolic link between language and Afrikaner
nationalism is made manifest in the monument to the Afrikaans
language in Paarl. This is the only known monument to a language.

'~ The distaste for certain languages has made itself known in both
Afrikaner nationalism and African nationalism in South Africa. On
the one hand, Afrikaner distaste of British sovereignty during the
latter years of the nineteenth century and the early years of the
twentieth century, became linked with the fear engendered by Milner's
anglicisation policy, and hence with the English language. On the
other hand, once the Afrikaners were in power, their reversal of the

anglicisation process 1in their policy of Afrikanerisation together

with the mother tongue policy of instruction led to increasing
distaste for Afrikaans in the black communities of South Africa (cf.
Chapters 5 and 9).

The choice of two distinctly different dialects of Swahili by
Tanzania and Kenya as " representing the national language of each
country is examined in Chapter 6. In South Africa, Afrikaans was an
informally spoken dialect of Dutch before it was codified and
elaborated for the purpose of a national language (cf. Chapter 5).
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v

k- (19)

Furthermore, Swahili is not an indigenous vernacular in Tanzania. It
is a language brought into the ' territory by Arab traders and
subsequently used as a lingua franca. '

(The debate which raged between Candhi and Nehru over this very issue
is interesting to note. Basically, Gandhi was in favour of promoting

Hindi as the ancient language to be cultivated for the purposes of a
national language, while Nehru argued that it would be more pragmatic

to maintain English to serve as the. LWC especially given the
linguistic complexity of India). ‘ - : ‘
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CHAPTER 5

" NATIONALISM AND LANGUAGE IN EDUCATION

IN COLONIAL AND APARTHEID SOUTH AFRICA

5.1 INTRODUCTION

" A somewhat simplistic approach to this subject would be to assume that the

- essence of British Imperialist ‘nationalism, under the guise of Milner's

; :aﬂglicisation policy, lgd to the growth of Afrikaner nationalism, which,

" 4n turn, gave rise to black nationalism in South Africa. Nationalism as a
‘concept requires careful consideration in order that onme might come to an

:'understanding of how it is applied to the South African situation.

Nationalism in South Africa has become a powerful political force which

" . has had, and continues to have, gerious ramifications in the structure of

- .the country's poliéies on education, especially with regard to language

education. The purpose
‘influences and political
policies beginning with the British in the pre-Union days of the 20th

1ism and hence to

century, through the . development of -Afrikaner nationa

i its effect in the area of language education in the black communities and

its cont:ibutipn to the ‘rise of black nationalism in South Africa. The

structure of this chapter, then, lies in the principle of cause and

effect.

of this chapfer is to examine the philosophical

reality of mnationalism in the educational
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the aims and ambitions of that country. He_seés a direct relationship
petween nationalism, language and education, because, according to Ermest

Barker:

Language 1is not mere words, Each word 1is charged with
associations that touch feelings and evoke thoughts. You cannot
share these feelings and thoughts unless you can unlock their
associations by having the key of language. You cannot enter
the heart and know the mind of a nation unless " you know its
speech (cited in Malherbe, 1977: 1). '

:-'ﬂalherbe asserts that it 1is through language that communities of.people
are able 'to.affirm theirAseparate national idenfifieé.’ Consequently, the
‘Afrikaaﬁéllanguage symbolises the’ideﬁtity of the Afrikaner, and once the
Afrikaner gained politicél.:ascendancy, he used this language in

educational spheres to further the aims of Afrikaner nationalism.

| The English-speaking South Africans feit no ideological need to bﬁild up a
2 . spirit of linguistic nationalism, because .English was already an
:international language of much prestige and these éeople saw themselﬁes as
having strong ties wifh Britain, so they did not feel themselves to be

#'1”cu1turally threatened or isolated.

5.2 'THE GROWTH OF AFRIKANER NATIONALISM

Historical events have had a profound bearing on language
attitudes, policy-making and the position of Afrikaans today as
a medium of instruction for other language communities in the
.country. - In this connection one should refer to the attempt in
the nineteenth century to oust Dutch as an official language;
the struggle to have Afrikaans recognised as a language in its
own right when the anglicising policy had failed; the
identification of ‘this struggle with Afrikaans nationalism; the
fact that Afrikaans is spoken by only a relatively small group
and has had to compete for survival with English, the powerful




international medium of communication; and the fact that only a

small percentage of first generation immigrants take the trouble

to learn Afrikaans, encouraged by the fact that other language

groups in South Africa apparently do not share the Afrikaner's

grim determination to maintain the position of Afrikaans as an
" official language ... (Kroes, 1978: 170). '

' Kroes maintains that there 1is a direct linkage between the growth of

v Afrikaner nationalism and language policies in the twentieth céﬁtury as a

-_fQSult of the nineteentﬁ century afteﬁpts at anglicisation policy carried
‘ but by the British administration. Thié_pblicy, in fact, became a:more
fsgrious fhreat to the Afrikane? identity in the early twentieth century
under Milner. In dealing with the concept 6f anglicisation, one needs to
" bear in mind that ifvis not simply a- questibn of 1anguége that 1is
involved, but, also included in it 1is the sécularisation of education.
' This means that the Afrikaner felt the threat of cultural, linguistic and
. ,religious isolation through the implemeﬁtation of this policy and
cénsequently reacted in sﬁch_ a way as to attempt to protect and preserve
his identity. This ’in its turn had its spin-off effect in.relation to

other language groups in South Africa.

" 5.2.1 The relationship between anglicisation and Afrikaner nationalism

The Cape Education Commission of 1892 advocated -the use of the English
language ‘as’ a medium of instruction. The Herschel system then came into

being, whereby:

a. elementary schools would be free, open to all groups, and instruction

would be in either English or Dutch;
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upper schools would charge fees and English would be the only medium.

;fﬁe Herschel system came under criticism, because, at first, 'coloured’
T@hildrenvwere. admitted.into the same schools as white children aﬁd
‘gééondly, because this was seen as an attempt At_ not only ;he
l‘seéulafisation of education but'alsd at énglicisatiﬁn, ﬁofmeyer agitated
égainst tﬁe use of the English language as medium in the Cape. Du Toit
~had published the princibleé behind the‘ Afrikaner Bond in 1879'énd had
pecome head of the Education Departmeﬁt in the Transvaal in 1881 (Rose &
.Iunmer,'l975t 154).‘ While there had been a‘mpve towards secularisation of.
'eéucation in the Transvaai up to this point, the Rev. du Toit reversed
ﬁhis policy and strongly reacted against the 'Cape iiberal ideas',
. particularly the outcbme}qf the 1892 Cape Education Commission (Christian

“-- 1nstitute of Southern Africé, 1971: 72).

V'COmbetition between the two language groups of the Soﬁth African white
" community was by ﬁo_ means only expressed in . attempts at anglicisationf
" (Rose & Tunmer, 1975:1159). In the Transvaél,_ Dutch'became the only
. official language and the _mgdiumrof' instruction in tﬁe state schools.
' This'obviously affeqted.the Uitlander population who arrived in ﬁarge
1 nuﬁbers in the Transvaal in.the 1880s and the i8905.. In order to ensure
- that their children recei?ed an English medium edu;ation, the ﬁitlanders
opened:private schools under the auspices of the Witwatgrsraﬁd Councii for
Educaﬁioﬁ, particularly after 1895 ;when a sum of 56 800. pounds was

"“allocated to schools who used the Dutch medium only.
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'? After the two republics had been defeated in the Anglo-Boer War, they
requested that there be equal language rights for Boer and Englishman.

Britain agreed that'

The Dutch language will be taught in public schools “in the
Transvaal and the Orange River Colony where the parents of the
children desire it and will be allowed in the courts of law when
necessary for the better and more effectual administration of
justice (Rose & Tunmer: 161).

: However, Alfred Lord Milner, who had instructions to reconstruct South

" Africa after the Treaty of Vereen1g1ng, realised the power of language in

. the hands of those who control a country. He saw the possiBilities of
using the English lapguage to regulate the cultural values and traditions
of the conquered Boers. He determined to anglicise Boer children by
'_allowiqg only five hours of instruction in Dutch per week and English was

to be used as the medium of all higher education.

: M11ner wished te de-emphasiee the rmportance of the concerns of the Boer
community, ‘and felt that in order to do this he needed to 1n51st that the
Boer children widen their world view through 1nternat10na1 history books
A (ehieh,'in effect, meent'those books.wrltten from the point of view of the
British). He was afrald that a-dwelling ,oﬁ issues South African would
vencohfage an Afrikaner nat1onal1sm ene this would, in. turn, engendet

dissatisfaction.

In fact, Milner's policy‘stimulated much discontent and the Dutch Reformed

Churches in both the Transvaal and’ Orange Free State established two °

hundred private CNE (Christian National Education) schools in much the

same way _that-the Uitlanders had relied on the Witwatersrand Council for

e~
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‘gducation. President Steyn roused Boer sentiments with his statement,
tthe language of the conqueror in the mouth of the conquered is the

J i language of slaves' (Malherbe, 1977: 3).

ﬁb:nutch was to be the medium in the CNE schools at primary 1eve1, while in
Lv{the urban secondary schools, English conpinue& as the main medium of
xv;”{nstruction (Christian Instituperf Southern Africa, 1971: 72). All of
‘:5.these schoolsf.empﬁasised a Calvinist approach to religious matters and

- this was extended to other areas of study.

Once Representative Government was granted, the 'Smuts Act' of 1907 in the

Transvaal and the 'Hertzog Act' of 1908 in the‘Orange River Colony changed
the educational structure so that there would be a religious component in

" the school day, and mother tomgue instruction to Standard 3.

These provisions satisfied the CNE schools and they agreed to be taken

over by the states concerned. There was much suspicion of state control

. of education in the conservative quarters. of the Afrikaner community who
felt that the new system was a compromise between the religious and
national concerns of the CNE schools and the threatening English system

(Chr1st1an Institute of- Southern Africa: 73).

During the Unlon conventlon in 1909 Hertzog emphas1sed the 1mportance of
leguality between the two off1c1al languages, Afr1kaans and Eng11sh Ex~-
President SteygA continued, that rac1al harmony would only be ach1eved if
there were to bei an_eéﬁal treatment of each of these two languages. No

‘mention was made of the biack languages. Both Hertzog and Ho fmeyer had
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‘jzgéxpressed the belief that Engiish and Afrikaner—butch children should, Y
;jgheré possibie, atténd fhe same schoals in order to prémote a spirit of {“
 unified identity. |
In ‘1911 a Select Committee on Education ~was set up and included
rebreéentatives from all the political 'parties,_' “The resultiﬁg
- _recommendatiohs, that mother fongue‘ medium would be compulsory up to and
.ipgluding Standard &, provided that'parents had ghe right to request that

the other official language be gradually introducéd as a supplementary -

medium, came into effect in the Transvaal in 1911, and in the Cape and
_Orange Free State in 1912. 1In Natai, while both languages were taught as

_subjects, parents had the freedom to choose the medium.

>Aé it happened, in the early dayé of Unioh, English mainfained its
advantage over Dutch, in that, while equality for each was encouraged,
'Dutéh had several drawbacks. Firstly, Dutch wasvnot the language spoken
bybtﬁe peoélejﬁf Dutch extractionj the& spoke Afrikaans, which had not yet
been recégnisedv as a language in its own right. Dutch was a formal,
:ﬁriften language vwhich was primarily uséd in religious affairs, so
Achildrén instrucﬁed through thé medium of Dutch felt alienated from that
laﬁguage anyway. In contrast, ﬁngligh was not a stiltéd and purely formal
language, it was.spoken and heard bin everyday speech, so that, in fact,
the urban Af;ikaner child might have been more familiar with English than
Dutch.  After much arguing from c.J. Langenhoven for .thé use and
Cl»recognition of Afrikaans as a language, it eventually became accépted as a
'bmedium ih schools and churches in 1914; - It Qas this that gave an enormous

impetus to the emergence of a particular Afrikaner nationalism.. This was
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par:icularly important, as South Africa became 1

Eos

nvolved in fhe First_World
5§Haf at this point and many Afrikaners resented what they felt to be the

éupport of their enemy, Britain. The nationalist spirit was thus given a

1 double impetus in 1914. By 1925, Afrikaans became accepted asione of the

‘official languages in the civil service and a constitutional change was

pade to that effect.

- The language had several drawbacks, because, being newv, there was not a

“wide literature from which to drav, nor was there an elaborate system of

,7terminology and both of these areas needed time in order that development

. and promotion of the language could overcome the deficiencies.’ Afrikaans

iwas also not an international language, and so English held the advantage.

Resentment against and fear of the ascendancy of English continued to growvw

and add to the fostering of the nationalist spirit. -

The hoped for convergence of interests in south Africa after Union did not

come to fruition. = People could not jdentify with Ceneral Botha's vague

term of a 'South African Nation'. General Hertzog encouraged a senseé of

_South African Nationalism and referred to both the English and Afrikaans-

speaking groups when he Spoke of Afrikaﬁers. ‘He was, however,

misunderstood to ~mean an exclusively Afrikaans—speaking Afrikanerism. Dr

Malan definitely tried to encourége a sense of the 'Boerenasié' and his

supporters saw the Afrikaans language a8 symbolising their separateness

(Malherbe, 1977: 197. - It was hpﬁed that in developing'a strong éense of

jidentity the Afrikaner could - fully protect himself against any possible

attempts at anglicisation and, in fact,

English—speaker; who was still regafded with some suspicion (with the

assert himself against the
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for the purpose of encouraging Afrikaner

¥ gemories of Milner nurtured

E

¥ Jationalism.

B 5.2,2 Economic factors encouraging Afrikaner nationalism:

4The Anglo-BoerVWar had increased ruralvpoverty and‘this in turn had cause&

P, migration to the urban areas in the Transvaal, where there had been

feporté of high wagés. These high wages were, however, for skilled labour
- and it was the Uitlander, English-speaking population who had the

~ pecessary skills, and not the rural Afrikaners. After World War I, the

¢ - price of gold declined, and the mines decided to employ more cheap black
labour for their unskilled work. The Smuts government became associated

E with this policy which ignored the plight of the poor Afrikaner (Tillema,

1974: 26-28) . Heftiog's_National pParty grew in popularity through the

need to -protect whites against the'competitioﬁ of the blacks. Hertzog's

party staged a successful

government instituted a colour-bar on the mines.

+ - The rise of industry and the agrarian crisis had emphasiéed the short-

comings of education for whites and it was felt

whites to have an advantage when competing for jobs (Wilson & Thompson,

- 1971: 222). In fact, - as early as 1911, the Natal segregationalist,

Maurice S. Evans, had warned of the d

Africans into _positionsvwhere they might compete with whites and hence

cause friction (ibid).

that there was a need for .

A

electoral .challenge to Smuts and the mew -

angers of educafing the Indians and
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radually it came to be seen that it was not simply protection against the
but protectlon aga1nst the

’@nglish language that had to be maintained,

who controlled the industry

bconomlc power of'the _English entrepreneurs

.pnd the mines 1n the country and hence 1ts‘1abour requirements. Secondly,

f;he realisation of the possible threat of the black labour market began to

and hence the threat‘of

~dawn on the minds of the Afrxkaner nationalists,

}, the black community on the survival of the Afrikaner.

ond and Afrikaner nationalism

.15.2.3 The Broederb

}' " Just as the ecomnomic depression of 1930 manifested itself in South Africa
as well as the rest of the world, the.farmers were hit by the worst

}':.drought in the history of South Africa. Smuts and Hertzog took this

opportunity, when the entire white community was suffering econom1cally,

1?{:' to join together to form the United Party and they brought a government

into power in 1933. The Broederbond, in the process of developing a
.dtheory ofbraciai purity much along the I{nes of the Nazi Party in Germany,
d'was_enraged by.what wes seen tobbe a treacherous actnby Hertzog. |

- geparate schools for English and

;_The Broederbond  was pushing for

Afrikaans-speaking children on the rounds that dual—medxum schools would

~lead to the contamination of the Afrikaner cultural and e11g10us

identity.

The Broederbond‘ arranged for the talented Afrikaans—speaking students to

people like Dr Diederichs,one

be awarded scholarshxps to Germany and here

of the architects of aparthexd,'xn the mid-late 1930s, found the rhetoric

R T




- %f Hitler significant (Malherbe, 1977: 24-5)., The outbreak of war in 1939
brought Smuts and Hertzog into disagreement. Smuts faroured joining the
“i ;111es in preventlng the world domination of H1t1er, while Hertzog wanted
;7.neutrallty. Many Afrikaners openly supported Hitler and so the old Anglo—
}Boer wound was reopened, carefully agitated by the Broederbond. 75% of
.f~-¢he teachers in the state schoois for whites were Afrikaners and‘many of
:ii.;hese_were members of the Broederbond and eonsequently the.Broederbond was
31 in 'a position to influence the attitudes of children in the schools
‘(Malherbe: 29), Afrikaans children were encouraged to harbour 'anti—
"-British aentiments and regard English as a foreign ianguage; This
‘.divisive activity effectively sabotaged efforts toward brlingualism. The
v‘provincial elections of 1943 revolved around the question of language
medium in schools. The Un1ted party argued for compulsory mother‘tongue
mentation of the other

¢ " instruction in primary schools with gradual ‘supple

medium in secondary school. The National:Party wanted mother

language as
~ tongue education throughout all levels of education with the other
language taught merely as a subject. The latter policy disregarded the

desire for bilingualism. The Nationalists hoped to secure the separate

" words, to d1v1de the white people of the country (Malherbe: 39-41)

! As it happened, the United Party's proposals won the day. After the war,
ex~servicemen and women reported that they had dlscovered a sense of South

Africanism which had transcended 11ngu1st1c d1fferences and were

disappointed to find that their children  were being ‘separated

to the Boy,Scouts_(MalherBe: 43).

Afrlkaner identity through the language p011cy for schools, in other

ideologically at school and in movements like the Voortrekkeré,'as opposed -
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the Dutch Reformed Churches felt threatened by interaction with the
English community and agitated for separation of the linguistic groups
from the vpoint of view of religious purity (Malherbe: 45). Théy argued

2. ' .
for a revival of the CNE system.

IﬁA 1929 the Federasie van Afrikaanse Kultuurvereniginge had .been
?1.éstab1iéhed to operate as the voice and implementing body for the
»ﬁhilosophies of the Broederbond. The FAK, as it became known, used

- fpropaganda to inculcate the attractiveness of the separation of the

"~ under threat of cultural deprivation as many were receiving their

" education through the wrong medium. ~In fact, 95% were receiving mother

tongue instruction and the claims were grossly exaggerated (Malherbe: 51).

2 In order to prove a point, the FAK claimed that Afrikaans-speaking
%, "children in a Pietermaritzburg primary school were not receiving mother

Qf‘ tongue instruction., The case was based on misrepresentation of the facts,

' Vodrt;ekker Infants' School in Pietermaritzburg, in 1945, amidst a great

. storm of propaganda favouring CNE schools and the preservation of
: hfrikanet heritage _(Malherbe: 53). This inéident' sparked off a well-

organised effort at doing away with dual-medium schools.

‘Whilst most children were, in fact, attending single medium schools, an

‘experiment was conducted in 1945 and 1946 involving the educational efféctv

of dual-medium schools on the learning achievements of pupils concerned.

Be fore the éxperiment had much chance of making a significant record of

i “.language groups. The FAK claimed, in 1939, that Afrikaner children were

nevertheless, the opportunity was taken to open a Christian National
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eriment ceased

was a change of government in 1948 and the exp

:
{
} y
&he National Party passed a resolution, shortly after gaining power in

; 1§48, by which it .changed the educatipnal structure of the country.

educational policy would be found in a

'hehceforth, the foundations of the

"¢ghristian National'vpplicy; which had been put together by academics and

'”politicians, all of whom were members of the Broederbond. The appendage

ﬂgpf_;he CNE name to the policy appeared to be a deliberate ploy to appeal

: to the anti-British/anti4Eng1ish sentiments as associated with the earlier

‘CNE schools after the Milner period. .Malherbe suggests that it was also

# ° intended to suggest that the dual-medium policy of Smuts was a disguised

®- attempt at anglicisation (Malherbe: 105).

k. .o

In 1967 the National Education

”Policy Act was béssed by Parliament and it incorporated the principles of

CNE.

‘?'CNE doctrine incorporates the philosophy that
Lﬁ;:}-promote4the t1ove of one's own language, history and culture' (Christian

:_Institute of Southern Africa,

As a result of this,

is the emphasis on mother tongue instruction.

J._é; Malherbe records that the second official 1anguége has become, in effect,
% a foreign language.

& . Coupled with this tendency,

f-speaking teachers in Afrikaans high schools, and a‘g

i, of the standard of teaching Engiish.

teaching in school should:

1971: 77). An integral part of the policy -

has been the effect of.a shortage of English-

eneral deterioration
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';5,2.4 Conclusions -

‘what we have witnessed is a gradual development of Afrikaner nationalism
‘as associated with the Afrikaans language, ~beginning with the

anglicisation policies of Milner, especially, and the economic hardships

‘ordinated concept of Afrikanerdom through the encouragement of the Dutch

‘Reformed Churches, together with the Broederbond and its associative body,

"“{'ilgnguage education became rigidly in favour of mother tﬁngue instruction
for.the furtherment of national and ﬁul;urél identity from an'exclusively
'lsepératist point of view. The result has been that rather than to develop
'realvbilingualism and have more South Africans épeaking Afrikaans fluently
and through use of that ianguage become more aware of, and dnderstand more
:aBout, énd ﬁossiﬁly even identify with‘ the Afrikaéns cdmmunity,v the
 1eéders ofA'the Afrikaner community have effectively isolated it from the

:éach of the English speaking'community through the educational structure.

" Not only have they isolated themselves from ‘the English—speaking
‘community, but they have isolated themselves from the black_cbmmunities,

’althodgh in this area they have used a different technique which will be

which it could perish, Isolationalism goes hand-in-hand with constant

fear of extermination.

suffered by the rural Afrikaner. These sentiments grew into a well-co-

‘the FAK. As the Afrikaner gained political.ascendancy, the policy tbward_-

discussed below. The method chosen to protect and ensure the survival of .

Afrikaner identity through language may, in fact, be the veiy means by
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5.3 THE RELATIONSHIP BETWEEN THE GROWTH OF AFRIKANER NATIONALISM AND

BLACK EDUCATION

;In dealing..ﬁith the educatioq of black peoéle in South Afriqa, while
;Tgcknowledging the 'greas involving 'coioured' and Indian education,  the
Effocﬁs will ‘primarily be on African education; Becéuse it is here that th;
laﬁguage policies démonstfate thé .reientléssness of mother tbngue
instructién in promoting the ;eparateness of the Epmmunities in South
;-Africa; Both the Indian and 'colourgd' edﬁcational .systems are
A?fidiosyncratic in that: a) the Indian and othef Asian communities are small

Q minorities, and b) the ‘coloured' community largely has Afrikaans as its

¥ mother tongue.

5.3.1 Pre-Union educational provisions for black people
In pre-Union days, there existed a largely decentralised educational

‘ ‘Grédua11y through the nineteenth’ century, education became more
1 sequlariSed, especialiy' under British rule. The church schoois, whether

| state-aided or not, admitted white and black children in the Cape and

? _black children, and the'Uitlander schools in the Transvaal accepted black
%{ pupils at the risk of losing republicanvfunding (Tiliemé, 1974f 39). A
 few 'coloured' children atfended the 'public undenominational schools' in
Cape Toﬁn‘ and.che Zonneblbem Tfaining“Schoollwas multiracial until the

?1 1920s (Wilson & Thompson, 1971: 221-7).

policy. The churches were allowed responsibility for education..

3j Natal. Church schools in the Orange River Colony occasionally accepted
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however, the idea of segregation in schools became evident.

Fihe rural crisis and industrialisation emphasised the inadequacies of

B ;ducation for whites. Secular schools came into being in the late
;nlneteenth century and these began to exclude blacks 'under the guise of
aising the standard of education to meet the requirements imposed by the

'éolonial or republican administrators' (Tillema: 39).

There were very few secular schools for Blacks, so the missions were
- almost entirely responsible for black education. Most of the missionaries
_ﬁere English speaking, other than a few Lutherans, and so the medium of

education was predominantly English. Hartshorne (1982) notes that:

'There were two missionary streams (of which the English-speaking
was the stronger) and the "continental” (German, Swiss, French,
both Lutheran and Catholic) stream from the beginning placed
greater emphasis on the African languages. (Dr W W M Eiselen,
Chairman of the 1949-51 Native Education Commission, came from a

- family of German missionaries "and was an excellent linguist.
Eiselen provided the philosophical theories for separation,)'

The aim of the missionaries was to equip the black child with the tools to

T T R S S e e o

i~ participate effectively in a world controlled by a western-educated white

e e i

‘while later, in 1908, 1in order to allay the fears of black people, J.

MclLaren told the Bunga:

The aim of the Education Department was to give the Natives the
same education as the Europeans were getting. ' The same kind of
instruction on the same lines, and on the same standards. The
reason for this was that a very large number of Europeans as
well as Natives had to work together and they would work much
better if they had a common . foundation basis of knowledge,. If
they were educated in different directions they would not.

Parliament to pass the School Boards Act of 1905, whereby attendance at

state school was limited to children of European parentage. A little
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_man, In the secular  area, the fear of ‘coloured' ‘competition led -
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understand each other (Bunga Reborts, 1908, cited in Wilson &
Thompson, 1971: 77).

So the administration which had the task of reconstructing South Africa
~also believed that education should be used to extend the benefits of a

European society to the black population.
. At the same time arguments were being formulated in some areas that blacks
were a primitive and ‘'uncivilised' group and as such did not require the

same type of educational provision as the whites.

5.3.2 Post-Union educational provision for black people

At the time of Union_there were two distinct attitudes towards educational
provision for the 'coloureds' in the Cape: the Cape Liberal wvs
‘Labourites. The Cape 1liberals argued that the 'coloured' community was
- caught in between the white and'Africaq communities, with no distinct role
in'either. group. The Cape Liberals felt th#t this explained the 'so-
'called Coloured maladaption to séciety?: stealing etc. A solution_tovphis
ﬁould be to offer‘ an'education fhat‘would permit the 'coloured' access to
the Eufopean way of life (Tillema,'l974£ 103-4). The superibrity of the
»Europeaﬁ race was seen as an ideal toward whi;h allrraceﬁ might aspire.
The Labourite - attitude that férmal education should not be extepded'to
black communities Iﬁas baSéd on a 'éoncern. about competition for job

 opportunities.

The Act of Union divided educational responsibilities between the Union

Government and the four provinces: the Union  Govermment - took



fésponsibility for higher education and the Provincial Governments took

' responsibility for primary and secondary school education.

giiﬁ',eerly‘ Union days the funding of black education was simply a
3-5.continuation of . the'-nineteenth .century ‘policy, whereby the missions
;réceived enough 'provinoial subsidy to have free primary education for
t blacks. Thls, however, accommodated only a very small. percentage who were
fo;tunate enough ‘to find places at school (Hartshorne, 1982) Compulsory
.educetion would have been unenforcable at this stage. Subsidies were
allocated to missions on the basis of teacher qualification,- so the
;standard of 1anguage teaching was generally high and the competence level
"of graduate pupi}s was excellent. The provinces could not; however, meet
the gtowing demand for African education and the <Union Government
intervened by introducing a system of taxation for Africans and part of
'thio revenue‘ would be directed toward education. This meant that, in
effect,'the central government was on the road to gaining administrative
oontrol of African education aod this would eSet the tone for 1later
‘_Natlona11st Party pollcy on black education. The Finenoial Relations Act
":VOf 1922 brought this- p011cy into being. A Native Development Fund
~ (renamed thed South African Native Trust in 1936) was oet'up and 340 000
pounds was put into this fund’ annually for educetional purposes; This

amount was to be supplemented by 20% of the 1 pound poli tax. - Since the

ch11dren requ1r1ng schoollng increased together with inflationary factors,
the expenditure per pupil actually fell between 1925—1935 (T111ema. 64).

Consequently, the  educational standards for the black child 1in no way

'amount-earmarked for education remalned constant and the number of .

compared to that of his-white counterpart. ' This had its spin-off effect
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he lowering of the black pupil's acquisition of the official

:;buld’ in no way be able to compete with whites in areas of job

Ftunity.
‘result of the deteriorating conditions under which black education

:us;” This body noted the relationship between education and social
:tificatibn. Itrreeorded complaints from the vhite community that
chtion made blaeks 'laey and unfit for manual work', 'cheeky', tess
tile as a servant, and that it isolated him from his own cultural
itage (Wilson | & Thompson, 1971: 223y). On the other. hand a
ztferentlated education ensured that the white child would maintain a
qninant role in society, while the black child wonld be prepared for a
drdinete role. ,'D.F."Malan stressed the threat that a rising class of
_reeted blacksn wouid'pose, in gaining power. Other people argued that
~ueetion ‘would detribalise the biacks and so facilitate  their
'aiiniiation.intoAthe white'community (Wilson & fhombson: 224). Afrikaner
¢atione1iets'fe1t' that-the ‘use of Eng11sh in black schools was a threat

:ec1f1cally to. the Afr1kaner in that it perpetrated ang11c1sat1on.

) ng the same lines as that for whites. These recommendations were not
‘?t into immediate effect, but there was a gradual increase in funding for

‘kbeducation.‘ By 1945 the government funded Afrlcan education through

44

”'81d1es accordlng to actual expendlture of the schools and this led to a

U

harp’ rise in the numbers of black high school puplls. _ o

ages, particularly English and this effectively began to ensure that

.rated,'an Interdepartmental Committee on Native Education was set up in

Committee; nevertheless, proposed that African education be funded
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;In 1936 the Welsh Commission (the Welsh commission was the

iﬁtefdepartmental QOmmittee) examined the eoncerns ever language.medium in
blaﬁk schools." By‘ 1900, English had been thel medium_ in state-—aided
';chobls and the yernacular was largely ignored, except in Natal. English
’ hgd gained predominance beceuse it had been recognised that there was a
ineed for éllingua franca, or access language, and Englieh'had been the

language of the missionaries, while Dutch was a stilted, formal language
,ffﬁhere had been an acceptance that both official languages be taught.

‘”Each of the provinces iﬁcluded the mbther tongue as an important suﬁject
‘at school and, in fect, it became the medium of instruction for several
'brimary school years. The choice of which ef the official languages would
be included 1in primary'schoel inetruction was left to the lecallauthoriﬁy
e:in the Tfansvaal,lCape and Natal. In facf, English was nearly aiways
chosen.. In the Orange Free State, English was taught up to Standard 2,
" and, thereafter, Afrikaans was introduced. In Natal, the mother tongue
ﬁedium was qsed up ‘to Seandaid 4, and - up to Standard 2 in the Cepe and
brange Free .Sta;e, while enly for the first.two &ears of schooling in the

.Transvaal (Rose & Tunmer, 1975: 189-90).

of instruction, wh11e at the same time recommend1ng that both off1c1al

languages be taught so as to facilitate, more greatly, commun1cat1on W1th

- which was, in fact} not spoken colloquially. Since Union days, however,

The COmmission argued for the'continuation of a flexible approach as to

. which of the two official languages should become the replacement med1um.

the white communlty.. It further recommended that the mother tongue should .

be the medium to the end of Standard 2 th:bughout all the prdvinces.
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1 ﬁiack schools ~should, where possible, be organised along linguistic lines

;o that children from one particular language group would attend a school

where this language was the(medium.' Encouragement was given to the

- development of more written literature in the vernaculars.

.In 1945 the Native Education Finance Bill came into being as Smuts and the

'5Hinister of Education, Jan Ho fmeyer, saw the.need for the funding of black '

" education from general revenue. This gave the central government more

- control over educational policy, and this, 1in turn, stimulated the fear

‘that the blacks were being ‘civilised'.

The Liberal attitude was that the urban black had the same problems as the

- urban white and that the blacks should therefore be brought closer toward

vhite ‘civilisation'. This would expand the labour force and do away with

the problem of delinquency. The Nationalist viewpoint was that education

‘ was the tool for keeping blacks in their place.

I am  in thorough agreement with the view that we should so
conduct our schools that the native who attends those schools
will know to a great extent he must be the labourer in the
country, and not the man who sits with a pen behind his ear (le
Roux, cited in South Africa House of Assembly Debates, April 2

1945, cited in Tillema: 132).

_ More sophisticated. speakers rationalised that pride in African traditions

should be upheld in black schools, while these traditions were in fact

fﬂj regarded as being inferior to those of the whites.

During these post-Union years,

sdhools for blacks was flexible.

-

¢hild was being diScriminated against in a number of ways:

the treatment of the language policy in

Beneath the surface, howevef, the black .
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neither one of the official languages was the mother tongue (except

in the case of the 'coloureds');

"in addition to his own mother tongue,vthe black ¢hild had to learn

the two official languages which meant that he had to divide his time

‘among three languages as opposed to his white peer, who had only two

. languages and could consequently expect to achieve a higher level of

proficiency in these languages;

P B CERSN LY T o
AN e s

3. the financial provisions for black education were far smaller than

for white education, and so this effectively limited the quality and

. quantity of education for blacks to their _disfavbur, .and this

effectively ensured a lower proficiency of linguistic skill.

At the same time Afrikaner nationalism was growing, and with it a fear of

' the domination of other racial groups. A way of preventing black power

was to limit educational attainments.

5.3.3 The period of nationalist governmental rule - 1948 to the'present

Tillema records that the National Party used the concept of apartheid in

its electoral campaign in 1948 in a response to the rise of post-war

African nationalism and was elected by a narrow majority. Elections held

in South West Africa in 1950 brought the Nationalist Party a further six

put into effect

seats. The most stringent of the apartheid laws were only

after the‘ 1953 elections. With the rise of African nationalism in the

_rest of Africa and the_ﬁassivevresistance movement in South Africa, whites



é;aulo Freiré beliéves tﬁat iﬁ is. through languagé that people are able to
abjéctify tﬁeir' e#periences in.'time, space :andvculture. In a state of
:&obbfession the consciousness is fragmented, and it is in the interests of
;fhe'bppreSSor to maintain fragmentatidn which prevents-a bonception of the
F;w£01eness of soéiety,lﬁnd this then prevents united and collective action,
%:dﬁe development of the apartheid principles as practiéed in the education

'fibfvSouth Africa's black peoples demonstrates just this fragmentation.

“fhé apartheid platfofm of 1948 outlined a policy whereby the African
}fpopﬁlation was tolbe. regarded as belonging to particular homelands and
"educaﬁioﬁal provisioﬁs .would sep;rate all racial groups. A Department of
Native Affairs would attend to all matters relating to Africams, including

“education, Similarly, a Department of Coloured Affairs would attend to

'coloured' people wouldi be segregated from the white community in areas
. of residence, transport, amenities, education and politics. Indiansiwére
- to be restricted and repatriation would be firmly encouraged (Davenport,

11980: 253).

43  The 1948 Sauer Report had sfressed that the puricy.of the white race could
only be maintained if there were to be segregation. »quality'woﬁld strip
thé whites ’of their power. Edﬁcaiion should build the chéracterr-and
anchor the native in his nagional tfadifions (Wilson & Tﬁompsqn,

1971: 407). L - -

‘the educational arrangements for that group. From now onwards, . the
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the Commission on Native Education under Eiselen was set up to

. eesthe principles and aims of education -for Natives as an
- independent race, in which their past and present, their
. _inherent racial qualities, their distinctive characteristics and

" aptitudes and their needs under the ever-changing social

- conditions are taken into consideration ... (and also to)
-prepare natives more effectively for their -future occupations
- - (Wilson & Thompson: 225). - '
¥ ihe cdmmission moved against the Roman Catholic and Protestant control
ver much of black education, which was still largely taking place in the
ssions., . The Commission, furthermore, proposed that a separate
ducational system for the Bantu controlled by the  central - government
hould be set up. This would finally wrest black education from the hands
of the provincial authorities. . This was also a rejection of Ho fmeyer's
-i9457reform which placed responsibility in the hands of. the Union
¢ Education Department which controlled at the same time the education of
k. the white community. The content of the syllabus was clearly designed to
. have the black child accept a passive and subservient role. At the same
time, white children would be led to believe in their superiority over the
‘other groups in the country. At this stage, the use of 1loading the
F- language in the class-room and in school texts’was'designed to perpetrate

V‘fhe ideals of the ruling elite.

Eiselen wanted a strong emphasis on the use of the vernacular medium, more
: sd_than in any other country in Africa (Davenport, 1980: 267) in order to
~bind the ~child to  his culfural ~heritage. Eiselen collated his

recommendations into a report in 1951. The policy of 1instructing the
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plack child in both official languages to equip him for future employment

was introduced as a later recommendation (Hartshorne, 1982).

In 1953, "the Baqtu Education Act éame into being. The Department of
',ﬁativé Affairs 'obtained control over all African séhools, despité much
 criticism from the;United Pirty who had favoured avUnion Departmeﬁt of
ﬂ';;_E&ucation. ) Thé Minister of Natife Affairs was lgivéﬁ the power to
'sﬁpervise the regié;ration of schools, appointment of teachers, coﬁdicions
'of employment and curriculum design. Three types of schools were provided

for:
1. provincial schools were taken over and became government schools;

2.. "mission and church schools, which.were segregated even pre-l953; had
been 'state~aided' previously...the churches either had to hand their
schools over to community contrél (which nearly all did), run them
without'ény ’subsidy‘(ﬁhicﬁ  was the decisionibf the Romaq Cathoiic
missidns).or ‘close them .(whicb'only fhe JohannesBurg Diocese of the

Church of the Province, ie Anglican, did). The subsidies to private

'R C schools were phased out in the period 1955-7: 75%, 50%, 25%, niif

(Hartshorne, 1982){

3. Bantu community schools, maintained by Bantu authorities were newly

set up.

The mission schools were feared because they tended to believe that all

~ men are equal. The criticism that there was no uniformity of standards




agmongst -the mission schools was but a ruse to restrict . their teaching
" getivities. The financial pressure placed upon them successfully forced

- them to hand over control to the government.

‘Thé policy ‘with regard' to language medium caused much concern in that it
'extended_the pgriod of mother tongue inétrﬁction as a me&ium from fourlto
4'éightvyears. This ,wag'seen as a deliberate ploy to limit accgés to the
F:Qofficial languages and‘hence _prevent the black child fr0m>entering into
1 competition wikh_ his white counterpart, Furthermore, a 50-50 policy.waé

- introduced into the secondary schools, whereby half of the subjects would

. be studied through the medium of Afrikaans and half through the medium of

Eﬁgli;h.' This ﬁresentea a technical problem as most of the black teachers
'Qere not - proficient iﬁ Afrikaéns.and so could not teéch their subjects
éffectiQely in that language. As it happened, because of the pfactiéal
problems of impiementihg this policy, the Department allowed some
.flexibility,.to the extent that permission could be granted for the use of
only one of either English or Afrikaans as the medium. Most schools chose

English., "

When Verwoerd introduced the Bantu Education Act, he stressed that blacks -

were to ‘regard themselves as marketable labour and in no way to hope for
equality. The tribal structure was to be emphasised and the differences
between each of the black tribes were to be stressed through the education

policy, so that the black people would not see themselves as paft of one

homogenous group but as apart of smaller and divisive groups. The

‘prolonged use of the mother tongue would make this philosophy easier to

.
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his nationalist ideal of racial purity was further facilitated.

~The next step which would move toward rooting the black child in" his

tribal tradition was the implementation of an influx-control policy upon

the ufban‘ areas. Pupils who wished to attend a senior secondary school
would have to go to the appropriate homeland unless they could be
.accommodated in those schools already in existence in the townships,

Hartshorne notes that 'from 1967 onwards the pressures were so great that

into being 1in urban areas' (1982). The enormous expense that this would

entail for the family effectively limited the number of pupils who, in

fact, could do this and so the central government effectively limited the

number of black pupils who would achieve higher scholastic qualifications.

| The state funded.the ‘building of schools in the homelands, but in the
urban areas ‘the local authorities,ﬁere ieft responsible for the bﬁilding
of schools. iater thé Bantu Affairs Administrativé Boards would control
"‘this, In effect, thg funds available in the.urban areas were restricted
gnd the résideﬁts wvere cglled‘upon to financé the construction of séhqols.
Again this was a deliberate ploy to restrict the number of blacks invﬁrban
areas and make conditions'in these areas as unattractive as possible. As
late as 1970,_the Departmeﬁt of Bantu Education had actually rejected
offers from the private" éector fo finénce the. constructioﬁ of senior
classrooms in Soweto. g.Pafehts.éctuﬁlly volunteered to raise fﬁnds. to

build more classrooms, but the Department warned that the moﬁey would

carry out, and so the concern to protect the identity of the Afrikaner and

- older pupils. Provision for senior secondary schools would not be made in

- policy was relaxed and increased numbers of senior secondary schools came
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:R‘fsimply be directed to the homelands (Kane-Berman, 1978: 184). There was é
desperate shortage of classrooﬁs in Soweto and accérding to the esﬁiﬁatés
} . made by a_Johaqnesburg newspaper, The Star, 35 000 children were kept out
4 of school for thiS reason (ibid). The Department admitted in 1978 ﬁhat
'-therelwas ‘a shortage of 700 élassrooms of' 40 schools 1in Soweto élpne
(Kane-Berman: 184). Thgre'wéé an imbalance of facilities in the homelands

" and urban areas.

. In order to attempt to circumvent. the shortage of facilities, a 'double
session' system for the first two years of primary ‘school had been
instituted and this meant a shorter teaching day for the child and so his

" acquisition of language was further damaged.

" galaries for teachers were much lower than their 'coloured' counterparts

and certainly much lower than those for whites. The qualifications of

consequently the pupils were disadvantaged. Many of the teachers of the
official languages were mnot even sufficiently proficient as to be regarded

as competent teachers, whereas the white community, and more particularly,
languages teaching them, so the level of instruction was higher.
Covernment expenditure on black education might be best evaluated from the

following table, drawn up f:bm figures provided by Kane-Berman :

© (1978: 188).

these teachers were much lower than those of the white sector and

the Afrikaans-speaking, community had mother tongﬁe speakefs .of the’
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" TABLE 5.1:
IabLb D2

Black Education White Education
1953 - R17 . ) : ~ R128 Government
1971-2 R25 - R4 61 : ~expenditure
1975-6 ’ RAZ | . Ré44 | 'per‘pupil

The separation of the récial groups allowed the governmeﬁt to place the:

eduéational-provisions for each group into the hands of separate bodies.so
it was easier to facilitate the 1nequ1tab1e patterns of expenditure.
Verwoerd had felt that blacks were basically needed to fill pos1t1ons of
,unékilled labour in 1953, but by 1974 the M1n1ster_for Education and
Training noted that more. ékilled labour was“fequiréd and this need
resulted in a slight change in the educational policy in order fo cater
for this. More funds were provided for inﬂustriél t;aining (Kane-

Berman: 188).

". In the areas of univefsity education, the government's policy of dividing
ﬁeople on Iiﬁguistic'and racial lines became. evident. The Holloway

Commission had investigated the administrative concerns of university

apartheid. The 1959 University College of Fort Hare'Transfér'Act gave the.

central government . control of Fort Hare and attendance was restricted to

blacks of Xhosa or Fingo origin. An Extension of the University Education

Act then ~provided for ethn1c university colleges to be.established in

addition to Fort Hare. The coloureds were provided for at Be11v111e, the

Indians at Durban, the Zulu at Ngoye, and the Sotho-Tswana students‘étA

Turfloop. It should " be noted here that in accordance with thé policy on
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>'post-primary education for tribal blacks being Tooted in the homelandé,
all the univers{ties for Africans are in thé rural homeland areas, where
v;here is little contact with the official languages, especially English
"thch.is ';égarded as the access langﬁage of international éommpnicétioﬁ,'

" .and so fluency in that language is further hampered.

" Initially, it had been possible for black students ﬁp obtain permits to

gtudy at white universities where the black universitieé did not offer the

" courses required by these. students. This regulation, however, placed a

restriction on the number of black students who would be given permits and

> it was only in the late 1970s that this restriction was relaxed.

Freire's concept of the  oppressor's concern ‘with rule through

fragmentation is clearly evident "in black education in South Africa.

Bantu Education systematically fragmented the black people along racial
 and linguistic lines.  Mother tongue jnstruction helped to retard black
political action where this would have required the use of a lingua franca

to cut across ethno-linguistic boundaries.

eﬁsuriﬁg that most_children Qould not gain a proficiency in either of the
. official languages, vbecause.very few children a;tually progrgssed beyond
primary school. It might be a;guéd that this served two'pufpdsés for the
Nationalist Govefnment. Firsfly,' black children would not be able to
~compete with 'whité children at a future date because linguistically. they
'would be at a disa&vantage, and vbecéusé they would not fully understand

) A : , : ‘ o -
. the white languages, they would not be able to jidentify culturally_w1th

" Mother tongue instruction to the end of primary school was successful in
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’ the whites, and so they would not be able to become assimilated into white

gociety. Hence the purity of the Afrikaner group would be preserved.

gecondly, an official language might operate as a lingua franca for the

_vaiious black groups and if most children dropped out of school before

they had an opportun1ty to gain sufficient access ‘to either of these

'_1anguages, the cont1nued fragmentation of the black peoples was ensured.

'Inequ1tab1e spend1ng on education while affecting all areas of eddcation

‘would obv1ously have 1ts spin-off effect on language. Poorly qualified

teachers would not be able to provide a level of instruction which would

facilitate a high level of competence in the pupils. In fact, since the

missions have been largely forced out of activity, the level of English

has dropped considerably amongst the black community.

Standard 6 was an attempt to stay the

. The 50-50 policy beyond

angliciéation process which the Afrikaner Nationalists had feared since

the day of Milner, and it had its advantage in further fragmenting and

confus1ng the world view of the black ch11d.

5.4 OPPOSITION TO BANTU EDUCATION : SPECIFICALLY THE LANGUAGE ISSUE

~_ 5.4.1 The early years of resistance .

“Since lan uage 1is seen to be the o ressor's device for controlling the
8 g : PP g

the language issue in the Bantu

aspirations of the oppressed, it was

Educat1on pollcy which 1nsp1red opponents who m

-~

anifested themselves in the
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gace of the clergy (outside the Dutch Reformed Churches), African

Nationalisfs, teachers, students and leaders in the black Homelands.

As previously discussed, the central government successfully wrested
- responsibility for the education of black people from the hands of the

,zchurches, and c1erica1vcritieism of the Bantu Education policy has had

little effect in achieving change.

‘Clearly defined opinion on the language medium policy was expressed at a
Regional Conference of the Teachers' League of South Africa in September

"~ 1952, Rhoda suggested that:

We who are in the liberatory movement are working to create
unity, and what would be better for us than to have English as
the common medium of instruction, with one or other of the
African languages as the second official language (Rhoda, 1952:

n.
Response to the Eiselen Report from the African teachers' associations was
 prompt and highly critical of its contents. In 1952 Vthe'Cepe African

Teachers' Assbeiation"(CATA) expressed its disapproval vehemently, and so

too, though to a lesser extent, did the Transvaal African. Teachers'

Association (TATA) (Christie, 1986: 226). - Rhetoric on' the subject

 appeared in educat1ona1 Journals at the t1me. Particularly pertinent was

an article .by Mqot51 in which he condemned the manner in wh1ch educat1on

was being employed to entrench the hegemony of the whlte ru11ng classes.

Education is the mirror of society. The system of education
that prevails in any given society reflects the social and
economic relationships of individuals constituting the society
and therefore their attitudes, outlook on life, the roles they
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are destined to play, their whims and prejudices, their follies
and foibles - in a word all that paraphernalia that constitutes
the social fabric, In a society where personal slavery is
institutionalised, education will reflect master-slave
relations. =~ In a colour~caste society, education will reflect
colour-caste relations and values ... (Mgotsi, 1953: 9).

4 :Six.months léter, in December 1953, a 'Union—ﬁide conference of Non-
)AEuropeah teachérs' was called by CATA in Queén#towh in order fo express

" _concern aboﬁt the,Eiéelen Repor;; A fesolution was adopted in which the
- conference of .delegates accuéed the Commission of planning: té entrench
.the notion of inferiority‘and subservience; and to stunt the intelléctual
*Agrowth of the black child (Union-wide conference of Non-European teachers,

1953).

In May 1954 the African National Congress (ANC) began a ‘campaign to
'Resist Apartheid'. Bantu Education comprised one of the aspects of the

campaign. The executive body of the ANC had so many issues to deal with

- that it handed over the question of edugation to the Women's lLeague and
the African National Congrcés Youth League (ANCYLAor CYL). It was decided
v.,in December to launch a scﬁoois; boycott from April 1955. .The boyéott was
' poorly.organ{sed and swift reactioh én' the part of the gerrﬁmenf' in

preventing those . pupils involved - from obtaining - school ' leaving

certificates brought a speedy end to this form of resistance (Christie,

1986: 227-8).

The mother tongue principle at the heart of Bantu Education came under

scrutiny. Steenveld criticised the ideological adoption of the mother

tongue policy by the philosophers of Christian National Education (CNE) as
well as their treatment of English. He believed them to have been
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" influenced by Fichte's argument that language controls men rather than is

controlled by them.

Language ... is not to be allowed to be a liberating agency to
provide the widest knowledge and the fullest understanding, to
open up an appreciation of human ‘culture and achievement, to
" assist in the breaking down of international barriers, but it is
to be merely the means of imbibing tribal experience ... The
second 'official' 1language may be learnt as a foreign language,
and must be viewed with suspicion, as it 1is the carrier of a
'foreign' ideology ... it is clear that Afrikaans can be the
only language of the nation. Any other language must always be
'unnational' (Steenveld, 1955: 23). '

| ~ The findingé of the 1953 UNESCO conference on the vernacular confirmed
sound educational pfinciples for mother tongue instruction. This gave the
architects of Bantu Education a convenieht tool, but one which has been

- conscientiously challenged by their opponents. A distin;tibn was soon

drawn between the principles of mother tongue instruction and 'moedertaal

onderwys': .

o ' moedertaal-onderwys' is masqueraded as 'mother-tongue
instruction', whereas in fact it is no more than the political
enforcement of Afrikaans. -as medium in schools ... it is
educationally sound to use the home language of a child as
medium of instruction in the lower primary school. But there is
definitely a sinister political intent when so-called mother-
toﬁguevinsttuction‘ sets out to exclude or retard the second
official language (where is it English) ... What is being
attacked is the use of Afrikaans as a political weapon not only
for the ‘supremacy of one section of the 'Herrenvolk' over the
other section, but, worst still, for its use as an agency of
domination over the millions of Non-Whites 'in this country
(Bastiaanse, 1956: 4-5). - :

In this particular instance the concern expressed about the mother tongue
policy was in relation to the effect of it on those designated coloured.

This groﬁp of people was seen by the government as being potentially
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sympathetic to the Nationalist government given that their home language
- was, at the time, predominantly Afrikaans. The Report of the Coloﬁred
 gaucation Commission: 1953f6, had engendered many of the same reservations
in the minds of those it ;ffected as had done the Eiselen Report on Bantu

Education,

in 1964, Barnard defined the mother tongue policy as employed by Bantu

"Education and the apartheid'syétem in the following manner:

Moedertaalonderwys ... is not the Afrikaans term for mother-
tongue instruction. It is a political concept which has its
roots in the dogma of Christian National Education. According to
this dogma, each 'race' or ‘volk' has its own identity which
sets it apart from all others. An integral part of the ‘soul'
of each such group 1is its language, which the child takes in
with its mother's milk, so to speak. That language has to be
the vehicle of education or else the soul becomes confused and
the person alienated from his own herd and subject to all manner
of foreign influences.

Language can be a power ful factor in irrigating or dehydrating
the intellect, in widening or limiting the horizon, in turning
out an educated person or & tribalised philistine.
'Moedertaalonderwys' as applied to White children is regarded as
a means whereby Afrikaanerdom presents itself and extends its
political influence and strengthens its 'kultuur'. As applied
to children in schools for 'Bantu' it means enforcement of
learning through a vernacular throughout the effective years of
a child's short school 1life, so as to tie him to village and
tribe and give him the minimum of bridges to a wider field of
knowledge, and a more modern culture. It also means foisting
Afrikaans upon him as far as possible as the non-African
language, so as to provide a second barrier to the wider world
when once he has overcome the first. As applied to children in
'kleurlingskole', ‘moedertaalonderwys' posits the political lie
that Afrikaans 1is the '‘moedertaal' of all 'kleurlinge' and only
those who want to show off or play White and those who are
agitators or who have been subject to alien influences in urban
areas speak English or claim to speak it or even want to speak
it. - :




surely one has to wonder and become suspicious when there is
this insistence on the part of the authorities to force upon all
children, against the wishes of their parents, a particular
l1anguage and exclude from the schools -~ completely, if possible
.- the other official language? What is being attempted is
certainly not mother-tongue education in the interests of the
children but the enforcement of ‘'moedertaalonderwys' as an
instrument of control and subjection, as a means to an end
(Barnard, 1964: 9). '

e'perceiving a sinister 1link between language medium policy and

itical control . in South Africa. Increasing bitterness against the

4.2 Sequence of events leading up to the 1976 Soweto student revolt

. e

s clear that most blacks resented the extension of the mother tongue

rnﬁqﬁlat as a medium of instruction beyond Standard 2, and the 50~50

' an‘rig§rously enforced for many years, because of the paucity of

Fols
kT .
Rk

eachers who were proficient 1in the relevant languages, a shbrtage of

kaans text-books, and the department, itself, allowed';hat it might be

e~Berman : il). - In 1974, Dr Hennie véﬁ 2yl, Secretary for Bantu
ation, under whOmvthis tolerant appfoach‘ had existed, died. The
V'Ste; for‘Baﬁ;quduéatiqn, M.C. Botha, found an.inflexible réplacemen;
Rqésseau, who insisted on strict adherence to the SO—SOVpoli;y. In

RI8uUst, 1974,  the Southern Transvaal regional directorate of the

Ttment issued instructions that the 50-50 policy would, from January

lish-Afrikaans p@licy at secondary level. ' The latter policy had not

the best interests of pupils to use only one of the official languages
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1975, affect Standard 5 pupils who ,wquld then élsd:bé considered to bé
part of the secondary school (Kane—Berﬁan: 12), Nop-examinaﬁle’subjects
would be taught in :the mothér ‘tpngue, general scienée and practical
studies would be taught in énglish, while mathématic; and éocial'studies
would be taught in Afrikaans. The Department of Bahtu Education madela
' provision that schools might be able to déviate from this ruling with
‘permission) but, in fact, it refused nearly all such reqﬁests.'-At_this
time only about 25%  of the Black schools adhéred to the 50-50 principle,

so this brought about considerable anxiety.

The removal of thé étaﬁdard 6 year, the‘ final year at primary school,
- placed an endrmous burden on. the Standard 5 pupils, particulariy as they
were now to be part 6f the secondary schooi and, as such, would have t;
write their ﬂigher-primary certiiicates in English and Afrikaans, within a
year of switching from mother tongue.medium and a year earlier than their
predecessors. Bupils were especially disturbed aboug writing mathematics
in Afrikaans, as théirv'teaphers were usuélly not proficient speakers of

that language and that made the transfer of‘informatioh somewhat dubious.

Requests that the 50450 policy be‘reViewed went unheeded. Those members
of the sch061 boards wh§ opénly opéoéed the policy wereldismisséd. In M#y
1976, pupils at Orlando West Junior Secondary Schooi elected é céﬁmittec
to negotiate with the circuit inspector. He refused to meet them. On 16
qune l976,  20 060‘ black students pfotested in ‘Sbweto against_Afrikaans
being used as é"medium in schools. The police responded, a student was

shot dead and this incident provoked the students. _within a_week, what

-
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,:jbéguq as a peaceful demonstration had turned into a violent event of

. eaching magnitude, with 176 people dead.

fjune 1976, the African Teachers' Association of South.Africav(ATASA)
fbmitted a 'Memorandum on the Medium of Instrﬁction ih African Schools
‘rBantu .Educapion' to the Secretary for Bantu Education in
; .gﬁééburg, ATASA reiterated the widely held opinion that  parents
hould haye' the freédom to decide on the medium of instructidn. In most
es Eng1ish was regarded as the ianguage which 1is most useful to the
éek child; consequently ATASA recommended that English should become thé
j de&ium of 1nstruction.in all African schools from Standard 5 ubwards

amlanze, 1985: 9).

;é ;énguager issue wohld be reviewed and the Department was renamed
iqged that these measures were camouflaging the old basic principles

Lt';er Squ;fe took place and tﬁe _slogan 'Bantu Education is fdr the
ﬁhéfion of S;gvery' was used (Kane-Berman: 5). By 1979 the Educatfion
ind Training Act came 1into being and tﬁis .alteréd the. language policy
iderably. Mother tongue instru;tion would bevimplemeﬂted'to the énd
Fandard 2, after which parents would be entitled to choose one of the

cial languages as medium of instruction. , -

Départment of Education and Training' in 1977, However, students were

7:-Bantu‘ Education and on 23 March 1977 a march of students toward John .
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While many of the students' criticisms of the Bantu Education policy

remained ostensibly unchanged, particularly with regard to the underlying

motivation of  Bantu Education in ensuring a subservient group by
withholding equal funding, adequate teaching facilities in the areas of
teacher-training, and " school buildings = all of which have their

ramifications in the area of acquiring a world-view as expressed through

language - the studeats achieved enormous success in changing the policy"

on language medium.

5.4.3 Leaders in the homelands

One by bne, the leaders of the homelande_or bantustans have called for a

change in the medium of instruction: for example, Chief Mangosuthu

Buthelezi repeatedly asked for a change-from Zulu to English or Afrikaans

and the Kwazulu government has subsequently passed a resolution covering
that area. Even before the Transkei was given its own constitutions, the
Cingo Commission was given the responsibility of reviewing the teaching of

the official languages in the Transkei, and the use of mother tongue in

the primary schools (T111ema, 1974: 265). At the time, 1962; it was felt

by many Xhosas that the use of the mother tongue at school was.haying the
effect of 1lowering the standard of _English. Other criticisms of the
mother tongue usage included the belief that the vernacular did not have
the necessery terminology for certa1n subJects nor were there text-books
arailable in the vernacular. Many people felt ‘that the extended use of
mother tongue to Standard 6 made it d1ff1cu1t for the pup1ls when suddenly
faced with - the transfer to two other languages, and that the emph851s on

the vernaculars successfully prevented the acquisition of a lingua franca
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"by the black peoplé in South Africa. The coﬁmission found that there‘was
:.much support for mofher tongue usége as a mediﬁm of instruction up.to and
Vvinéluding Standard 2,> but in faéﬁ supported continued usé of ,fhe
' Qernacula: up to St#ndérd 4 with a gradual change to the use of the
official language to be used in secondary school in Sténdérd 5 and
Standard 6 ‘(Rose and vTurner, 1975: 193-~8). The commission ;was ‘most
critiéal of fhe late infroduction of.the official languages as média under

the Bantu Education system. The Transkeian Legislative Assembly fprmed a

select committee to develop recommendations on educational policy and’

this, in turn, rejected instruction through the vernacular which was

regarded as encouraging the passive acceptance of a plural society

(Tillema: 266).

. The National Education Commission for Bophuthatswana examined two

questions:

To what extent and up to what stage should the mother tongue be
" used as a medium? ‘ : ' : :

What language should be used as medium at the étége at which the
mother-tongue is replaced? (Bophuthatswana, 1978: 5).

'ﬁnglish was favohréd as the replacement .langﬁage largely because of its
stature as an international contact language.  The cémmission felt tha:
beca@se the move from the home to the school was likeiy to be traumatic
for chilaren, Téwana should be used as’a medium of teaching wiﬁh:which to

‘begin. The replacement of Tswana by English at the beginning of Standard

;:,:'3 was scen to be educationally acceptable because by then the child would

be beginning to develop a wider world view and the contact language would
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enable him to reach this perspective while Tswana would not. An abrupt
change over to English was not advocated, rather that teachers would have
the freedom to be flexible and sensitive to the needs of their pupils.The

commission showed concern over teaching methods and teacher preparedness

for the teaching through English as a medium. It was suggested that

‘initiélly a large contingent of mother tongue English speakers be used in
teaching in order to raise the ‘standard or quality of teaching through

English,

 Lebowa, Venda, Ciskei and Gazankulu have also all come up with definite
policies on language in education and it would appear éhat the homeland
goverﬁmgnts have been successful in changing the Bantu Education policy on
language education in as far as they have limited the use of the mother
tongue as a medium of instruction and also the use of Afrikaans as a
medium, Tillema suggests that although the céntrai South African
Gerrnment controls‘ all the homeland funding and exercises close
.supervision over their bureaucratic practices, it has sanctioned these
éhanges iﬁ the hope of convincing overseas critics that the Bantustans are

iqdependent of the central government (Tillema: 266).

The choice of English as a medium after Standard 2. by the hbﬁelands
suggests the concern that én international access language be used as a
lingua franéa among all _langﬁage gfoups in South Africa, thereby
facilitating communication and ?ranscendency over tribal differences which

had been inculcated by the Nationalist Government as well as contact with

the outside world and in so doing end the fragmeﬁtation of the world

-'picture that the language policy of Bantu Education had tried to create.
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5.4.4 Resistance and movement toward reform since 1976

 Two major instanéés of pﬁpils' boycotting occurrea in 1980 and 1984-5. 1In
ii'each of these instances the resistance campaign was not simply provoked by
the langﬁage queétiqn, which has beenvdeflated to a.pgrtain.extent by the
. Eomproﬁiée granted vBy the government; but thé wider issues éf apartheid
éhd how 1its implementafion affected the education of biack pupilé. (In
this instance_‘the term 'black' refers to all those who are not designated

white by the government.)

In the meantime, the éovernment‘noting the looming crisis in education,
had appointed a Human Sciences Research Council (HSRC) Main Committee for
the Investigation into Education under the Chairménship:of professor J.P.
de Lange. This coﬁmission and 1its reporf are frequently referred to as
The De Lange Commission and The De Lange Reporﬁ; The Main Report was
_published in 198i. 'Recémmendations that all educatisn fall under a single
ﬁinistry of Education and that universities and technikons be.allowed to
decide oh which‘étudents they wished to admi;,‘rega:dleés‘of race, drew
much criticismv froﬁ the ‘gévernment's far. ;ight opposifiph;  In the eﬁd,
‘the government rcjeéted fhese 'recommendations_apd _thisv'feinfoyced_ the
beliefrthat apartheid was to remain entrenched in South Afriéan society

and education was to remain as a mechanism for this process.

A sub-committee appointed by The De Lange Committee, the Work Committee :

.. Languages and language instruction, published its _findings in July of

1981. The issue of language medium was addressed and ‘a notable softening

of the previously held line on policy was recomménded. -

150



In terms of the 'principles' adopted by the main Committee,
reasonable flexibility needs to be built into language medium
legislation and procedure in order to accommodate the divergent
needs of the individual pupil and to ensure due recognition of
the rights and responsibilities of the parents (Report of the
Work Committee : Languages and language instruction, HSRC, 1981:

51).

' The committee -also recommended that the 'language to be adopted as future

medium of instruction, should be taught as a subject from an early stage'

" (52).

wﬁile these reports reflected certain elements of a reformist approach, it
shouid be mnoted that critics to the left of the government felt that
_education would never be equaliéed while apgrtheid reﬁained the dominant
gdvernment_ideology, The stress, in the main De Lange Repért, placed.én
educating and training .a productive work force, allowed critics to assume
that the recommendations were largely geared at 'the revamping of

apartheid schooling' with the purpose of providing a skilled work force to

maintain the hegemony of the ruling classes (The Educational Journal,

‘December 1983: 1).

The 1984-5 pupils; boycott was brimafily a reaction aéainst the:policies
of apérthéidvand this was made pertinently obvious with the popular qu of
that pefiod; 'Liberétion before Education'. | The issue had broadened
considerably since 1976, when :it was the crisis in thé language medium

policy which sparked off massive discontent in the ranks of the school

pupils.
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5.4.5 Conclusion

The notion of nationalism in the South African context has shown itself to
be open to very different interpretations.. At the tiﬁe .of Milner's
~anglicisation policf,‘ tﬂe administration was attempting to stem the tjde
of Afrik#ner nationalism, a nationalism in the aarrovest. sense, The
pefceived threat to the Afrikaans language was associated with a threat to
the Afrikaﬁer identiﬁy. Onée in power, the Afrikaﬁer'nati&n.sought to’

. protect its language and hence its cultural identity and hegemony by

implementing a language policy which would undermine the potqntiai power
6f English to act ‘as a '¢ohesive agent for the peéples of South Africa.
The mother toﬁgue policy, together with the attempt to foist Afrikaans
upon people who did not wish toicommﬁnicate throﬁgh that language, had
very much the same. effect tha;'Milner's policy of anglicisation had %ad.
In other words, it sped along ‘the growing forces of ﬁationalism among
black people by providing a com@on grievance with which.all could identify
and one whiéﬁ was to cut across considerations of ethnic differénces.
Ironically, it was just these’e;hhic differences whieh the'govérnmént has
sought to encouragé.through its policy.of‘mothef tongue instruction as a

guise for the rationale of 'divide and rule'.

In chapgérs 6, 7 and 8, 'thg historical fﬁrces‘which héd led to the
develobmgnt of Ianguége policy invex—colonial.countfies in Africa will be
exploféd. .The>coﬁﬁtries selected: Tanzania, Kenya, Zambia, Zimbabwe,
L _Botswana aﬁd Namibia all display features of iaeology which are likely‘to
- 4‘providé influences on a language policy which might be adoptéd in a post-

apartheid South Africa.  Furthermore, it is hoped that such a-study will




'reve'ai common trends in sh1ft1ng 1deology 'and that ‘this will .make it

poSSlble to prov1de a poss1b1e scenarlo for language p011c1es in a future

: South 'Afri_ca'. ‘
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CHAPTER 6

ALTERNATIVE STRATEGIES IN POST-BRITISH COLONIAL AFRICA

WITH SPECIFIC REFERENCE TO KENYA AND TANZANIA

6.1 INTRODUCTION

Attitudes toward and conceptions of the role of English in Anglophone
Africa appear, very often, to be ambiguous and confused. This ambiguity
must be attributed to the impact of British imperialism in Africa with its
- resultant resentment by colonised Africa and to the role of the English
language as a world language or a language of wider communication. On the
. o ) \
one hand it is seen as an agent of neo-colonialism, a term defined by
Ngugi wa Thiong'o (1981: 11): 'that process 1in which a country 1is
nominally independent but its economy is still in the hands of the
imperialist bourgeoisie', The rationale for this viewpoint is expressed
as follows:
During the neo-colonial stage of imperialism education and
culture play an even more important role as instruments of
" domination and oppression. European naming systems; European
language; European theatre; European literature; European
content in ‘teaching materials; all these areas; so central to
culture, are left intact. Since the petit-bourgeoisie grew up
accepting the world-view of the imperialist bourgeoisie, it will

drive the youth even more vigorously into educational factories
- producing the same world-view (Ngugi wa Thiong'o, 1981: 12-13).

While this manifestation of the negative response toward the English
language may not always appear in quité such an extreme form, the evidence

S S , _ _ o . _ o
- of the language policy in Tanzania bears witness to the suggestion that
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! 'the Engl1sh language embodies cultural imperialism to the extent that it

generates a sense of 1nfer1or1ty toward African languages.

. on the other hand, the role of English in the wider international

community, as a vehicle of international communication, trade and general

gharing of educational knowledge, is not questioned. It is seen as a

d the economic advancement of developing

necessary tool 1in the move towar

nations in Africa. Consequently, its role is seen as having transcended

- that of conveying imperialism; instead, it -is regarded in terms of

' . functional expediency.

The function of English (in Afr1ca) is no ‘longer a direct
product of the political and social system of Great Britain, it
has purposes which are far more immediate and localised,

independently of Britain (Strevens, 1966: 121 cited in Angogo

and Hancock, 1980: 67).

...to speak of ELIC (English as a Language of International
Communication) means that we no longer speak only of the nature
of the language, but of its function as well (Hardln, 1979: 1).

. The'prevailing 'att1tude toward the function of Engl1sh in relation to the

. function of the African languages determines the strategy of the policy—

makers -with regard to . the question of med1um of - 1nstruct1on in

schools/educat1onal institutions. The importance of mother tongue

instruction as opposed to LWC (Language of W1der Communieation) has to be

.assessed by 'the independent ,country concerned.

! Africa, it would be safe to say that Eng11sh has remained as a significant

_toolywithin the sphere of educat1on, however, the Afr1can language is also

- used as an'edueational tool The question then arises as to when/or at

"which point 1in the educat1onal life of the pup1l is the matter of medium

Generally, in Anglophone
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" of instruction established o6r changed. What appears to'happen in Africa

_is that there is usually a change in medium of instruction. What exactly

is this change, and why, when and how is this change effected?

. The following two case studies of the situation in Kenya and in Tanzania
are intended to provide possible models for the alternative

Etrategies/policies which ‘may be adopted in post-British colonial Africa.

A warnihg note should, at this stége, be mentioned: the linguistic as
well as socio-economic and political variables in each country obviously

differ significantly enough to preclude the suggestion that if a language

policy works in one multilingual country it must work succéssfully in

another. ' His;ory proves this not to be the éése.- One might then wbnder
the value of examiniﬁg models such‘aé wi11 be &ealt vi;h"in thisvchapter;
The answer lies_in the belief that the ﬁore felevant criteria examinéd»in
situations where there are groﬁnds .of éommonalify, the more easily
understandaﬁle.wiil be the situation elsewhere. . More specifically, the
ﬁltimate purpose ofifhis studyvis to providelva background .to what the

likely 1language medium policies might be in Southérn Africa after

political change. The basic grounds for commonality ére: the multilingual

" nature of the society, the role of English as an imperialist tool as well

as its role as the medium of international communication, and the growth

of the spirit of African nationalism. It is the way these factors

interact with the individualised variables mentioned earlier, that

a2ffects how'alternativellangﬁage policies are established.

...the matter of language choice is not always decided on a
purely rational basis: strong emotional undercurrents - may
motivate a policy decision, and a total awareness of the
situation is important to understand the language planning and
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its implementation as reflected, for example, in the educational
policies of the country (Polom&, 1982b: 152). -

: - Nevertheless, it is generally accepted that:

The choice of the medium of instruction is crucial and may be
determined by political issues or socio-economic needs instead
~of reflecting the pattern .of language use in the country. The
‘language used as medium of instruction may also be purposely
changed during the years of schooling, e.g., resorting to the
child's mother tongue or an African’ national language for the
early grades and shifting to an international language -— as a
rule, the West European language of the former colonial power,
or a world-language like English... (Polomé&, 1982b: 173).

* In order to give a full account of the language medium policy in both
'Kenya and Tanzania it is necessary to locate the issues, in each case, in
" an historical framework. Essentially, though, it is the period after

" independence that is of greater significance to this study.

6.2 KENYA

- 6.2.1 The historical perspective

Gorman (1974: .398) :ecqrds thirty iangqages and 'dialect clusters' spoken

in Kenya, eight of which are regarded as_major languages'i.é.'spoken‘by

languages as a mother tongue, according to the Kenya Population Census
(1969). Corman argues that the number of mother tongue speakers of

Swahili is relatively small; but not less than 60 000 people.

‘The Swahili speaking people " inhabited the east coast region and their

language is thought to have remained largely localised there until the

-

nineteenth century when trading ventures into the interior began on an

ﬁore than 500 000 people. 88% of the population speak one of these major
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extensive scale. At ‘the Berlin Conference of 1885 Britain, Frénce and
Germany mapped out their respective spheres of colonial interest, and this
was finalised by the Anglo-German Agreement of October 1886. It was
possibly thié agreement which was indirectly fesponsible for the different
approaches to thev language medium 1issue ini subsequent ﬁost-colonial
policy. The German approach was to encourage the spread of Swéhili a; a

lingua franca into the interior. In '1887 The British East Africa

Association was established only to become the Imperial British East

African - Company in 1888. In 1895, Britain declared the area a
protecforate to be administe;ed~ by the East Africa Company. A shift of
administrative chus from the Swahili speaking coastal port of Mombasa to
the interior‘ town of Nairobi, a Kiku&u spéaking area, was effected by
1907. This obviously affected the relative importance of Swahili as a

language of wider communication: basically its significance began to wane

in contrast to the situation in the German controlled Ihnganyika (Gorman:

402).

Missionary language poliéy

Early missionaries regarded Swahili as a convenient medium of instruction
given the fact that it was already to a certain extent a lingua franca but

other missionaries reacted against it on either of or both the following

grounds: firstly, it was not necessarily the mother tongue of most pupils
- the mother tongue being regarded as the most effective medium of

_instruction; and secondly, it was associated with Islamic culture and was

therefore not considered suitable as a means of furthering the cause of

" Christianity (Gorman: 404)..‘ Most schools in the British territory were
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controlled or established by missionaries in the early twentieth century
and so the language policy was not given as definite a direction as in
neighbouring Tanganyika, where the German government not only established

schools, but prompted the use of Swahili.

During the colonial period, a series of commissions were set up to examine

educational policy and, further, to advise on procedures to be followed,
particularly in the area of language policy. Gorman (1974) discusses the
significance of these. It is intended that the following will demonstrate

Lthe causes of African frustration in response to British colonial policy.

The Commission on Education in the East Africa Protectorate (1919)

‘This cbmmigsion, ignoring the suggestion of the miésionafy societiés, who
now suggested that Swahgli be.taﬁght as the linéua franca, claimed that
Swahili was neithef thé mother tongue of the people of Kenya nor that of
its administrative officials and theréfore English would be moré spitable
as the éhief medium.qf instruction after initiai primary education through
the verﬁacular. This needs to be seen against-the background of-coloniai
administration which was ¢oﬁducted _thfough the English language: gnd

"conéequéntly, any African aspiring = to poéitions of employ"within ﬁhe

system needed the communicative tool of English.

The Phelps-Stokes Commission in'Eést Africa (1924)

The basic findings of this commission have already been discussed in

Chapter 2. Basically, the principle of mother tongue instruction in the
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early phases of education was reinforced together with a‘sﬁggestion that

* English become >the mediuﬁ of - instruction at Ia lafer point. Thig
commission's most significant point was, howevér, that insufficient
educational facilities were provided for in the area. Given the fact that
this commission was set up independently of the colonial office.(it.was
backed by' the - USA), its findings presumably'caﬁsed:some embarrassmeﬁt

“in Britain.

The Report of the East Africa Commission (1925)

This report endorsed the findings of the ?helps—Stokes Commission with

. regard to suggesfion for the languagé policy.

The Memorandum on Educational Policy in British Tropical Africa (1925)

The recommendations of the East Africa and PhelpsfStokes Commiséions were
taken into accounﬁ, but the Difectof of Educatioﬁ_ argued that. it was
practica11y impo§sib1é to provi&e teaching facilities aﬁd materiéls in all
of the Qerhaculars and suggested that Swahili be:standArdised. Initial
instructionvshould be. through ;he vérnacular, literAcy.sHould then be
vachieved through Swahili and finally a change to Engiish med 1um shoﬁld be

effected.

Memorandum on the Place of the Vernacular in Native Education (1927)

This memorandum endorsed the 'important role of the mother tongue in the -

early school 1life of the pupil, but emphasised the practical problems of




the difficulty of making provision .for the multiplioi;y of languages in
terms Ofﬂ teqching staff and materials production. The momoréndum also
poioted to the attitude of the East Africans themselves who apparently saw
.Eoglish as a vehicle of upward mobility and so the more proficient the

commun1cat1ve sk111 in that med1um the more desirable it was deemed.

Attempts to deny the  child early access to th1s med1um was cons1dered by

the Africans a deliberate strategy for retarding their advancement

(Gorman: 413-4).

Political Movements in East Africa

Attempts began ' to be made toward a closer union of Uganda, Tangényika and
Kenya; and Swahili was regarded as a convenient lingua franca which would
help to facilitate this. - The . governors of the three

terr1tor1es ‘appeared, in 1927, set on achieving this goal. ‘This movement

signalled a departure from other p011c1es previously geared toward a de—'

'emphasis on Swahili.

Education Conference in Dar es Salaam (1929)

Directors of Education in East and Central Africa came together for an

educational conference 1in Dar es Salaam and recommended that the 1n1t1al

“medium of 1nstruct1on be the vernacular, followed by the dom1nant African

language and then lastly by English when this becamevnecessapy. Agaln,

. the significance of this conference was the increased support given

Swahili.
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The Hilton Young Commission on the Closer Union of the Dependencies in

Eastern and Central Africa (1928)

The commi;sion dealt witﬁ the question of a common language, Swahili,
which would facilitate an easier path to closer union of these
.ﬁerritories. However, in the final analysis, it was afgued that * an
ihsufficiént number pf Africans spoke Swahili well enmough to use it in
administrative and .official situations. Furthermore, it was argued that
+here wére insufficiént teachers available to effectively .teaqh' the

- language.

‘Despite this argument, Gorman (420-21) notes that Swahili continued as the

medium of  instruction in most government schools wuntil 1935 and,
thereafter, a new syllabus making increased provision for the teaching of

English came into being.

The Commission on Higher Education in East Africa (1937)

This commission continued the trend away from Swahili, Qrguiﬁg that while
the language might have localised advaﬁtages, English should be‘prdmotéd

. as soon as possible.

‘Mass Education in African Society' (1943)

* This report published in London stressed':the need for méss"litéracy in
African society -and argued that this would only be poasible through the

mother tongue. = As was becoming predictable in reports drawfi up by the
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British colonial  administrators,  contradictions appeared. The

multiplicity of languages was cited as the reason why such a scheme would

be impracticabie.

" Memorandum on Language in African School Education (1943) .

Yet agéiﬁ the desirability of teaching through the medium of the mother
‘.'tongte was recommended with the proviso ‘that a second language be
intfqduced when it became 'iﬁpossible to continue teaching- thréugh the
medium of the former. Eﬁglish_ or another African language of wider

communication (i.e. Swahili, in this case) should fulfil this role.

The British Colonial Office Advisory Committee Recommendations on Language

Policy, 1927-43

Gorman's aﬁalysis (423-426) suggests ‘that basically the British colbnial
7'p01iqy'changed very little during this period. .Essentialiy, the idea that
what they refefred'to’as the vernécular, more pfefgrably éalled the mother
f.tongue today, was considered the most iﬁportant language_of‘education in

«he initial stages>bf -education. The principle was based on the ideal

that the mother tongue embodied a person's conception of reality, culture
and traditions, as expressed in Chapter 2, The problem of the sheer

number of vernaculars presented a situation wherein the Colonial Office

P S Tl O i TH

»appeared to flounder indecisively from year to year. The authorities
dealt with jthevproblem in Uganda of limiting the number of vernaculars

(excluding Swahili) to be taught to five, whereas in Kenya it was only in

—
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B 1949 that a definite poiicy, regarding which vernaculars could in all

-pbssibility be taught with measurable success, was drawn up.

* post=World War II Colonial Language Policy

In 1948 the '"Ten Year Plan for the Development of Education' was

published.: Basically, it provided for an increase and improvement of

facilities for Afriéan education, particularly in the area of the primary
school. This reporﬁ made a note of the fact that the vernacular was the

" initial medium of instruction but that this was usually . replaced by

Swahili from Standard 3 although it was gradually being replaced by

English in the junior secondary schools. The report promoted the strategy

of phasing out Swahili as a medium of instruction.

The Beecher Committee Report (1949)

_The Colonial Office's next step was to attempt to analyse the extent to

" which an increase in educational facilities would be necessitated. In

order that the.vefnacular policy migﬁt -be financially viable, it was

' _fecommended that while the Verﬁacuiar should bé used in oral functionms,

Swahili should be used . for literatﬁre, otherwisev the preparation of

reading material would become an imsoluble problem.

" Further Reports (1950-1951)

Dﬁring 1950 and 1951 further reports continued to ‘argue that Swahili

should be phased out as a medium of instruction, the rationale bging that



the child had too many languagesi to effectiuely° deal with in primary
" school with. the vernacular, | Swahili and English. ' Again» the
recommendations were modified when 1t had to be admitted that the
. vernacular could mnot always satisfy the i{nitial educational needs of
| literacy (e,g. where lack of written materials or lack of teaching staff
made these factors). Nevertheless,'gradually, English as a medium began
to increase in frequency (Gorman: 431). By 1953,.Eng1ish had become the
.compulsory medium for the examinationsvat the end of the eighth year of
';the primary school. _This baeically spelt the death knell for Swahili as a
.‘medium ae the motivation for using the language obuiously declined as far

as school examinations were concerned.

The East African Royal Commission Report (1953-1955) -

ThisAcommission's view was clearly in 1line with the growing trend away
“from Swahili and even went as far as to say that English should be
introduced in the school curriculum as the medium as soon as feasible -a
move which was clearly contrary to the belief in the value of mother
tongue_instruction for as long as possible (Gorman: 434-5). This is
particularly intereating at this point as. this ie preciaely‘ when' the
'UNESCO document on the teaching of vernaculars and its pro- mother tongue

line became generally accepted in Europe.

A subsequent vreport in 1957, the Report of the Work of the Special Centre

more or less reJected previously held'faith in the value'of mother tongue
instruction and argued that the sooner the child were educated through the

medium of English the better able he/she would be to control his/her
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{;Eufe in terms of compefence to communicate 1in weétern ‘ofientated
;é;iéty; COBSQQpently, a new common syllabus,‘knOWn' as the' New Peak.
:ﬁ;se,'caﬁe into being in 1961 and a gradual changeover ;o_this followéd
ﬁ;;n‘after. English was adopted as the medium from the first year of
\;%imary school, | The advantage really became apparent in terms of
;ﬁgiiébility of teéching mgtefials .and a simplification_ of all the
;;evioﬁsly énqmalous sitpétions arising out of the diffiéulty qf.providing
;ofﬁér tongue instruction er all pupils, not oﬂly in rural areas but also
{niurﬁaﬁ venues where ufban drift had created an added dimension to the
ﬁﬁl#ilinguai situation in Kenya.

‘:ﬁhat is eminéntly apparent f;om a glance at educational policy and
;iététemenCS'made about the position of the various lanéu;ges spoken in
iféeﬁya dufing British rule is that, in essence, except for a period during

1

L which an attempt was made at a closer union of all the Britisﬁ Easﬁ Africa
'itétri;ories, a .conscious effort was made to establish the dominance of
:;Eﬁgiish as thg only féasible langugge; through which cﬁe cbuntry might
ﬂidpérate iﬁ the'field pf adﬁinistrgtion and eéonomics. _Vefy little serious
,khﬁtgmpt vas méde'to _promote a .sétisfaptpry implémenfafion of the'mpthe;'
:;fongue poiicy fof the eérly years of,educa;ion.~.Plain;i§é cries abqut'the
fépormity of the problem Qith regard to the npmber'éfivernaculérs spokeﬁ
f?epabled administrators to aQoid approaching the problem effectively., 1In.
;;péanda, the problem had been tackled in a morevmanageéble way. 1Six.of:the
ijernaculars, including Sw;hili, had been selected as media of {néfruction.
:‘?ivén the ifacf that 88% of the populgtion’of kenya spegk one of the eight

:;major languages, one is 'tempted to wonder why it was that the Colonial
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~1£1n8 down to implementing a policy whereby at least attempts at

;'achlﬂz through these e1ght languages m1ght have been made. Instead the

on1al office' s' indecisiveness, as demonstrated by the need to 'call

ommlss1on after commission, ensured that the multilingual problem

ined a problem. Furthermore,'the ambiguity with which Swahili was

,ieated in Kenya seems .extraordinary in retrospect. Essentially, . the
'ddin1strators appeared to regard the language as a th
'tng11sh and con51stent1y tried to d1m1n1sh its importance (recognising

the exceptlon noted above) while having to accept it as part of primary

l

educat1on, all the same, - because it was virtually the only African

tianguage which
i;érlyfl{teracy in schools. Naturally, the adm1n1strators d1d not admit to
;;ﬁeltureat '
:?éeaented‘as Swahili being a nindrance to the acquisition'of an adequate
| oupetenoe in English - too many languages would confuse the pupil. The
ssible role of'Swahili "as the 1anguage of wider communication in terms.

adm1n1ster1ng Kenya and its economy did not appear to be cons1dered

“EF result, the 1mpact of Br1t1sh colon1al ‘rule in  Keriya m1ght be

nsldered to have been especxally successful. The English' language

esented dultural 1mperia1i3m and a fee11ng of al1enat1on toward what

ssent1ally African to many. It is not surpris1ng then that the

m'

arxous comm1s91ons recorded findings that Afri
favour'of ~their offspring 1earn1ng English in order to ach1eve
“Qtd Boeial mobility. The success of cultural imperialism, which
?ﬁ@tﬁﬂl a situation whereby economic proSperity and' aocess .to' the
lifaetive'features of western life-style'was

S g - o . .
irough the medium of English, is responsible for this phenomenon.

3
3

reat to the hegemony"

appeared in written 11terary form for suitable purposes of

which Swahili posed to Engl1sh ‘rather the Just1f1cat10n was

can parents were very often.

seen to be poséibleponly
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6.2.2 Kenyan language policy 1963-70

The policy regarding language after indépeqdence in 1963 might be_anélysed
.in‘terms of.two distinctly ‘different strategies. nmﬁediate1y ‘af£er
indepehdence there followed a périéd during whiqh time the governmenf,o;
'the bolitical .party in power,v KANU, (Kenya 'African Nation;1‘ Union),
§eemed, in some respects; to be inadve;téntly immersed in neo-colonial

activity. British impérialiSm had successfully 1left its mark as far as

Ti, the role of the English language  was concerned. The new government and

the people of Kenya appeared to be convinced that all officiai channels of

communication needed to operate through English. A noticeable lack of

" faith in the capabilities of the vernacular/mother tongue remained

apparent, There was a change in focus toward Swahili, though, This
language, instead of beihg demoted on a level of importance, was giveﬁ a
boost and was regarded with favour as a symbol of what is African,

~although only in rather vague terms.

Report of the Kenya Education Commission (1964)

" Almost immediately after independence, the ‘Minister for Education

appointed a commission to examine Kenyan education and to suggest policy

guidelines‘(Gorﬁan:‘ 440-1). ;The commission made a real attempt to
determine the views of the Kenyan people on the language issue while at

_the same time having to bear in mind that the language question was

closely tied to the -concept of  nationa1 unity. What emerged might be

regardéd as predictable. Most of those interviewed wished to find English

established as a medium from the first year - at primary school, largely
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because thefe &as a lack of confidence in the abilityvof-the vernaculars
to provide vlitéragy and bost—primafy edu;ational advéntages. This is not
to say‘ that the commission disrégarded ‘the role of thé .yernacular
‘altogether.’ A recommendatiOp'was méde that fhe vernéqular have a place in

‘the curriculum of the first three years of primary school - but it was

- very much a low profile role: it was to comprise a period of story-

felling eachvday. The_aftitude to Swahili demonstratedva reaction against
colonial policy, 'albeit_small at'tﬁis stage. .Swahiii was seen as a
'veﬁicle of African fnationél co—ordin;tion and unificatioﬁ' as weli as a
facilitator of Pan-Africanism and close linkage with other territbrieg in
'East‘and Central Africa (Gorman: 442). While the position of Swahili as a
uniffing force was gaining accepfance, there were those‘who argued that a
- promotion of “the vernaculafs woul& encourage"diviéive elements-iﬁto the
Kenyan society. On the other hand there waét neveftheless, a strong
i .argqmeht put forward about ‘the relationship. between a motﬂer.tongue and
the culturél heritage of -a people. The suggestion thét Swahili might

fulfil this function might, at this juncture, have seemed an example of

‘Orwellian doublethink - Swahili being associated with Islamic culture

and not with the various indigenous Kenyan cultures. At a later point,

once a truly Kenyan national consciousness had been developed, it would

become a more tenable argument. As Gorman (442) points out, the very
association of  Swahi1i with political expediency as well as education at
;fhis stage is significant and = illustrates Vhow. political policy and

educationél_policy'arg closely linked.
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English in schools

The New Peak Course had become both popular and desirable during the early
1960s. Later this was renamed the New Primery Approach (NéA). Pupils
'were immersed in the Eng11sh language right from the first day at school
.and the programme 1nvolved spec1a1 materials productlon, teacher tra1n1ng
"and_a ch11d—centred approach,' to facilitate ‘greater effect1veness. " The
commission reoognised‘ the educational aovantages "of this system and
recommended:its comtinuance with the proviso that itAOnly_Be introdueed
into nem schools once teachers had been sufficiently trained and new
' materials provided. A shortage of financial essistance to etfect these
reqoirements'meant that the system was simply implemented 'without the
necessary support system. Fawcett (1970: 55) states that: by i970 ‘a

little over 'half.of' Kenya's 8 000 or so lower primary streams are

following the New Peak Course'. Since not all primary schools followed

-this pattern, it appeared that pupils educated through the medium of the
".mother tongue .for the first three years of primarypschool would suffer a
_dlsadvantage when .wrltlng the examinations for the Cert1f1cate of Pr1mary

Educat1om,,wh;ch were Set in and had to be answered in English. Elther

one_uniform‘ system needed to be established right away or a new,

accelerated English course needed to be established for mother tongue

medium pupils once they entered the fourth year of primary school.

~ The next problem 1nvolv1ng Eng11sh teachlng in schools is the qual1ty of

4 the teachers_ command of the language, the adequacy of the1r tra1n1ng and

the availability' of suitable materials‘fOr the successful mastery-of the
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language. All too often, a " simple lack of_finénce ensured ineffective

English teaching.

Mother tongue instruction

Firstly, those ﬂéchools which adopted the ‘New Peak Course or the New
P:imary Approach (NPA) did not ignore the vétnécular/mother tongue
‘altogethér. A per1od was set as1de each day dur1ng the first three years
of primary educat1on for story-telllng in the vernacular and, furthermore,
religious education was very.often conducted through the same medium. The
1964 commission had recommended that the 'value of thg mother tongue in
terms of its cultural héritage andldomestic communicative function should
‘not be denied. The provisiohs made for it in the timetable, howeuer,bwere

such that neither the teachers nor the pupiis were inclined to take it

very seriously, espec1ally as it did not appear as an examinable subject.

In urban schools, where there m1ght be a number of d1fferent vornaculars
_ spoken by pupils in a class, either the teacher would ignore the mother
tongue periods or simply use whichever vernacular he/she felt comfortable

a'_with - ddnsequently, the purpose of these periods became obscured.

Secondly, in those schools which adopted a mother tongue medium course;

English was taught dur1ng the school day rlght from the'start'anyway. Two

twenty minute périods of Engllsh were to be taught each day and movement

(phys1ca1 educatlon) would also be taught through Engllsh (Fawcett, 1970:
59-60). Gachukia (1970: 20- 1) says that only about 25% of the schools use
the mother tongue pollcy.' While the educatlonal author1t1es have tr1ed to

suggest that the NPA need not necessarily 'be regarded as” English
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orfentated, a lack of,‘snitable material and teacher .training in the
vernacular toward this 'approach has' precluded a shift of focus in
methodology of teaching the vernacular. Gachukia (23) and Gorman (4455 do
point.out that.the_ Kenya Inst1tute of Educat1on has produced 'reading
’ material in fonrteen_languages, including Swah111, but these only go as
far as Prfmary IiI, whereas a maintenance of funct10na1 L1teracy‘wou1d

require a much greater availability of reading material.

Swahili in schools

'

Following the recommendations of the 1964 commission, Swahili is regarded
as a compulsory subject‘in schools. .Usually, in rural areas it is taught
at least from Prfmary/Standards IV-VII, while in urban schools it ia
usually taught from Primary/Standard I (Gorman: 445). Materials are being
" produced through the Kenya Inst1tute of Education and attempts are being
.made to provide su1tab1y qualified teachers of Swah111. Unfortunately,

there seems to be a shortage of teachers of Swahili and unqua11f1ed staff

are frequently used and th1s obv1ously has unfortunate ram1f1cat1ons as

far as the'étandard'vof prof1c1ency -1n the 1anguage transm1tted to the

pupils is concerned. The commission had suggested that a linguistic

department establiahed at the university college in Na1rob1.,wou1d'give

more credence to Swahili and consequentiy help promote its ultimate

gfnnction in stimulating a sense of nat1ona1 unity (Gorman. 445) . . - This was
_ effected in - 1969 when just such a department was estab11shed at .the

university college.

172



- A brief evaluation of the éituation pertaining to language ﬁse in schools
VreQeals that immediétely after  ihdependence, the position 6f English, as
 aﬁ elite language and one to which most people aspired in order to aéhieve
fhe prospect of upward social mobilitf, was preserved. | The dominant
fposition‘of English was reaffirmed by tﬂe posf-independence‘gpvernment:
:while Kenyatta, the President, indicated that Swahili would become the
nationélflanguage, English ﬁas remained the language of Parliaﬁenp, the
b'ianguage of the High Courts and the Kenyén 1egallsystem. ,Avdepaffuxe'f;om

the colonial policy, hoﬁever, is the ‘de—eﬁphasis on the vernacular

‘together with a more determined promotion of Swahili.

6.2.3 ~Kenyan language policy 1970 to the present

The second stage of post-independence policy toward language seems to be a
move away from the neo-colonial stance of eafly independence. Statements
on the issue, made by government officials, suggest that a greater

' confidence in what is African is ‘taking root. ‘Harries (1984 : 118-128)

provides an interesting analysis of the process of attempts made at

nationalising Swahili in Kenya. Dufing the early days of independence,
- President Kenyatta indicated that . he would liké to find Swahili used in
Parliament. By 1969, he was beébming quite strident about this: 'We are

soon going to use Swahili in Parliament, whether people like it or not'

(Daily Nation, 1 September, 1969, cited in Harries, 1984: 118). ALl the

same, when the constitutionv_was revised in 1969 (April) the position of

English had not been seriously challenged. The enormous difficuipy of ~

translating all legal docuﬁentation and procedutes'preclqded a change to

Swahili at  that point, Furthermore, few of the parliamentarians had a
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" gufficient proficiency in Swahili, ~they themselves all having been

products of a colonial educational system.

In 1970, the KANU :Governing Council declared its intention of effecting

'Swahili as the national language. As is so often the case with policy -

statements;'the fql}ow—up of impleméntation either fails or dogs not
:ﬁanifest itself successfully, Harries (118) reports that‘it wés expected
“ that all Kenyans would communicate with oﬁe another through the medium of
-Swahili - an imp:acticable sugges;iop from all points of view. The'ngxt
phase of implémenting Swahili requifedvthat all govermment officials were
to communicate -with everydne in Swahili. 1In fact all official;_ were to
be reqpired to pass Swahili proficiency‘;ests; Howéver, these tests were
not implemented 'and the policy stﬁtements -were mot taken 1literally.
Rather, they were regérded as a wérning of future reqﬁirements‘(Harries:

119).

In ideological terms, one might interpret Kenyatta's ultimate policy as

that of trying to create a sense of national unity. =~ He needed a

convenient vehicle through which to do this. 'A nation without culture is

dead, and‘:that is Qﬁy'l decreed that Swahiii would be the  nationa1
.}anguagé' (Sfandard, ﬁairobi, 14 September; 1974, cited in. H;rries, 1984:
119). In :eality, theré had never been a particulér kenyaniculture. The
variéus ethnic’ grbups might have had their own véulturai‘tfaditioné'bpt
thesé could hardly have been e;pected to coincide with whag Swahili’and
its Islamic aésoc{atidﬁs might reprééent.' HarriesfSpggests th;t,Kenyé has
;about siity: ethnic'communities Vand that iﬁ‘order‘to aphieve;goﬁe’sort of

national unity a national consciousness needed to be developed. Engliéh
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?Lk:represented the éolonial power and what was/is essentially European in
zrnature. Kenyatta wished' to create an African consciousness wﬁich
f transcended ethqié tiés. He wished to create what Paulston (1985) would
term 'geographié n#tionalism'_ whereby the nation-state woulﬁ"be' the
epicentre. vFishman_would‘ probably term this activity 'natibnism" (cf
A’Chapter,h).‘ Kenyatta tried to promote:Swahili as the facilitator of this
f*consciousngés in favour ofvother African languages in Kenya simply because
Swahili had a history of serving as a lingua franca and consedﬁenfly had
{;become neutralised of ethnic interesfs'to a large extent. it_would not

" have been politically expedient to select another, major Kenyan langpagé

as this would in all likelihood have generated sectional discontent and

rivalry. ' | _ : ,\\

‘The Mombasan dialect of Swahili was selected as the one to become the
national language. - The difficulty in promoting this language as the
" national language has become increasingly apparent. It is not a language

indigenous to the capital of Nairobi, nor is it a language spoken as the

“Jr'vernacular of a large group. vConsequentlyQ the‘motivation_ﬁor acﬁuiring

it as an effective means of communiéation in"fhe capital and business
cehtre of Kenfa is not great. Harries (122) points out thgtfunieS§ tﬁe
. political 1eadérs in the capital ;cqﬁiré a'ﬂigh degree of pfdficiency in
‘fhevlanguagé, there wiI; be little chance of it becoming a sqccéss as a
. national language. 'Obviously, a rigorous plan_of‘cultivating the language
to a suitable. ievel of communicative.'vfunctionality neéds 'to: be
implémentéd. lIn the mgaptime; a high degree oflp;oficiency inlEngliéh has

beenvcarefﬁlly establishea iﬁ Kenya and it is difficult to break the well

~entrenched notion of the prestige value -of English especially as it is
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regarded as a language of international communication and all major
economlc transact1ons conducted in Kenya with forelgn part1es are done
through English. The problem lies not so much with pollcy-maklng but with
'ithe failure thus farv to recognise the: need for language plann1ng_

procedures on. a grand scale to ensure successful linguistic change in

Kenya.

6.3  TANZANIA

e

Y
s

6.3.1 The historical perspective

The missionaries and colonists:

Roman Catholic and Protestant missionaries established schools 1in the

latter half of the nineteenth century with the intention of facilitating

- literacy in order that the scriptures might be read and, consequently,

'Chrlst1an1ty would be promoted. Swahili had'already become very much a

lingﬁa franca in the area, haV1ng been spread by Arab traders operat1ng

from the East coast. : Thev'missionaries found it (Swah111) a conven1ent

‘medium for 11teracy tra1n1ng, although they roman1sed the scrlpt.

’In 1885, after the Berlin‘Conﬁerence, the area which came to be known as

.Tanganyika fell under German colonial rule. Recognising the potential

need of admlnlstratlve clerks,
in Swahili and Arithmetic. Wh11e the mission _schools wvere prOV1d1ng a
moral education, the government

'training (White,_-1980: 262). The twentieth century brought with it a

the German author1t1es set about tra1n1ng‘

- schools were directed toward vocational,
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radical change to the economy of the territory with the development of . .

’.cash crops.  Hand in hand with this phenomenon went enormous changes in
communication needs. . An increased demand for literate and skilled labour
émerged. . The colonial authorities encouraged the missions to increase
their-eaucational facilities b& vproviding gove;nmént grants for lthét
purpose,Abﬁt tﬁe outbreak of World War 1 .put‘aﬁ’ end. to phis in 1914

(White, 1980: 263).

In 1918, thelleague of Nations gave Bfitain control over this térritory.
' White suggests that even though it was apparent that the territory would
be granted independeﬁce. at somg.-futuré point, the British colonial
authorities adoptedv a péliéy of trainipg individuals 'for the service of

- the colonial state' (Wh{te: 264). The influence  of the PHelps—Stokes

. commission and its pro-vernacular line began to manifest itself, except

that in the case of Tanganyika this was translated to mean Swahili. A

three-tiered system of education was instituted: primary school (4 years),

* Swahili medium instrﬁction; central school (4 years) - first two years -

Swahili, second two years - English medium;:and finally, Secondary school
(4 years) « = English medium. Iﬁieffect; very few pupils progressed beyond
": primary school, and only a pfivileged'few‘got as far as secondary school.

' _ World War 1II interrupted the adyéncements made in the éducational field.

~The spirit of African nationalism became evident in the years after World

War II and the Swahili language, so effectively éntrenched._by both

colonial governments in primary school began to be identified with this
African consciousness which was’ something quite different from ethnic

- .
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consciousness. At the same time a reaction against the European centred

‘philosophy of education Begaﬁ to emerge (White: 267).

- A second political feature of aftitudes towards Sw&hili is associated with
apparent British contempt of the language. Aithough_ Swaﬁi1i .was 'the
-3:medium of iqgtruction f&r the.firsf six fears of sphéol; the functional
:vfrole outside schooi was 'downgradé& by thé English vduring tﬁe'coloniai
regime when its speakers were restricted to the local baraza (local
‘ _meeting place)' (Polpmé, 1982a (1979): 90). This gave'the’ianguage, in
political terms, the advant&ge’vof being regarded as the laﬁguage of the
people - in other words, a democratised language 'unﬁainted with

colonialism or neo-colonialism' (ibid).

In _1946 The Ten Year Developﬁent Plan was introduced to increase
'.educatioﬁal provisions. More schools'were established to this.end. The
qoloniai authorities tried, without . consulting the wishes of the
.Tanganyikans, to de-emphasise western—type education,‘espé;ially in the
fural afeaé. - On one level the policy might have been intended to ehspre a
.mofe feievant_' eduéation for people 1living in specific types of
environmengs; but it was constrﬁed by Tangaﬁyikans as'a:délibefate ploy to
eﬁforce.peaéantry on the'people and. deny thémvaccess to the advantages of
the technologiéal western experience. A_Certain amBiQaience in sentiment
" .can be discerned here. fhe Tangaqyikans resented western infiuehce on the

one hand yet they certainly did not wish to have colonial decisions, which

apparently precluded access to westernisation, foisted wupon them;"

especially if these were seen in a dubious light.
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English, beforeb 1958, was introduced as a subject at school in ‘Standard V
.and as 'a medlum. in Standard VII. “In 1958 it was introduced‘as a subject
in Standard III. Attitudes toward the role of Eng11sh in the schools were
somewhat ambivalent: on the one hand Engl1sh was seen as -a power ful
 international language while on .the‘other hand .lt symbolised British

“colonialism.

* . A further content1ous issue was the apparent racial separation of the

3Afeducat1ona1 systems. Separate educational author1t1es had been set up for

‘As1an, European and Afr1can children. Naturally, as is presently the case

.in South Africa, this policy produced muchvfeeling of resentnent.

6.3.2 Tanzanian education and language policy: the Western Period

(1961-66)
Tanzania achieved independence in 1961. ~In essence the physical
vboundaries cut across ethnic and cultural boundaries. . Polomé (1982a

~,(1979) 88) c1a1ms that there were_ ten large linguistic‘ groups which
l:eompr1sed approxxmately BOA of the populat1on wh1le ‘there were a further
hundred linguistic = groups oomprising ;Vthe rest of ther populatxon.
'Linguistlcally, the divisive potential of all these groups needed to be
r:defused. From an h1stor1cal po1nt of v1ew, Swahil1 had _become well
"establlshed as a powerful communicative channel and, pract1cally, it would

be economically more realistic, certainly in the -early years of

_ unity.._ Polomé (90) suggests that, from. -a pol1t1cal angle, Swah111 was

. independence to select this language as the symbol of a new national'

associated with what is Afr1can, (the Islam1c influence aside), "as opposed.
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to English which was seen as an expression ‘of < British imperialism.
Consequently, TANU (Tangenyika Africsn National Union), the national
. party, adopted Swahili as the national ‘language. ' fhis action was even
more firmly cemented w1th .the incorporation of.ianzibar to the United
Republic ot Tanzania, as Swahili had alweys beenilthe most significant

_langusge there.

A‘new Educational Qrdinance' was drawn"up in 1961, inmediately after
independence and came into force in 1962. its nain emphasisv:was to
VAfricanise the curr1cu1um (G111ette, 1977: 50) and iteabolished the racial
divisions in the educational,system.r Cameron and Dodd (1970 192) discuss
"the'projected aims of this ordinance. Swahili “was to be the medium of
1.instruction in all.primary schools except for theifew which.catered for
expatriateichildren. _ Then FSwahili was to become a compulsory'subject in
_secondary schools Vand in 1965 an announcement was made that a11.teachers
:would heve to pass a written examination in English, Most of the teachers
in the.secondary schools at this point were expatriates and, as the medium
- of instruction ‘at the un1vers1ty was_ English, the 1ncent1ve to enforce

* this policy was not particularly strong.. Another factor to work at cross-

purposes against the support of Swah111 was the 1ntroduction of Eng11sh as

‘a subject from the first year of primarp education 1nstead of the third
ve year as previously inplenented under thei colonial.system.. In_e sense,
English was. being given’ even.nore' of a eboost,than it had during the
coionial period. -:The justification for this earlier' introduction vof
English was explained on the grounds‘ that it wouid permit an veasier
transition to English medium later. The position of'ﬁnglish renained_very

.much_a safely guarded one. - L ' -
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In 1964 the Institute of Swah111 Research, which was geared toward

preserving and _develop1ng that language as a nat1ona1 ‘language and medium

" of East African culture, was estab11shed at the Un1vers1ty College of Dar

es Salaam. - This early period of independence has been regarded as a

period of neo-colonialism, whereby the legecy of British imperialism left

~such a powerful set of values and systems that the new government was at

T first unable to purge itself and the country - of this legacy. Most

significant of this aspect of neo-colonialism was the

symbolically

. dominance of the English language in the upper precincte of educational

e S

institutions and the economy of the country. As in Kenya, the emotive

power of English as the language of an elite group made those who

possessed a flueney in the language loathe to -cast away the status

' associated with it.  President Nyerere and the TANU party recognised the

danger of this form of-neOfcolonialiSm early on during the independence

rule and consequently a more definitive guideline on the Tanzanian

national consciousness ~was presented in a series of pamphlets written in

1967 and subsequently published in 1968.

6.3.3 Tanzanian education in response to Ujamaa (1967-79)

published together in Ujamaa: Essays om

Nyerere s p011cy -statements_were

Socialism, and 1nc1ude three part1cu1ar1y significant essays: 'Ujamaa: the

basis of African Soc1al1sm y . the 'Arusha Declarat1on and 'Education for

y
gﬁ - " Self-Reliance'. " In ther'Education for Self-Re11ance , Nyerere argued that
the existing educationel system ‘encouraged inequality ‘and intellectual

arrogance together with a sense of

‘individualism. These features cut
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directly across the philosophy of African socialism which TANU was

~attempting to move toward.

++.in Tanzania the -only true justification for secondary
- education is that it is needed by the few for service to the
many... (Nyerere, 1968: 62 ~ Ujamaa: Essays on Socialism, cited
-in White, 1980: 275). '

Nyerere's policy was directed ;oward a largely rural 'soéiety of ujamaa

viilages through which people wodld, in a democratic way,'be,tééponsible:

fbr.théir own s0cia1isf_developmént‘(White, 274); ‘Expatriafe teachers in
the upper -ﬂief&rchiés of the educational institutions were repiaced by
Tanzanian citizens by mid-1970, a sifuation which White_ciaims waéiunique
to_independent‘African_stétes at that time. The East African Examinations
Council was established'inv 1967 to replace tﬁe ﬁritish Cambridge School
leaving Certificate Examination. In 1970 the.first Advéncéd ieQeI (;A'

Level) examination .in Swahili was introduced to effectively give more

credence to the policy regarding that "language. No_ldnger ‘could its

educational significance be ignored ‘and, finally, it appeared that a
- concerted éttempt was being made to de-emphasise the importance of

- English, -

According to the education Act of 1969, local 'authorities vere to take

over the running of the schools in order that the educational system might

f£it into the grand scheme of 'Education for Self-RelianqefQ The central

government = would, however, = assume = responsibility for financial

arrangements. A system of community schools was set up whereby the

specific needs of the éommunity, especially in the rural areas, would be -

catered for. These schools would double up as adult education centres.
: ) . . . . -
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The fundamental aim of these schools was to facilitate literacy in Swahili

and improve the quality of life in the rural areaé (White: 277).

The role of teacher training institutions was to ensure that:

...the teacher...(is)...persuaded, first of all, of the new
political and soclological significance of everything he says
and does  in school. Above all the preservice the inservice
training of the teachers has to contribute to the formation both
of professional and political values that are consistent with
the national aims (White: 279).

In July 1970 the University College of Dar es Salaam became a fully
~ fledged university, the University of Dar es Sélaam. vIts chief function
was spelt out as to effectively promote a truly Tanzanian consciousness

according to the principles of socialism. Nyerere's 1naugural address

made this clear:

Our universities have aimed at understanding Western society,
and being understood by Western society, apparently assuming
that by this means they were preparing thelr students to be and
themselves being of service to African society...The
universities of Africa which aim at being 'progressive' will
react by trying to understand, and be understood by Russian,
East European, or Chinese soclety. Once again they will be
fooling themselves into believing that they are thus preparing
themselves to serve African  society...The truth is that it is
Tanzanian society, and African society, which this University
must understand. It is Tanzanla, and the Tanzanian people, who
must be able to comprehend this University...We are training for
a ‘Socialist, Self-respecting and Self-reliant Tanzania (23
August 1970: Inaugural Speech as Chancellor, in: Inauguration of
the University of Dar es Salaam, cited in White, 1980: 282).

Essentially, the political nature Qf education is unquestionably confirmed
by statements such as these and, 6nce‘the language 1ssue becomes the chief
'expdnent of these political values, the political nature of languége can

no longef,be denied.



More than any other sociocultural agent, language functions as a
binding, integrative, and solidarity- producing factor within and
between groups. A common language serves as an effective means
of identifying a society and as a potent symbol of the social
unity and solidarity of those who speak it (Polome, 1982a

(1979): 88).
In the case of Tanzania, Swahili has unquestionably been identified with

" precisely these features.

In keeping with the,essence of'TANU s concept of African soc1allsm and the
ujamaa village ,commnnity, the government set about a polxcy of
fdecentral151ng state control. The effect on educatlon was .that from
1971/2 prlmary educatlon fell under the_control of regional anthorities,
although secondary and teehnlcal education remalned under tbe_control of
'A: eentral government.’ In_pOctober 1973, the TANU Cpnference pressed for
'complete.villagisation by the end of 1976. lhis implied a bringing
.together of all the small pockets of scattered groups of rural people into

V vlllage'communities.v The effect tbat this was to have on education became
obvions the follOW1ng year when "The Bnplmnentation of Education for Self-

' reliance' (also known as the 'Musoma Resolut1on ) d1rect1ve was announced.

" Universal. Primary’-Education (UPE) was called for by November 1977. In

'1975 a newv 'V1llages and Ujamaa Villages Act' ‘was passed whereby'each'

" village was to be regarded as a co—operatlve society; The process of

villagisation produced greater economic Success and this meant that more

fac1l1t1es m1ght be provided for educatxonal purposes. In'the latter half

of the 1970s, Hlll (1980: 364) notes that school enrohnent figures soared

‘enormously in response to the 1ncreased classroom fac111t1es, "The effect
on language education'becomes perfectly obv1ous., A.dramatic increase in

-the 11teracy level of the Tanzanian society became all the mo:e poss1ble,
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- and since this literacy would be through the medium of Swahili, the
strength of the symbolical significance of that language in terms of

" nation~building or nationalism (territorial nationalism) is clear.

k"; Swahili in primary schools

¢ - - One of the chief purposes of primary education in Tanzania, from the

" _outset of independence, has been the provision of a permanent literacy in

 .ﬁhe national languaée;. There have been quite significant problems
:.aésociéted with this policy. During the early days of independence fhere
were insufficient teachers fully equippéd to teach Swahili. Secondly,
'young pupils were pl#ced under heavy preséuré from a linguistic point of
view.‘ For many{ Swahilivwas a second language and to compound the

confusion, a third language, English was introduced dufing the first year

at school. Mbunda (1980a: 285) points out that the extent to which

- Swahili presented itself as a second language varied. "For a small
minority, the 'lahguage_ﬁas the mother tongue aﬁd, therefqre,_the only’
'7 difficu1ty>p:esentiﬁg »itself at 'school.wag basic_literécy, Then ﬁhere:
were those pupils for Vhom Swahili.'was_alfeady known as a 1iqgu; franca
.‘aéd gonsequently the motivatiqn fof a complete mastéfy of the language
would pfesumabiy be quite- high aé' it wogld.be obvious to the pupil that
the language served a .fﬁnctiﬁnél role. Thirdly,'theré:weré'thosé pupils
-who lived in réﬁéte' rﬁtél areas where Swahili_would seldom be uéed. The
level of difficulty in acquiring functional 1itetaéyﬂinl8wahi1i would-theh '
‘be greatiy' increased,.aitﬁough these pupils_migh; af leasf speak another
Béntu.language and éo iéome of'tﬁe 1ihguis£id>pattéfns,migh; be familiar.

erurthly, there was a group of pupils whose mother fongue was mot a Bantu




' language and, furthermore, contact with Swahili speakers was remote. For
these pupils, thevprospect' of having to acquire functional.litéracy in

Swahili would be far more-daunfing than for other groups,

" Language planners had/have a complicated task. Given the great variation
in level of contact with Swahili, it becomes clear that there must be

adequate provision méde available for the _differént teaching approaches

" necessitated by this variation and, furthermore, teachers need to be made

capable of dealing with fhis’variation of demands. Hill (1980:_369)
records that attempts have been made to provide not bnly basic text-books
-but also 'mucﬁ supplemenpafy reading material, in the teécher;training
| colleges, the Departﬁeht of Swahili at the Uniyergity of D&r es Salaah and
-‘ the Institute of Swahili Research.  Many traditional stories héve been
translated froﬁ the various vernaculars into Swahili.' The basic text-
books which ~ensure Swahili méaium teaching are theoretically’ av;ilable

although there appear to. be printing'shoftages at times.

.Egglish in primary schools

Thg English ﬁanel of the institute of Education afjthe UniQérsity Collége
of Dar es'Saiaam in December 1966 formally recommenaqd.thaf English should
not be emplbyed as the ﬁedium §f instrucfidn in primary schools. (It had
not been the policy. bﬁt, .possibly since‘lEnglish' was ‘the ﬁediumfvin
secondary schoolé; it was - fhoﬁght.neceSsary tovmake a form;l deélaraﬁion

"on the subject.) Neverthéless, as Mbunda (1980a: 293) hints toward,

distinctl& ambivalent feélingQA about the role. of Ehglish manifested

themselves. English was to be taught as a subject right = from the
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beginning of primary school, whereas even during the most pro—Englishb

- period of colonial policy this had only usually .been‘ effected ' from

Standard III. = On the one hand we note that there was a formal rejection
of English and on the other hand it appéaréd to receive greater support.
Perhaps the ambivalence lay in the fact that, as Hill (370-372) suggests,

the perceived role of English was changing in Tanzania. 1In 1978 the

Commissioner . for National Education said that the main purpose of teaching

English in 'Tanzanian society was that it was needed for very practical

purposes, e.g. ensuring that farmers could read the instructions- on

~imported goods. The acting Director of Teacher Education, at the same

time, said that English was needed as a means to international

communication and as an entry to/gaining access to new knowledge

(Hill: 370). These functions of Eﬁglish had therefore not changed

dfamatically, except that English was no longer associated with‘the sole

means of 'entryAto the upper echelons of the administration and economic

" world in Tanzania. Another éontributory factor to the ambivalence toward

English was the increasing tendency to view the language as the purveyor

of imperialism and the 1negative connotations associated with it while at

the same time there were still those who hung onto ihe belief of the

importance English représented when upward social mqbility was aspired to.

"~ This latter belief was becoming increasingly more unpbpularto those who

‘aspired toward the new political order in Tanzania.

. Trappes-Lomax (1978ﬁ 4, cited in Hill, 1980: 371-2) e#presses these

arguments as follows:

The positive values attached to English' as ''the 1language
associated with upward social mobility' of access to Hhigher =
education and the World of International culture has been
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largely lost and has been replaced with negative values as the
language of. former colonial domination as a language to be
spoken out of necessity for some rather than out of choice. 1In
the process of change of values and exploitation of values, the
rise of Swahili it appears, has to small extent, resulted from,

“and to large extent, resulted in the decline of English both in
its symbolic and instrumental aspects. To use English
unnecessarily is said by some to be 'Kasumba', indicative of a
non-Tanzanian mentality, " yet the use of English in some
settings, principally in education remains .a neces51ty. How are
these two realities to be reconc11ed7

gﬂ@:jhe:pbsition of English in édﬁcation seeﬁs at thié stage weil entrenched.
‘Thisg is especiallyvro because there is still ﬁot an adequate suprly_of
': jmaterials for a Swahili medium approarh to secondary and higher education.
;-;_Efforts are béiqg méde_ in‘this direction, but, as yet, 'O'_and 'A'.Level

. examinations are conducted through the medium of English. This means that

the motivation to retaiﬁ English as a subject in primary school is high.

Furthermore a functional literacy in English simply means that an enormous

range of material written in English across a wide field is available to

Tanzanians.

It is, however, the intention of the government that Swahili‘ will
" eventually become the medium of-education‘throughout secondary school and
even in tertiary education. The teacher education syllabus of 1976 states

. that the acquisition of English in primary school is- infended to

facilitate‘the transmission of ideas useful to the Tanzanian pupil as well

as to ensure that the pupil will be able'torcopé, successfully, with the

English medium at a later'point in the'educational programme. English is

f;also regarded as a vehicle through wh1ch ph1losoph1es relevant to the

strategy toward self—rellance and political awareness are fac111tated
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dne of the results of the Africanisation of education has been that
‘xpatr1ate teachers have been replaced by Tanzanians as far as poss1ble
’abd there 1is a fear that this will ult1mately have ‘an effect on the

‘La1ity/standard of English teaching. Obviously it is more difficult for
fluently in ‘that language than it would be for a mother tongue
pupils will suffer and this

the quality of English passed on to the

ﬂprocess will be exacerbated in Subsequent generat1ons.

LfTwo_major phenomena have emerged since the early days of independence.
fF1rst1y, UPE has resulted in a huge 1ncrease in pr1mary school entrants

,_(225 071 in 1973 to 898 439 in 1978) (Hill: 364), which means that the

potent1a1 for a growth in English _literacy had risen enormously and,

vb consequently, the importance of English in the everyday lives of rural
children has changed cons1derab1y. Secondly, the feeling of ambivalence

' toward English has galned momentum for the reasons ment1oned above.

Swahili in secondary schools

secondary education since the early days of 1ndependence._ Initially its

status in the secondary school was not very h1gh' not only was it treated

%h, as simply another subJect’ and not a medium, it was only _in'1970_that an
1A' Level  examination was introduced There'existed a sad paucity of
 written material in the subject and few teachers were su1tab1y qualified

'_ to teach the language at this level espec1ally as the

using a second language or even a third language to be able to

;gpeaker. Inevitably, if’teachers are not suitably fluent in English then

The position - of Swahili has been undergo1ng significant changes in.

Department of
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i;hguage and  Linguistics (opened in 1964) which caters for Sﬁahili, had
ﬁ&t lohg been in existence at " the pnivgrsity. ’Noﬁ,-the.uniigréity has
‘;nsdred thaf éﬁeryvseconda;y échool_has a fully qualifiéd Swahili.teacher.
;Thié has been madé eésier because the number of secondary schools has mnot
:seen increased to the same.extent that primary schools have. TANU's
2:pbliéy here haslﬁeenr to limit the ﬁumber of secondary sahodls in ordér
glthat only 'tﬁe manpower needs of Tanzania‘a;e catered for i.e.'geqondary
:'e&ucation is tigd to the manpower requirements.of the counfryV(Hi11:2380).
f-ansequently, it has been easier to make adequaté prbvigions in terms of
‘staff and ‘materials fof the felativeiy few secondary schools that‘are in
_~¢xi§tence. Mbunda (1980b:_316) fecérds that energgﬂic efforts are being
’ mgdé to pfovide adequaté.'teaqhing materials in Swahili. The move toward
even more Swahili usage‘ in secondary schooling now seems moré feasible

provided that increased materials production takes place.

English in secondary schools

Up until 1965, the Syilabus for English in secondary schools was very much
‘British orientated with a literary focus rather than a more 1pragma;ic
emphasis. The new syllabus of 1976 illustrates ‘an entirely _difféfent

approach:

During = their - gtudy of English, students should grow to
appreciate the cultural and political values of Tanzania and to . =
develop socialist attitudes...English is a tool for world
communication for sharing the gocialist experience and for
personal development... - (Ministry  of National Education,
1976: 27 £f, cited in Hill, 1980: 383-4). | I



FThe purnose is not only a political one, a practical motivation lies

éhind the new syllabus, basically to make English more relevant to the

~ﬁééds of'the pupils.involved.

lare becomlng apparent. i Brumflt (1980: 329) suggests that unless drast1c
4§ction is taken in th1s regard the Tanzanian Engllsh.d1alect, 'Tangereza
will develop to such a p01nt that the whole purpose of teach1ng/learn1ng

Engllsh w1ll be den1ed as this dialect will not facilitate international

commun1cat1on.

‘A second. and related problem is that according to Hill (287) pupils are
fj struggling with English at  secondary level. This pbint is a significant
one and W1ll be taken up in Chapter 8 which deals with the English medium

policy of SWAPO in Namibia.

»

English in tertiary education

It seems 'likelv that Engliéh will rema1n the medium of instruction in

tertiary educationi for some time to come 51mply because the enorm1ty of -

developing a technological and Scientiflc vocabulary for Swahili and the

'Vflnanc1al con31derations involved in having to translate such highly

specialised texts will preclude the practical 1mplementation of such an’

eventuality for the foreSeeable future. This S1tuation is much the same

as that in India where the policy regarding regional languages finally

gives way to English at tert1ary'levels because of 1nsuff1C1ent mater1als '

‘and inadequac1es in the 11ngu1st1c ab111t1es of the teach1ng staff.'

ﬂore " and more though, problems relat1ng to the quality of teaching staff
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"french
e

<¥’ii£:times the‘idea of Pan-Africanism and contactrwith Francophone Africa
\Tmade_the acquisition of F:ench_appear an attractive hroposition.. However,
jits position. in schools " and tertiary.“education haa taken a someqhat
: ,ﬁabhazard‘course. and in general the French language is not really'taken

geriously at a national level.
" 6.4 CONCLUSIONS

.The situationsv in both ‘Kenya and Tanzan1a have much in conmon hut also
"there are aignificant differences. In both terr1tor1es the physical
.boundaties have been established'without concefn_for tradltlonal ethnic'or
linguistic ones. '~ In both conntries a multilingual .situation presents
| itseif.l Both are ex—colonial tertitories where English'.has manifested

itself as an important ' means of communication ‘in  economic and

administrative positions. Swahili has a trad1t1on of influence as a

1ingoa franca, -spread 1nto thetinterior, 1n1t1311y by Arab traders from

the East Coast towns of Mombasa and Zan21bar.

_Essentiaily the d1fferences m1ght be ascr1bed to hlstor1ca1 and political

events.  While Kenya's ex-colon1a1 h1story .was 11m1ted to British

'domination, Tanzania has a history of German occupation from 1885 to the

end of World War I and then the imperiaI master_ became Britain, - The
effect of th1s change has much to do w1th the language pollcy in Tanzania
and how it differs from Kenya. The German colonlsts encouraged the spread

of Swahili 1nto the 1nter1or both as a 1ingua franca and,a’ medium of
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-ihstruction in schools. Furthermore, the administrative centre of the

y :hen Tangany1ka and the now Tanzania was Dar es Salaam, a Swahili speaking

4its role _1n that soc1ety. Once the changeover to British was effected,
" although the importance of Engllsh as the language of the administrators

::hnd~the economy'was established, Swahili's p031t10n in primary education
“ up notions of associative 1dent1ty with the language.

In contrast,A the situation in'Kenya was altogether different. There was
L no history of German colonial influence and it was not the policy of the
' ABrltlsh to encourage Swahili as a lingua franca.. . The administratiye
centre of the territory was shifted from a Swahili speaking area, Mombasa,
~to the interior town of Nairobi where Swahili was barely known as a lingua
franca. 'Consequently, the position of Swahlli, in comparison to the

situation in Tanzania, declined.

'After independence,b Swatiili had a head start‘as a language _capable of
'Aassuming the -role of a national language in Tanzania. ln Kenya, the move
toward'Swahili began at a muchﬁhslower pace.” .Politically;ivtoo; the
situation in Tanzania’seemed far‘morebclear at the outset of 1ndependence.
For, although there followed a period of what. some critics call a

: dependency on neo—colonial values and westernisation, it was clear that

Tanzanian society was mov1ng clearly in the direction of a - gpecific

phllosophy of Afrlcan soc1allsm. . By 1967/8 Nyerere's declarations made

TANU's strategy emlnently clear and this had its effect on‘the language

policy and the de-emphasis of Engllsh 1n favour of Swahlli. This is not

. grea. 0bv1ously this had an effect of promoting.Swahili and entrenching.

”?remained largely intact. Speakers of Swahili had already begun to build '
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o say that the policy statements have been implemented in full, because
Ehéy certainly have not, _but _steps in that direction are perfectly

.discernible.

':ﬁistorically, Kenya was at a disadvantage as far as the position ‘of
f?5wah111 is concerned. Politically too,' it would appear that the p011cy
;fdirection of KANU andiPre51dent Kenyatta was not nearly so closely defined
»,ltoward an Vessentially Africanisation of Kenya. . Consequently, the years

1mmed1ate1y after independence show quite clearly the elements of neo-

'coloniallsm. From 1970 onward various statements about the Africanisation

‘~policy of KANU have been made, but as yet no clear attempt to 1mp1ement

these has been-made. ~ The position of English, in effect, has remained

almost exactly as it was under British colonial rule.  The only

discernable difference now is that it is politically fashionable‘to regard

it as tainted with the colonial'bruSh.

'pThe essential difference between the two countries lies, then, in the
apparently greater 1eve1 of articulation and 1mp1ementat10n of policy in

Tanzania than is the case in Kenya to date.

The significance of these two analyses is the"emergent pattern .which

appears to strike new1y 1ndependent countries in Africa. The legacy of

the position of English is d1ff1cu1t to shake off. Besides, the situation"

is not simply one of resentment against ‘a colon1a1 power and its 1anguage:

in the ~case of English the 1anguage transcends that of 1mper1alism, it

has become a way of gaining fam111ar1ty w1th the rest of the world. In

other words, it has become a world language, SO the motivatign to purge
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from the independent state becomes obscured. Secondly, it

R ihe language
jappears that after.independence it is likely that a péridd' of neo-
ﬂcolon1allsm w111 exlst in that soc1ety while the 1n1t1a1, rather tentative
" geatures being the case in Tanzania and Kenya, tend to' suggest that a

._gimilar pattern will emerge in other territories after independence.

Lmovements are made at ‘estab11sh1ng a ‘new nat1ona1 1dent1ty. These
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CHAPTER 7

FURTHER STRATEGIES IN POST-BRITISH COLONIAL AFRICA -

 ZAMBIA, BOTSWANA AND ZIMBABWE

7.1 INTRODUCTION

‘éiyeﬁ tha; the ulti@ate 'purpose of. this study - is to draw up.a.pgssible
zééénafié for ﬁhe direction' ih which- language policies will mové in an
 ?indepeﬁdent.South Afri@a, it is 1mpor£aht to trace the policies of those
;:gountries which might'brove'to be influential forcés in the determination

.; of such policy. .

‘Zambia, Botswana and'Zihbabwe, like Kenya‘and_Tanzania, have a hiétory of
. British colonial rule. " Each of these independent countries is
~© particularly 1nterest1ng '1n_term3» of assessing the Situatioﬁ in South

 Africa.

Whiie Zambia has‘apdtentially'mofé qomplicatéd multilingual situation, in
:termé ofn the number of languages sppken; fhan‘ doé§ South ‘Africa, it
presents us ,with a sét of Vprioritiés_which ét the moment seemlto.bear
vgféat 1nfiuence on the SWAPO (South West Afriqan Peoples' Orgénisétion)v
‘,rpblicy fqr an Indepéndent Namibiaf The SWAPO policy is 1mportaht because,
shéuld it Vﬁécqme_implementedv iﬁ Namibia, .fhe ‘ramifications for South
Affica would becomé élear. B Namibia and South Afriqa 'shgfé a éoﬁmon
history of the effects of Bén;u _Education éé':discussed in‘Chapter 5 of

this study. ' The response to the effects of Bantu Educagion, after




‘;pendence in " each 1instance is, accordingly, likely to reveal

e ;i;uationv-in Botswana 1is interesting because in that country the
HOiqé of English as vone of .the two nationai and official languages is
traordinary, given the faet that most of the indigenous population.ate
'ghefa ef 'Setswana. . While a.equntrf sueh as Tanzania has-attempted to
¢ ééc Englieh and nse an alternative African lingua franca,éne would
une that where there. is already a hniltein language and where the
oblem of the divisive nature of a multilingual situation i;vbgreatly
ini shed, an 1nd1genous language would gain prominence. The implication
gfmSOnth 'Africa, of "what is taking place in Botswana, is that English
. enjoys at present, for

11 achieve even greater prominence than it

asons other than national unity.

 imBabne presents uevwith a further dimension of 1interest. >It is the
oungest"of the_independent states and so presents us with a scenario
::h_mlght be more appllcable to South Africa's pe51t1on in the future.
ondly, Z1mbabwe shares W1th South Afr1ca a second feature of colon1a1
tory - its last 'colonlal' master was not the Br1t1sh Colontal Offlce
>t‘the minority of settler whites 11v1ng in that territory and hence the
yance'for Seuth Africa is clear. | |

niqﬁchapter will not be approached with the same degree of detail

éded.in Chapter 6 on Kenya and'Tanzania for a number of . reasons.

' rStIY, much of ‘the early British colonial policy in Zambla, Zlmbabwe and

. is similar and there is l;ttle p01nt in being overly repet1t1ve.
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condiy’ the relevant documentary information about educational matters
{fficult to procure ffom»South Africa, given the sensitive nature of
. L ? .G : i

fitical relations between and these countries, )_ The section on Zambia
"’

however, be more comprehensive than those on Botswana and Zimbabwe

it is clear that there is a direct link between the Zambian policy and

'bﬁtiéf the SWAPO line at»preseﬁt. The close association of SWAPO and the
‘gclfAfriéan Natiénai Counciis might lead o;e to assume that once the ANC
;Eécélatgs_its language poliéy 'there miéﬁt again-be siﬁilarities of9
g'lqu. The disSimilarities Betweén the South'Afriqén_ situation and
"kfof Bétswaﬁa are suph.that ~only a brief.examinatidﬁ‘ of policy in
 ;yéﬁé will be pre;eqﬁed. The examination oflthe_situﬁtion in Zimbabwe
»;i aiso Qe bfief'becau§evthat country is'still in the early days of its
4 néeééndénce and changes with régard to language poLicy are still likely

ito occur in a more definitive manner than is evident at present.

Historical perspective of language policy

estern Rhodesia were joined as Northern Rhodesia. In 1924 the British
onial Office took over the administration of .the Protectorate of
tthern Rhodesia.

othis " point, education 'wasilargeiy' in the hands of the missionaries
l0se main purpose was thevevangelisation‘ of the indigenous population.

Ulle the missionaries discouraged traditional customs as these would tend

e territory now known - as Zambia was administered by the British South

African Company between 1890 - and 1924, 1In 1911 North-Eastern and North-.
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f:té come into conflict with Christianity, they nevertheless‘made a study of
f. cne Zambian languages (Ohannessian, 1978a: 275). 1924 was the year of the
Pﬁe1ps—Stokes Commission as discussed in Chapter 6. This commission had'

,cognised the value of mother tongue 1nstructlon but had also

‘acknowledged the d1ff1cu1t1es in providing the ‘mechanisms for such a

-policy_in territories where1n a mu1t1p11c1ty of 1anguages was spoken.

In 1925 the Colonial Office appointed a Central Advisory Board on Native

Education in response to the Phelps-Stokes Commission. It took “into

- account that the missionaries had put into writing some of the Zambian

fvlanguages and in 1927 recommended that four 'mative' languages should be

used at school from the f1rst year of primarygeducation.

“In 1930 the Northern Rhodesian Annual Report Upon Native Education noted

" that as there was no African lingua franca in the area, the teaching of

" . English should be regarded as more of a priority here than in the colonies

' where Swahili was used to this end (Ohannessian: 288).

- In principle, by the latter part of the 19505, education began in primary

schools with mother tongue medium and that where the mother tongue was not

one of the four off1c1a11y recognlsed African languages a change to one of

these languages as the medium of 1nstructlon would occur during the’ th1rd

year at school. During the fifth year English would be gradually

introduced as the medium, so that by the end of primary school, the
seventh year,5 English had
be taught as subJects _tovthe"end of

-

could be taken as

Z1mbabwean 1anguages continued to

primary school and two of them, Chibemba and Chlnyanja,

replaced ' the -African' Ianguage. . The four
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éxgmination subjects for the Cambridge School Leaving Certificate

gxaninations (Mwanakatwe, 1968: 211).

A; the end of 'the colonial period Zambia was left with an enormity of

:41inguistically divided. Furthermore,' during the colonial period the
“;ducational policy had in broad terms emphasised functional literacy and
cpractical skills which were designed to encourage the maJority of the
;,population to remain in the rural areas. The majority of pupils left
L;school during the first few years of school which meant that they were
: 1inguistically constrained to vernaculars. These languages were not
'fsufficiently developed ‘to cater for'the needs.of a developing nation;
._YVery little secondary education was provided to black children so that at
>: independence in 1964, Zambia was forced to rely very heavily on foreign
':teaching staff as the country simply had no way of providing the teachers
'needed to upgrade and increase ‘the - educational facilities. Vast

'_discrepancies existed between the educational opportunities provided for

the various sectors of the population during the colonial period and these

." had to be eliminated after independence._

7.2.2 - Language {ssues after independence

Zambia achieved its independence',in 1964. and the first . task which

manifested itself was the promotion of a unified national consciousness.

1_ It was believed that the promotion of ethnic differences would be

Videologically inimical to'the creation of 'One Zambia, One; Nation'.

Consequently, when the question of the national language arose, it was

' problems created by the territorial delineations of the country ‘which '

ensured that . it, far from being a homogeneous whole, was ethnically and
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'.,Bgreed that should one of the indigenous languages be chosen to fulfil
¢his role, then resentment and divisions would occur. ‘While Chimbemba and
,,ﬁhinyanja were spoken by a greater number of Zambians than the other

v:ianguages, there was no widely accepted lingua franca in Zambia other than

:tngiish. The colonlal hegemony had left English far more efficiently
;gﬁtrenched in Zambia than even in Kenya and so it was hardly surprlslng

*fﬁat English was chosen as the main offieial language of Zambia. Seven of

;ehe indigenous languages were also given the status of official languages

" and these are: Chibemba, -Chinyanja, Silozi, Chikaonde, Lunda, Chi;ongaAand

~ Luvale. This suggests, already, that greater recognition would be given

the indigenous languages than was given during the colonial era when only
' ifeur languages were really treated with much respect. However, as far as

the med1um of instruction was concerned, a decision was made in 1965 that

'Eng11sh ‘would be the only medium of instruction in the schools right from

‘year one of the primary school. This was a policy decision which at the

.time appeared unique to 7ambia when compared with the other ex-British

"colonlal terrltorles in Africa. This policy appears to go against the

. argument in favour of mother tongue instruction. The rationale‘behind it

seems to have been 1nf1uenced by the 1nequa11t1es within the educational

system during the years of colonial

adequately trained through the medium of English were the ones who

succeeded along the road to economic advancement.

This was a decision based on the determination of the Zambian
Government to democratize formal education, by preparing the way
- for the elimination of inequality in educat1ona1 opportunlty

(UNIN, 1981: 77).

rule wherev those pupils who ‘were
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¢ the same time the teaching of the indigenous languages was also, in

fﬂeéry taken seriously in order»that' the ch11d be given an awareness of

4 pride in his cultural heritage (Ohannessian, 1978b: 292).. When one

amines the provision made for these languages immediately after

’;ndependence; one discovérs that they were not, in reality, promoted

rough the 1anguage planning procedures which operated within the system.‘

; e zambian 1anguages were 'required to be taught only at primary school

2,

-nd they were not examinable. This had the effect of prov1d1ng very

B

i ttle motivation for pupils to acquire a 11teracy in these languages, and

écpndly, it was reported that teachers were unenthusiastic about mother

\i

tongue 1nstruction (Ohanness1an. 298) The problems were compounded

because very often, espeC1ally in urban settings,

class whose mother tongues did not coinc1de and consequently th

uld not be able to cater for the needs of all these pupils. Furthermore,

ere was simply an 1nsufficient number of teachers trained to teach the

ambian languages. 0hannes51an (306) notes that 34% of the teachers have

nother' tongue which is not one of the seven official 1anguages and

consequently their 'competence.:to teaeh the 'designated language 1is

aubian 1anguages which suggested
The problems relating to the teaching of the Zambian languages in the

;Qatly years after independence:night be summed up as follows:

- the attitudes of the community, the pupils and the teachers towards

the indigenous 51anguages'were frequently negative - prestige status

P N - .
being conferred upon Englishj

there would be pupils in

e teacher

fdoubt ful.  In 1970 only half the Grade I classes had text-books for the

an 1nadequacy in materials prov151on.
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‘the linguistic backgrounds of the teachers and the pupils often did

“not coincide; "and

the teaching materials in these languages were not adequate.

“ln order that English be taught as a medium right from the word go, the

f ﬁnglish Medium Centre was set up _under British Aid to the Commonwealth

iﬁng11sh officer (Wigzell, 1983: 2). This, in itself, suggested that

fZambla was moving into a per1od of neo-colonialism with a dependency upon

the old colonial master. ~The initial policy decision mas that the New
l,Peak Course of Kenya would be adapted for use in Zambia. When it was

“discovered that early assessment of the success of the New Peak Course was

3f not favourable, a new Zamblan course was considered necessary. The

initial lack of success of the Kenyan system was largely owing to the too

hasty introduction of the sYstem and this should have provided a warning

to the Zambian authorities. Political need to demonstrate success on the

t.educatlon front, ‘however, resulted in a similarly hasty attempt ‘to

 implement an '1mmed1ate Engllsh language 1mmers1on policy (wigzell, 1983:

2), desp1te recommendatlons agalnst th1s by the Engllsh Medlum Centre

" 'which later became known as’ the Curr1culum Development Centre.

had'to embark on an extensive programme to

The English Medium Centre
(known as The New

produce new materials for the’ Engllsh Medlum Scheme

Zambia Pr1mary Course after 1970 and then later _stlll as the Zambian

'Primary Course). - By the end of 1970, the materlals had been produced as -

far as 'the'middle of Grade 6 in the primary school (McAdam, 1978: 329)
A , _ v r
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‘The mater1als produced were specifically geared touard what was applicable
VQ‘af Zamblan frame of reference; so from that point of_vieu a concerted
iattempt was be1ng made ‘to create a sense of.the common national.heritage
o“t_qf a situation where in Fishman s terms there was preV1ously no 'Great

'Ttadition' at national level (cf Chapter 3 here1n).

”Tfﬂisgivings.about the stress given English, nevertheless, began to appear

a5 early as 1969 when the Vice-President of Zambia, at that time, said:

T eee WE should stop teaching children through English right from
the start because it is the surest way of 1mpart1ng inferiority
complex in the children. and the society. It is poisonous. It
is the surest way of killing African personality and African
culture. From my experience people defend what they have and not
what they do not have. The African children will only defend
‘the European culture because that is what they will be taught
from the start to the finish (Kapwepwe, 1970: 68) .

- Serpell (1978t 432) suggests that' criticisms such as ernressed by
' Kapwepwe, above, were 1nfrequent dur1ng the early years of 1ndependence as
".no-one particularly w1shed to be accused of promotxng ethn1c1ty (w1th its
1mp11cat10ns of tr1ba1 d1v151on)‘_through the support of the cultural

" values attached to the Zambian languages. However, gradually more and

more'criticism of the Engllsh language approach began'to manifest itself.

Initially, the claim‘had ‘been that English medium would facilitate_ a

democratisatlon of education as . everyone wou ld rece1ve exactly the same

kind of educat10na1 opportunltles.- However, wh11e this ‘was so, English

retained associations left over from the colonial period, when it was seen

as the language of the ruling class and the African 1anguages were seen'as

the languages of_the peasantry. English became more and more a symbol of

e
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powef and prestlge after 1ndependence partly as a ‘result of the value

gccorded it in the educat1ona1 sphere (Serpell 433).

serpell extends his argument to suggest that language became a mechanism

-for creatlng a strat1f1ed _soc1ety in Zamb1a, and ‘this operates in direct

r‘.;;oﬁrlict with the.'attempts to democratlae ‘soc1ety. ‘Arguments were
z;increasingly put forward that;thevteaching through'a'mediuu otherlthan the
_‘;pother tohgue created a conflict between the environments of the home and
'Jthe school »and.this' might be traumatic for .both_child and parent. An

,examination of the level of education of school leavers has shown that as

. elsewhere in Africa, the wast majority of pupils is having to leave

:school after prlmary school and many are before that. Consequently, it is

unlikely that these ch11dren have acquired a sufficiently high level of

" literacy in their second__language at this point. They might have been

able to achieve a greater level of literacy in their own language.

As a result of the articulation of these concerns, the Ministry of

Educatlon began a programme of reviewing the Zambian educational system in

19754 A Draft Statement on Educat1ona1 Reform was published in 1976, The

;questlon of language med1um was . addressed and it was noted that, while

- ideologically in the interests of national ‘unity, it waé neceseary that
: all Zambians learn to communlcate through the national Ianguage,'English,
it was educationally preferable that early school1ng take p1ace through
the”medium of the mother tongue. It was suggested that the medium of
instruction be the mother tongue (L1) 1in the first tour_yeara of school

‘where the L1 was one of the seven officially recognised Zambian languages.
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pange o English medium would occur in the fifth year (Zambia, Ministry

jucation, 19761 11).

enrthe actual reform ~proposals were finally published in 1977 the
1gina1 position of English remained unchanged. It was argued that in a

”‘tilingual setting like Zambia  i; was simply not possible to cater for
e needs of mother tongue medium at primary school however educationaily

ferable these might be. - A recommendation was made that the Zambian

.nguages, however, be given greater importance at school so that they at

;.agt,enjoyed. the same level of importance as the other subjects (UNIN,

$981: 78) .

o return to the actual content of the - Zambian Primary Course, Wigzell

Laiméd that what was initially only an experimental course Wwas, by 1983,

of the modifications,whiéﬁ had

Ibeen suggested might improve the course. In "fact, he argued that the
oqfsé'had'major deficiencies:

3

© ee. all the available evidence points to the fact that as a
' subject English is failing to develop the degree of operational

~competence in the language that its use as a medium requires.

- The communication problem, it would appear, has its roots at the
.primary level, where the rigid structural syllabus gives little
encouragement to the development of creative language skills.
‘Since the pupils' communicative skills are underdeveloped, very
little communicative interaction between teacher and  pupils
. takes place inside the classroom. Children dutifully mime adult
. concepts but do not have sufficient control over the medium of
- learning to contribute, as they should, to their own conceptual

_+ growth (Wigzell, 1983: 5).

[ i
}12 one should take cognisance of

mocratisation of the educational arena in

. ‘ = .
Zambia, one must also point
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tke political ideologues use this argument conveniently. The

> iéy make=s, because of their primary concern with political unity have
ot;"aligned themselves with the requirements of educational success.
i*éfe'has Bzen a distinct dlSJunCthl'l b‘et'w'ee'n the goals of the policy

akers and t=e language planning procedures which are presumably concerned

’i:’h_Athe re=z1l need o.f those wh_o ‘are to be educated. in Zambia.

2.3 P-ssibilities for the future

One would e presumptuous to assume that the educational pblicy with

‘regard to I3he language 1issue will remain unchanged. Society is in a

continual szate of change and one m_ight argue that as society changes so

c=e perceived requirements of education and, in this case,

" language .

. At pr=sent English fulflls this function (lingua franca) but it
©. is masz difficult for the true emotion of an African National to
be ex-—ressed in a western tongue. - One wonders which, if any,
.veraz=alar, will eventually predominate, and what will be the
condi=-ions that pre-empt one rather than another. Or will there
‘emerz= a composite vernacular like Swahili in East Africa?

| " .(Robe=tson, 1970: 189).

; Whlle the sentiments .expres‘sed' -abb_ve_ are couched in .pat.ro'n_ising
f‘é;ininolch the essentiali questién. is one which 'still ‘éxists. , vtoday.}
Hh“ile Eng>3ish has been given so much promvin>ence in the educatiOnal. sphere,
t shouldé =ot be forgotten that much work has been in progress .witvh ‘reg_ard
i=3igenous Zambian ' languages. In 1971 v' the Zamb-ian' La'ngAuages
was given the task o‘f .standardisiﬁg the ‘s.‘pel-ling ar{d grammar of

seven of the languages. \'.'l"h'e presence of more adequate
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Jésqfiptions of the 1indigenous 'langdages ,wi11 inevitably create an
e languagesvcan be trained.

~environment whereby more teachers of thes

:Kashoki (1978: 31-33)) argues ‘that ‘while English is the pfincipal lingua

i

rather the one recognised to be go) it 1is, 1in

'_franca_in Zambia (or

“;eaiity, spokén and uhderstéod by fewer people than those who spéak and

gnderstand either Chibemba or Chinyanja. He suggests, furtﬁerméfe, that,

‘according to evidence sppplied by the Audience Survey conducted by the

' zambian Broadcasting Services (1970-73), the seven official ,Zambiaﬁ
~languages will _'act, to varying degrees, as languages of wider

T_communication within Zambia. He presents the following table as evidence

.of this:

TABLE 7.1 . official languages as linguae francae in Zambia _
VBemba Nyanja Tonga Lozi Lunda - Luvale Kaonde - English
“ percentage of mother-tongue speakers in the Audience Sﬁrvey, ‘
All Zambia - .~ - - 30.8 16.0 16.1 9.3 2.9 - 5.9 3.4 - 0.1
Percentage of respondents in the Audieﬁce'SurQéy claiming to speak official languages ‘
" AlL Zambia - 56.2 42.1 23.2 . 17.2 5.3 8.1 7. ' 26.1
All rural : . ) ’ : .
Zambia . 46.0 36.6 - 26,2 19.1 4.6 8.5 5.8 - 19.0
Ail urban . ' o . . ) o
Zambia . 83.8 .57.2 N o 20.6 12.1 7.2 7.2 10.8 45.3

(Rashoki, 1978: 32)
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i_It is likely that, in time, when the perceived need for fostering a sense
z;'gf national unity through the national language, English, becomes
‘iidiminished, a gradual and natural growth in the significance or status of

?:lthe indigenous languages will assert itself. ' ' _ :

The system adopted by the Zambian 'Government at the moment is one,
'ﬁhereby, in order to achieve a homogeneous society,.an attempt has been
\made to obliterate divisions and this has been done through what Smolicz
y'v(cf Chapter_3).calls hybrid monism. One might argue that there could well

" be a shift in the direction of what Smolicz calls cultural pluralism, more

j specifically, multiculturalism, where the vlinguistic and cultural groups

ﬂivwill be allowed to maintain and develop their cultures alongside the

;;~'dominant Zambian one which is conveyed through English.

~ 7.3 Botswana

_ Botswana had been the British Protectorate of Bechuanaland from 1885 until
its independencev in 1966. -~ 80% of the Batswana speak Setswana and so the

problems associated with language choice, in contrast with the other

- - territories under consideration are greatly reduced in Botswana;

7.3.1 The Role of the missionaries and the British Administration.

The first schools were established in 1840 by the London hissionary‘-
Society and the Hermannsburg Mission (Campbell, 1980: 576). Thereafter,
_other missionaries were responsible for establishingp sChools inp,the

territory.



e British;. or more ‘spécifically, the Cecil John Rhodés, dreaﬁ of a
¢o1§ﬁial empire stretching from Capé Town. to Cairo, came under tbfeat
1'dut1ng the 1atter years .of the nineteenth century. Fears of Gerﬁan
co1on1a1 expans1on from the west and Boer Republic expansion from the east

wrought British concern.

ISAafea was largely un1nhab1tab1e and it did not appear to promise economic
:3lrgwards. It had been annexed largélyvto protect British interests in the
;t'Capé Colony and to the nttth. ot tﬁe Limpopo.River. Botswana, at this
@“:point in its‘hi5tory, .was in va different situation from othgr British
colonies which were able to éfford attractivé financial prizes. :This héd
A;an effect on the amount of capltal‘outlay the Br1t1sh Colonial 0ff1ce was
3*_.prepared to make in the Protectorate. Educat;on and the social services

were left largely.in'the hands of the miésionaries._

"By 1910, since the British governhent had failed to make much effort with

after 1966. By 1966 there were only 251 primary schools and 9 secondary

schogls (Campbell: 401).

gradually more " and mdre pressure was’ brought to bear unt11 1ndependence

- was granted in 1966. s

5 Accotdlngly, in 1866, Britain proclaimed Bechuanaland a Protectorate. Ihe'

regard to education, the chief of the Ngwaketse_ formed a committee of -
fmission, British Administration and tribal_rep:esentatives to administer
*  the schools in his; district (Campbell: 399). Other chiefs followed suit -

and these committegs formed the basis of the school's]committees until

Dissatisfaction with the Br1tlsh admlnlstratlon began as early as 1930 and .
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?.;7.3.2 Linguistic features of Botswana

- The 1981 ICensuS'gave 936 000 as the population of Botswana. The largest
;111inguistic' group . of the Batswana people is the Setswana speaking

'cdmmunity.' Various Tswana groups arr1ved and settled the area dur1ng ‘the

'llseventeenth and eighteenth centuries. The1r strength in number resulted

- ;in their dominance over small groups of people already living in or about

to arrive in_the area (Campbell: 65).

The next largest group is the Bakalanga, a mixture of people who have come
vtqgether as a result ofAvariqns.historical factors. The language spoken
is Ikalanga. - Much: smaller gronps are the Bayei, Bamhuknshu and Basubiya,

all of whom have tended to adopt many features of the Batswana'lifestyle.

An offshoot of the Namibian Herero pedple, the Mbanderu, comprises a very
small percentage‘vof the populatidn; The Mbanderu share the Herero

language and customs (Mpaphadzi, 1984:‘7)f

Bakgalagad1 is a derogatory.name g1ven the nume rous snalljéronpsvliving on
fvthe fringes of the »Kalahar1 desert. These people speak ba lnumber of
related dialects which 1lie dwithin the Sotho-Tswana 11nguistit' group
" (Campbell: 85). |

Speakers.;} San (often knOWn as Bushman) 1anguages also conprlse a small
minority of 'the_population. The San people, the Basarwa, and the Balala

live in tiny scattered communities.
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~ There are 'approximately 12 000 whites living in Botswana and the majority

; ”are speakers of Engllsh.'

80% of Batswana are speakers of Setswana and consequently at independence

".Athe choice of national language did not pose a problem of p011t1cal

conflict seen elsewhere in Africa.

7.3.3 The linguistic policies after independence

English, as elsewhere in ex-British colonial Africa, had been promoted as

the language of governhental» affairs and the language' through which
econemic development would be made. Consequently, on independence in
1966, its signifieance did not wane. Owing to the fact that the majdrity
of Batswanas _are speakers of Setswana, ~ that language became an-officlal
~and first natlonal language ‘'of Botswana. Engllsh became the other

official language and the second language of the territory (UNIN, 1981

79).

The problems fased by .other ex—Brltish colpnial epuntries' in Africa in
.choosing a language through whlch a national identity could be created
sinply.did not occur in Botswana as Setswana already transmltted a common
pattern of beliefs and cultural identity for the 1largest number of its

people;

In terms of education, the pollcy set down .was that the medium of

1nstruct10n at school was to be Setswana for the first three years with a.

shift to English thereafter.v_ During the latter part of the L970s, some
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years after 1ndependence, more and more concern about the early change

medlum from the mother tongue to English began to manifest itself.

Vrn centred on the fact that Engllsh was g1ven so much more prominence

hool than was Setswana. This meant that the second national language

“being placed in a more advantageous position than was the first

onal 1anguage.' Educatlonally, this was not seen as satisfactory as

uplls were not glven suff1c1ent,time to become literate in their mother

It should be noted here that no educational provision was made

to speakeré of the minority languages. " The geographical size

Botswana, together with 'a small population, makes it financially

'mp0551b1e to cater for the small minorities.' Ideologically, the emphasis

on Engllsh 1nterfered with the spirit of natlonallsm which was purportedly

ednveyed through Setswana. A further concern was that pupil motivation to

"‘1re Engllsh was greater than that to acquire the mother tongue because

he former was con51dered to be ultimately more useful, particularly as

?‘chool ;1eav1ng examinations were set in English and not Setswana.

rthermore; that governmental affalrs are conducted through English as

"te‘the bu51ness matters, espec1ally in urban areas, is something which

.§>meant that English has been afforded a spec1a1 p051t10n of prestige.

'National CommisSiOn on Education in 1977 examined these concerns and
Cpmmended that more prestlge be given to Setswana by giving equal

‘?gnificance to _each language at the end of the primary school

i€Xaminations (UNIN, 198l: '79). As a result of the Commission's

R ‘ _ : L
,1ecommendat10ns it was dec1ded that as from 1980, the aim of primary

‘Jucatlon would be 11teracy in Setswana and that Setéwana would be the

jdium of instruction to the end of the fourth year of primary school
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(6ommonwea1th, April/May 1980: 13). The change to English medium would
také place during the course of the fifth year at school. Thereafter

Setgwana would be taught as a subject through to the end of secondary

aethl-

fhg'situation in Betswana is of particular interest, ‘because it is the
f;nlf country. of those nnder examination in this dissertation where there
fis:no .need for an eXternal :language to be squht as a lingua franca and
'eonvenient tool 'nith which to eircumrent divisions, resentments: and
ljealous1es among a plethora of linguistic communities. 'NeQertheiess,
ﬁﬁngllsh has been reta1ned after independence, whlch suggests that not only
u:-hasbthe colon1a1 1egacy, wrth its mixed b1ess1ng presented by Engllsh
ﬂ_remained present as.it has elsewhere, in ex—Brltlsh colonial Africa, but
Athat English performs funetions ~other than that of internal.linguistic

communication.

.’-Setswana performs the role of the first national language aceording to the
eonstitution,-howeyer, Eng11sh, the language used in par11ament, has been
herferminglthat role. It is hardly surpr1s1ng, therefore, that Engilsh

fiafter the early years of adJustment to 1ndependence characterlsed by that
nebulous phase ef neo-colonlallsm, a feature of post-colon1a1 soc1et1esr

is now being increasingly seen as a threat to the nat10na1 identity. of the

Batswana people. As Botswana moves away from 1ts,neo-colon1a1 legacy, the -

' dominant ideology of that country is 1likely to become more fqeused on a
national identity divorced as far as' possible from colonial influences,
;- - It is important, then, that there is a percelved need to strengthen the

significance of the African 'national language to this end and that
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ééognition of this need became more stridently expressed some ten years

.ther independence.

seeking self-identity wh1ch is embedded 1in her
culture ... She has an urgent duty to develop Setswana in order
‘for it to take its place of respect as the national language
- (Botswana, National Comm1551on for Education, 1977: 81).

Botswana is

.T; suggest that'Botswana' would move'ventirely away from Engiish at some
oint in the future awould be' naive. .English will almays retain. its
:imbortance as a Vehicle' of international communication. Botswana ‘is
,ghrrounded by countries which have adopted English (mith'the exception of .
Angola) as their 1anguage'of wider communication. In order to facilitate

“communication and trade with these countries the Batswana require English.

The'point.really 1s, that, whereas at 1ndependence the Botswana government

had so many priorities of great . urgency, the implications of the
ambivalent role of English was simply not addressed Now .. it is being

addressed and more emphasis 1is being given the dominant indigenous

language . Thevsituationv regarding the minority 1anguages is 1ess clear

for the future. Given the small numbers concerned one would tend to be

ﬁessimistic with regard to their future deve lopment.,

7.4 ZIMBABWE

In 1889 the British South African Company, under Cecil John Rhodes, took

over the‘ territory which 1ater became known as Rhodes1a and then Zimbabwe

after independence 1n 1979. The Education Act of Zimbabwe of 1979 stated

3

:tbat English was to be the med1um ‘of instruction .at all schools in

'Zimbabwe. 'Theiofficial languages of Zimbabwe were recognised as being



IAﬁguages'spoken by most of the black people in Zimbabwe, however, there
are a number of - other African languages spoken by small minority groups
and.these languages were given scant attention in .the,initial,phase of

jndependent rule.

. gchool while English occupied the position of medium of instruction. A
“modification to the Education Act was drafted‘in 1984. This relaxed the

'ruling on English medium and made provision for schools to choose either

E ffirst three - years of primary school. Toward the end ‘of 1984, three’

ixminority languages spoken in Matabeleland Kalanga, Vendaland Tonga were
recognised as ‘educational languages for the first three years of school.
.Thereafter Ndebele would be regarded as the educational language in that
Varea. v It was suggested’ that Shangaan would be included in this

.arrangement'at a later date (Hawkes: 1986). " Hawkes notes that the
N _circular which made this provision did not clarify Whether these three

" minority languages would be taught as media of 1nstruction or 51mp1y as

‘,7>.Subjects and neitherlwas itvmade, clear how the transfer to Ndebele in

Grade &4 would be effected.

At an English Language Survey Conference in Harare, October 1985, the

Deputy ?ermanent Secretary in charge of the Schools and’,Specialised

_ Serv1ces DiViSion_ of the Ministry of Education in ,ZimbabweQ N R M

tTanyongana, outlined ‘the offic1al_ rationale for the.use. of English in

Zimbabwean education. : Firstly, as English was laid down 1in the

EngliSh’ Shona and Ndebele. - vShona and Ndebele are the indigenous

! ‘provision was made for Shona and Ndebele to »be taught as subjects at

: 'English or one of the offic1a11y recognised Zimbabwean languages for the
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"?iconstitution as being an official language

Which‘ would be used in
‘périiament, the .business werld and the Law Courts, school 1eaversfwou1d
«'__needAa prqfieieney in .tﬁat language in order that they 4understand the
fxithational documents, busiqess transactions andvthe mass media.. Secondly,
:one at tettiary 1eve1, pupiis and students.would need te' be suitabiy
v.p;oficient in their use of that language. Thirdly, while ”Shona and

" Ndebele were also official 1anguages, it was English that was the lingua

franca and it was therefore used:

... to generate a sense of unity, patriotism and loyalty to
Zimbabwe 1in -~ all -our ethnlc/rac1a1/tr1bal/re11g10us groups

(Tanyogana, 1985: 2).
The rationale Tanyongana provided did not explain why English was given
»the role of first national 1anguage initially. Tanyongana recognised that

the use of English _has its'drawbacks because it is still associated with

colon1allsm and neo-colonlallsm and that as

the bellef that it has the effect of devalulng African 1anguages and hence

their cultural jdentities.

Ngugi wa Thiong'o (L981: 9) presents the radical argument againét the

colonial 1anghage explicitiy:

- The colonial educatxon system denies that the colonised have
real human languages. =~ These are described as vernaculars
meaning the languages of slaves or merely barbaric tongues. 8o
the children of the ‘colonised are punlshed and t1d1cu1ed
whenever they are caught speaking their mother's language, and
rewarded when they speak the language - of the master, French,
English, Portuguese OT Italian as the case might ‘be. This had
one aim: to make a child despise himself and the people who

"since English was the chief medium of instruction at school and the only

part of that aésociation'iS‘
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spoke a language which now was the cause of his daily reward and
‘ praise. Now take the English language for instance what are
the values attached to blackness in that language’ If a road is
very dangerous, they put the plcture of a grinning skull and a
cross of bones, and write downk BLACK SPOT: If a child does
not fit into the family, they say he is the BLACK SHEEP ... :

. The implication behind this is that. English, even after liberation,

‘_retains these attitudes which are 1nimical to African soclety.

-: what we have witnessed thus far in the early years after independence is a
familiar pattern where English is selected as a language of wider

communication and also one which acts as a unifying bond where intense

. rivalries exist between maJor groups within that newly independent state.

" This 1is certainly the case in Zimbabwe where there is a history of bitter
rivalry between the Shonab and the Matabele people. Secondly, after the
initial language npolicy'hasf been made, adjustments are gradually made to
agivebgreater emphasis to indigenous languages. Hawkes (1986) argues that
people in Zimbabwe need English for advancement and, consequently, it will
be retained ‘in an important pos1tion in educational institutions although
he predicts that gradually the policy will change toward a more bilingual

approach to language education.t

1t would appear that this movement toward bilingualism would be in
response not 8O much to the critiCisms directed against English but more

to the growing sense of pride in the indigenous languages as Zimbabweans

.experience a Simultaneous growth in their sense of national,unity and -

which allows them to feel less dependent upon their_ex—colonial masters.
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>'.British Council 1in ‘Harare have elicited no response.
‘the Zimbabwe Ministry of Education and the University of Zimbabwe

Several attempts have been made to procure relevant material on

Zimbabwe by this researcher, A number of written requests to the
‘Approaches to

- have been met by refusals of assistance since the researcher is a

South African. Dr J Childs of the University of Zimbabwe was,

however, able to suggest that Dr N Hawkes might be able to provide

some assistance. The information used herein is that which has been

made available by both Dr Childs and Dr Hawkes.
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CHAPTER 8

 NAMIBIA : THE DEVELOPMENT OF A LANGUAGE

© pOLICY FOR INDEPENDENCE

'g.1 INTRODUCTION

_The inclusion of a chapter devoted to Namibian 1anguage med ium policy in a

‘Alfdissertatlon purportedly .concentrating on 'some of the Anglophone African
" territories might appear somewhat odd when the linguistic history of South
' West Africa/Namibiav is examined. Namibia does not have a history of
British Colonial rule and neitheriis‘the English 1anguage spoken widely in
the territory. Howeﬁer,' it appears that there is a strong desire on the
.part of Namibians to acquire Engllsh and use it as the dominant 11ngua

franca. This fervent commitment toward the acquisition of English is

. significant in terms of what is happening in South Africa. The ascendency

" in black political ideology in Namibia has similar causal factors to those

in Soutthfrica.

‘There is 11tt1e doubt, today, that the concepts of Pan-Africanism and
_ African'Nationalism are 1nf1uent1a1 political forces in black Namibian

ideology. The - role of English ‘as the vehicle of international

communication has been considered, together with'vFrench in Africa, as

vital in this area. Independent black African‘ countries like Zambia,

Zimbabwe, Botswana and Angola have prov1ded encouragement and sanctuary to

black Namibian nationalists and consequently much of the 1deology for an

'Independent Namibia' has, over the years,. drawn on 1nf1uences in these.
territories. W1th_the exception of Angola, the territories rely heav11y

on the role of English and so it is understandable that English has
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13,§suﬁed an attractive position as a lingua franca in the eyes of some

. iaeologues.

‘one of the objectives of this chapter is to:demonstraté how attitudes
cowérd various languages are largely ideologically, or more specifically,

: 901£§ically_motivated. Furthermore, one of the reasons why other African

-~ countries are being examined as models from which certain ‘linguistic
' patterns and common influences and concerns - emerge, is that the final

" thrust of this dissertation is to be an examination of the possibilities
"for language medium policies should white rule in South Africa come to an
i:ehd.

of

R T e TS R

Perhaps, most importantly of all, one might view the significance

. language policies in much the same way that Kamupingene (1985: 35'doeé;

...the language issue is a matter as controversial as the
political_destiny of the country. It seems that the solution of
‘the one would imply the resolution of the other.

' The effect of the South African government's language policies on Namibia

have proved c¢ontroversial and alternative policies

working toward change are equally controversial.: What follows ié' a

background to the issues in Namibia.

8.2 LINGUISTIC PROFILE OF NAMIBIA

Kamupingene ~ (1985: 2) records that there : are  about  thirty
1anguages/dialects spoken by a Namibian' popﬁlation of just over omne

million. The United Nations Institute

emanating from those

for Namibia (UNIN)_,doéument,
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Language Policy for Nahibia (1981) identifies seven 'local

fowards 2
—_—
.. janguage groups' which £a1l into either the Bantu or non-Bantu category.

'i %:e Baﬁtu Ianguage group . includes Oshiwambo (with its._seven dialects)
w;ich is ;poken by 46% of the population; Kavango (and dialects), spoken
iY 7%;‘ the Caprivian languéges,vspoken by 3%;‘0tjiherero‘(and dialects),
;poken by 7-8%; and Setswana, spokeﬁ' by 0,6% (UNIN, 1981: 3). The noﬁ-
L_fgantu gfoﬁp includes the Khoisan speakers _whicﬁ. number .3% of the

3£p§pu1ation and the Nama/Daméra speakers -which comprise' 13%2. of the

l | érs/Rheobéthers speak Afrikaané as their

.fpbpulation. . The Rheoboth Bast

mother tongue (+ 3% of the population, i.e. 30 000).

:Z,Kamupingene (1985: 1-2) prefers to divide the linguistic map of Namibia

_into three language families: Khoisan, Bantu and Germanic.
%}:‘languages comprise German; Afrikaans and English and are regarded as 'a
as a lingua

‘legacy of colonialism' with Afrikaans being used widely

. franca. The sparse 'population together with a cultural diversity which
has been encouraged specifically since South Africa has gained an

influence over the territory, have precluded the use

language being used'és a lingua franca.

" The Germanic

. of an indigenous
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g:i: A TABLE 8.1 : Approximatibn of the Namibian Population by Language

 Osiwambo | fi | : : - A_J

Afrikaans '

L

Nama | ' 7 J
Otjiherero - [:::::]
Kavango [::::] ' A

]

]

[

|

l

East Caprivi
Languages

German

Khoi-san
Dialects

English

Setswana

Others , [0 = oz 20% 307% 407 502

(UNIN, 1981: 5)



8.3 HISTORICAL PERSPECTIVE

'8.3.1 Missionary education
-Formal education in Nam1b1a was begun, as elsewhere in Africa, by the

.'-_1982: 55) or 1806 (according to UNIN, 1984: 1). In1t1a11y, the London and
"'Wesleyan Missionary Societies operated in the Southern part of Namibia but

in 1842 the Rhen1sh M1ss1onary Soc1ety took over (Mbamba 55 and UNIN: 1).

1870. The basic aim of the m1ss1onary educational process, as elsewhere
in Africa, was to achleve l1teracy whlch would fac1litate more'effectively
the evangellsatlon of the 1local inhabitants. Some efforts were made
toward developing the local languages and teaching through the medium of

these, especially Nama and Herero (Mbamba: 55).

8.3.2 German rule 1884-1915

In 1883 Germany formally began to exert its influence over Namibia'by'

proclaiming what is now known as Luderltz Bay, a protectorate (UNIN 2)
Generally, though, it is consldered_ that the German Colonial
Administration began its operations in 1884. The colon1a1 government and

missions began establishing separate educat1ona1 provisions for whltes,

'coloureds' and Africans with very little emphas1s on African educat1on'

(Mbamba: 55-6).

These separate systems of educat1on had ‘also assumed separate
functions: Non-White education aimed at converting and preparing
~.them for sem1-sk1lled employment in the White sector; whereas

'missionaries. The first m1s51onar1es arrlved in Warmbad in 1805 (Mbamba, -

: The Finnish M1s51onary Soc1ety began ‘'work in the Northern terr1tory in.
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education for Whites aimed " at reproduc1ng the European system.

This was, of course, a common situation in most British colonies

in Africa in the early 20th century (Mbamba: 57).

' The UNIN document (4) suggests that the German Colonial administration was
not clear about a spec1f1c language policy for African education.
" Although it ‘tended to acknowledge some labour requirements and the

consequent necessity for the ‘labourers to have a working knowledge of

German, there appeared to be a fear that acéeSs to German might encourage

‘aspirations of 'democracy. In any event, educatlon was not a priority- of

the colonial administration and 1its duration of power was a period of
about 30 years, during- which time very little real progress toward the
‘education of African children was made. In general, African education was

pretty much left to the missionaries. The German administration in

Tanzania had, by way of contrast, had a more significant influence over
the development and encouragement of the lingua franca,,Swahili; with the

result that Swahili's importance as the official’ language and med1um of

instruction has been promoted. So instead of Tanzania follow1ng a pro-
= . European language_policy after independence, an African language was ready

to provide for the linguistic needs of that 'country (even if extens1ve

'language‘deyelopment' still had .toltake'.place). “In Namibia, the casevis_
likely.to be different,' -No™ African 1anguage was suff1c1ent1y encouraged
during the German’rule'forgit to be a feasible option now. ‘This is not to
say that the responsibility for such a situation to ocour rests with the
Cerman administration._ lhe situation in Tanzania was different because
Arab traders had made inroads into the mainland of that ‘country and
introduEedvswahili as 3a_'usefu1 .trading 1anguage 1ong 'before German
influence. _So the African 1anguage in Tanzania had an advantage over the

situation in Namibia. Furthermore, German rule in Tanzania was followed



226
'ﬁ'by British colonial rule which was not as ideologically bound as far as

- the separatism of apartheid has been in Namibia.

:Ei 3.3.3 South African hegemony and consequent language policies

- SQUth Africa occunied the territory in 1915, shortly after the onset'of
3»; WOrldjwar I. In‘1919, the League of Natioms gane Britain a mandate to
cqntrol South West Africa with South Africa exercising that power.f In
1921, an Education Act gave the South African Government -controi of
education of South West Africa and a white Department of Education was set
up (UNIN, 1984 4). Education for each ‘racial' group was to operate
according to government regnlatlons. In 1923, a conference wae called to
articulate the guidelines for African education. Education fer Africans.
was largely left to the missions which had to conform to the principles
N laid down by the Eddcation Act (Mbamba, 1982: 5? and 0'Callaghan,
1977: 97). The question of medium of instruction ‘was discussed.  The
Rhenisn:and ARoman Cathoiic missions agreed to use English and Afrrkaans
beeause of the dearth of reading material/literature in the ;African

'1anguages. UNIN (4)  and Mbamba (66) suggest that while much progress in

_wh1te educatlon took place between 1923—48, v1rtua11y none was made as fary

as black educatlon was concerned.

The education system, by the time tnere was avehange of Sonth'African
government'in 1948, was such in South Afr1ca, that three systeme operated
for: Africans, ‘coloureds' and whites. While the government ‘financed
eddcation for whites, Afr1can educatlon nas funded 1arge1y by the missions

‘and taxes on the Africams for that purpose. The Un1ted Party, the ru11ng



péfty in the Union of South Africa, instituted a Native Education Act

educatlon... This decision replaced the earlier system of funding through
ﬁ:‘Afrlcan taxatlon (Mbamba: 60). 'Coloured' education was largely paid for

Z;'by the community raising funds directly for education.

':{The position of language in education,.ot the timo of Nationalea;ty-take-
A%ﬂ;buer of powér in 1948,Ain South Africa was that as far as African
.eduoation wont, the‘primary school Syllobuo.ihcluded the teaohing of the
home language, Eng11sh and Afrikaans. In 'coloured' schools,'Af:ikaans
h;was the medium. In wh1te schools, the med1a were Afrlkaans; English and

German, depending upon the home language;

- " 8.3.4 National Party hegemony in South Africa and education in South

West Africa

AN

" As has already been discussed in Chapter 5, :the-National Party came to

"'bpower_in 1948 where it has remained to date. The effects of the Eiselen
Comm1551on in the terms of the Bantu‘Education Act of 1953 and its
fSubsequent amendments (1954 56 59 and 61) were to be seen 1in South'West

Africa/Namlbla as well as in South Africa.

" In 1958, the van Zyl Comm1551on of Enquiry into Noﬁ—Européan'Education in

South West Afrlca was 1nstructed to examlne how the South Afrlcan system

of 'non—whlte' education mlght be 1nst1tut10na115ed in South West Afrlca.

The commission recommended:

-(1945) whereby the central government would provide funds for African
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- apartheid'_whp‘ had subsequently ‘guided' the

Some instruction in primary

A talaihe + SRS .- £

- provided because its economic
what was necessary for the African child in terms of hi

‘The African's role in society had been determin

(1) the replacement of mission schools by the community
schools, ' :

" (2) separate administration of African education under the .
South West African Department of Education,

"(3) introduction of Bantu education s&llabus, and

-(4) the introduction of mother tongue of various communities as
' the medium of instruction (UNIN, 1984: 5). ' ' )

specifically, on language the commission recommended:

...literacy in his native language as a means of communication
and preserving pride in his national traditions; '

...and literacy in the official languages as a means of
communications with Europeans, as an aid in economic matters and
in gaining knowledge of the outside world (Administration of -
South West Africa, 1958: 58). Co ' B

school in Afrikaans and English was to be
worth warranted it (Mbamba: 69). In other
petent acquisition of English and Afrikaans beyond

words, access to a com

s role in society,

. as this was perceived by the South African government,-was not provided.

ed byvthose_architeéts of
outcomes of the Eiselen

Commission in Namibia, -just Aas.it had been in South Africa (cf. Chapter

5).

The Education Ordinénce of 1962 included the commission's recommendations

and put ‘them into effect. The problems of mother tongue instruction

_réised probiems Cat this point;. Iﬁevindependent languages of South West

Africa/Namibia were not even as developed
educational burposes (OFCallaghan, 1977: 110). Conséquently, fhgre were

protests from the black ‘people of Sopth West Africa/Namibia ;gainst the

as those  of South Africa for
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ﬁsé of mother tongue. However, the state pollcy continﬁed.all the same.

- of the vbureau'ﬁopld be under a 'European' Bantu phllologlst and therefore

.,;hé 'ditection ~and development of the African languages' was to be gulded'
'.by non-Africans. “Furthermdre, a comparison of white children's books with

jﬁithose of black pupils, reveals 'educatiqnal.imparity' which is'employed to

- tsustain apartheid' (UNIN, 1984: 15);

,'1n 1962, a further 1Commission of Enquiry into South West Afrita Affairs
‘under F;H. Odendaal was appointed. The recommendations made were
'ihplemented in’ 1964'and; accordingly; while the education of white pupils
was 1eft. to tﬁe South West ﬁAfficah’Adﬁinistration, ‘coloured’ edueatipn
became the responsibility of the DepartmeAt of boloured.Affairs in South
Africa, and .biack education. feli under the Depattmeht of Bantu Education

in South Afriea._

- As a result of the South African‘geVetnment policy, education of blacks in
South West Afrlca/Namibia was therefore brought under the direct influence
of the apartheld system, whereby government politics dictated the

rationale behind educational provisions.
O'Callaghan (1977: 120)'suggests that one might follow the French marxist,
Althuser's; analysis that:

...the 1deolog1ca1 state apparatus ensures the reptoductipn of
the social relations of production...

"~ _provision was made for a Bureau of Native Languages to be established

k:-Should the Administrator of the Terrltory ‘deem it necessary. The functidﬁ
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.';ther words, the Soufﬁ.African_statg.apparatus, which is'bound by the
deé1ogy of apartheid, ensufes thrdugﬁ, in this case, the schdols,'the
eproduction of the state's desired social- relations. Thefedu¢é£iona1
;;ifion of black people in Sohth West Africa/Namibia, as in Soﬁﬁh Afriéa,
;; designed’ to maintain tribal’&iviéions, fhereby attemptiné to prevent
spiration$ of a nationél unity, gnav at the ‘same time a shbserviént,
éasént class was perpetdgtéd .for pﬁrposes_of unskilled‘ana semifskilled

abour requirements.

(p'i9f5,'the'Educationa1 drdiﬁancg gave.tﬁe Diréctor of Educatiqn iﬁ Spﬁth
est Afriéa/Namibia, the power to determine the school syllabus.'VIn 1977,
§ schoo1 syllabus was eétablishéd and iﬁ 1978 the Cape Syllabus was
éﬁoptéd by South West Africa/NamiEia fér all the schools., Thi; was
gﬁtgrp;éﬁed as  a respbnsev to.thg student unrést, especially tﬁ;t of the
pivotél SAwe:o' problem of‘,l976..4 In essence though,’it w#é in no way
intendéd to do away with afunaaﬁentals of:'the apaptheid 'systeﬁ _in.

education. The separate schools remained.

8.3.5 The language medium policy in focus

ihe'boliéy with regard to medium of instruction in the territory - has

remained much the same since 1964 and operates as follows:




opulation Group

Language of Instruction (Medium)

rimary School 'Substandard Standard . Standard
‘ A& B 182 3-5

ite : Afrikaans mother

. English - tongue .
S German (M-T) ‘
JColouréd', Nama M~-T
and Rheobother - (Afrikaans) N
Black : S. Sector M~T M-T + Afrikaans
. o ‘ . Afrikaans

N. Sector M-T : '_)

‘ Afrikaans

Sécondary School

Junior Sec.

Senior Sec.

‘White : Afrikaans
. English

German = public
- private

}”Coldured', Nama,b
‘and Rheobother

Black

'M-T’(Afrikaans)

" M-T (English)

Afrik/English
M-T (German)

M-T (Afrikaans)

Afrikaans

Afrikaans/English

v VW

.' It

Niﬁ (1981¥ 17) .ﬁléims fhat EAglish.is ﬁétrlikely ﬁ; Bé_infrqdugéd éé a
;ngctvuhtil Standard 3 in black 'schodls, and then it is ﬁreateg as a
bteign iaﬁguage.’ Whilg. fhe mother toﬁgue policy is followed as éloéely
5 Ppssible in'blaék_ schools, not‘éli thg_indigenous 1éﬁguages have_beén

tomoted sufficiently to be .ably used 'in primary schools. Very often a

)

aucity of written material and/or a

‘event the use of such languages.

¢

lack of qualified teaching staff
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Lgrgely as a result :of thel UNESCO docunent 55'1953 (see Chapter 2),
&}‘éducational theorists"have accepted, by and large, that a child's:mother
;ongue shQuld be used' as the medium of instruction, nhere,‘this .is
feasible. UNIN (1984: 15) reiterates a claim often made about the South
| “fnffican version of this 'poliCy. Coincidentally, the Bantu Education Act

" came into being in the very year of the UNESCO document. While it might

" be convenient for the South-African government to claim that it is 51mp1y,

f0110W1ng a world-W1de educational trend in adopting'the ‘mother tongue
.principle, there is much criticism which ‘suggests that the government's
motivations 1ie.-e1sewhere. | 1t is seen by many'crities to be part of the
Amechanism_of apartheid, whereby ‘ethnic divisions and consciousness are
stimulated and the gulf hetween black and white is reinforced.
Furthermore, the black languages are not used in the economic sphere and

neither are they used in government.(Troup,‘1976: 34-5) .

Kamupingene articulates an interesting phenomenon which exists in South
West Africa/Namibia as an ironic twist to what one expects to tind in
. other muitilingual'situations.' Usually, linguistic groups whose languages
are not regarded as official nedia of ,communication, fight for the
preservation.'and .'promotion_ of these vlanguages. . Aiternativeiy, if
'pressures‘are perceived.to‘ present a threat; as far as the continued
existencevof any such 1anguage, as with the freneh of Canada and the
Afrikaners in South Africa, eﬁen if thatulanguage has a'legitimate.hold in
its current position, then the speakers of that 1anguage make ‘every effort

to protect it.

It is thus understandable and predictable that when a particular
language is threatened with assimilation by the dominant one
then 1ts speakers are up in arms to defend it. This seems to be
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. the general. tendency'in any"plural society... (Kamupingene,
1985: 3-4). R , - .

"In'Sooth West Africa/Namibfa;'the situation is, as it is in South Africa,

entirely different. - The‘ African 1anguages have'come to.be seen by their

ﬂ_speakers as 1nfer10r vehicles of commun1cat1on and.conseduently, 'symbols

of retardatlon . This att1tude is d1rect1y attr1butable to the distrust

.r'of the government ] aparthe1d pol1cy wh1ch is extended to the language

~policy where 11ngu1st1c d1v151ons are seen ~as a useful ~mechanism to

'-fprevent the r1se of African nat1ona11sm and asp1ratlons of un1ty, besides
the very 1mportant benef1ts which might be afforded in the economic sphere

- if competence in the language of the econom1c markets were achieved.

1t seems that in_ South West Africa/Namibia, the speakers of black
languages are prepared to accept assimilation if one were to use the Nama
people as an example. "The Namas have largely come to regard Afrlkaans as

their mother tongue.

: While these claims are'vmade about the unsuitability of the mother tongue

pollcy, an apparently conf11ct1ng complaint is- made .in UNIN (1981: 20-1

and 1984: 15-6). The comp1a1nt 1nvolves the position of Afrikaans where,

owing to a lack of su1tab1e wr1tten materials in the local 1anguages and
also a paucity of su1tab1y tra1ned teachers, Afrikaans is very _often_
introduced as the'medium of 1nstructlon much _earlier and this then

Jeopardlses the 'competent acquisit1on of both the local language and

English, the latter be1ng regarded as desirable. UNIN'(L98I:'22) argues

that:
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(1) emphas1s is placed on the teach1ng of Afrikaans at the
expense of other 1anguages' for both political and
administrative reasons, ' ' s

(2) the quality of teaching of Afrikaans is better thanl
: that of other 10ca1 languages or of English; :

(3) 1nadequate mater1a1s exist for the teach1ng of 10ca1
languages other than Afrlkaans, and

(4) the learning of Afrikaans has a h1gher prlorlty value
than the 1earn1ng of local 1anguages.

~If one accepts these arguments as be1ng valid, thenAonevbegins to see how

feelings which are negatlve about Afrikaans m1ght operate where resentment

"against the imposition of 'colonial' hegemony exists.

8.3.6 Language Usage Survey‘(February 1982)

The Department of Language Training of the Academy for Tertiary Education

conducted a language usage survey in 1982 and disoovered'that many black

people in South West Africa/Namibia are not convinced about the usefulness

of Afrikaans as a med1um of instruection or 11ngua franca, and a'majority
. would prefer English as both medium of 1nstruct10n, after early primary
‘schooling), and as the official language. Thls is part1cu1ar1y 1nterest1ng

as South West Africa/Namibia has never had a h1story of Anglophone

colonialism.

8.3.7 The position of the European languages under South African rule

Afrikaans: AlthOUgh English is regarded as being one of ‘the two

off1c1a1 1anguages, it is Afrlkaans wh1ch is the language

of the admlnlstratlon, the medium of most educatlon in the
. - _
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territory and it is the_lingua‘franca.'.70%'of the whites

in the country speak this 1anguage (UNIN, 1981: 7).

;‘Eﬁgiishﬁ o Only 16% of the wh1te populatlon Speak Engllsh as a mother

tongue (UNIN, 1981 7). 1t is seen very much as a 1anguage

of secondary 1mportance by the administration even though

it‘is ah‘official 1anguage._'Traditionally, it is seeh as:a
language of the elite, but .as the resentment against
Afrlkaans has mushroomed, where Afrikaans'is. seen as the
1anguage of the oppressor, so has there been an 1nterest1ng
spin-off effect for English. 'Engllsh is‘ seen as the

language of liberation and national umity.

German: : 20%‘of the white 1in the territory'have German as their
mother.tongue. It has not spread as allrngua franea and
_remains_a 1anguage spoken almost entirely by the German
population rather than any other Lihguistic group. It is
'voffered at schools as a subJect, bniess_the sehoote‘are

private, in wh1ch case it mlght be used as the medium.

] .

8.4  LINGUISTIC POLICIES FOR THE FUTURE: A MOVEMENT TOWARDS LIBERATION

A further reason for the South Weat Afr1can/Nam1b1an model berng of great
,sighificance to South Afr1ca is that, already, extensive work has been
vdone in prov1d1ng an 1deolog1ca1 standpo1nt on the 'language 1ssbe‘from
"wh1ch pollcy declslons will - be made . once the territor? is independent.

This ideologlcal standp01nt has come about 1arge1y as a result of Bantu

-
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pgdueation and the policies of the South(African gOVernmeht. Most of the

V11terature consulted for th1s chapter is in agreement that there is a need

for 'major structural changes' (UNIN, 1984: 24) iu_the'arrangements made =

| for language policies. Mbamba (121) notes that during South African rule.

'...the type of educat1on given to the Afrlcans in Namibia is not
only insufficient, but a clear expression of South Africa's
colonial and apartheld ‘policy which, like any colonial
educatiou, has the aim  of. disintegration, oppression,
pacification, dependence, and underdevelopment. '

8.4.1 The perceived link between the role of education and the ideology

of liberation

" The formulation of a specific policy w1th regard to educatlon has become a’

"significant factor " in Southern African liberation 1deology and this is
Seeu ouite clearly in the literature on Namibian independence strategies;
"In more general terms, spec1f1c remarks about the role of education in
;consclentlslng the publlc appear frequently in off1c1al publ1cations. For
-example, the follow1ng quotatlon appeared in a supplement ‘to Alﬂ

Information Bullet1n wh1ch 15' the mouthplece of the offlcral Mozambiquan

news agency:

...the way in wh1ch each soclety educates and prepares its cadres
conditions 1in turn its own economic, social’ ~and cultural

development (Machel, 1981. l)

" More specifically -pertinent to,Namibia, the following extract appeared in

UNIN (1984: 20):

A policy for the educatlon sector cannot thus be developed in
isolation from identified national goals. It implies the
recognition of the impact of. prevailing apartheid situation. in
Namibia and 1dent1f1cat1on and art1culat1on of the asp1rations

"of the Namibians.
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ASWAéOa since 1ts inceptiqn‘ in 1960,v has _been_'campaigning for the
‘Jiberation of Namibia from South African hegemony. At a seminar on
' Edncation and Culture for »Liberation he ld in_Lusaka, Zambia,:in-OcﬁoBer,
1980, the SWAPO delegation outlined theirv'ideological objgctign to the
isouth Afrinan educational policy in_Namibia as follows:'

whéreas"Bantu 'Educétion' denies educational‘6pn6rtnnities to

the African people it equally denies those who receive it the

universal culture as contained in various realms of experience
and knowing by ' stressing ~and popularising the 'science of

_folklore'. 'Bantu Education' was intended to heighten the level

of systification and reification of state power. Students are

denied the cognitive resources for critical engagement with the

educated and well informed adversary, and for the creation of

what Antonio Gramsci called a '‘cultural and political counter-

hegemony'. In Gramsci's view: for the proletariat to be able to

create an alternative hegemony, a full grasp of the nature of

the social formations and the natural phenomenon, is a necessary

pre-requisite (FEP, 1981:19). '

SWAPO has basically adopted a tsocialist deVelopnent strategy‘ and has
been influenced by the ideologies of Angola, Mozambique, Tanzania, and
Zambia which follow similar strategies. ' The Tanzanian model ‘'Ujamaa

villages' and 'Education for Self-Reliance'’ is one thch appeals to the

perceived need of Namibia as éeen by SWAPO (Mbamba, 1982: 122).

In 1969, '$WAPO formed itn Deparnment of.Education ann Culture and sought
to develop curricula which fwonld reflect the nationalfaspirntions'of the
struggling Namibian peoples’ (FEP, i98i;'45). ‘The'immedinte"need for
_ developing'such curricula became more focu;ed when greé;er numbers 'of
SWAPO mnmbers' felt that the&Ineeded to findv‘sanctuary‘in Zémnia in the

1970s. The immediate prqblem'was that in South West”_Afriba/Namibia,

“~

7/

Afrikaans had been the medium‘of_ instruction and now the children of

expatriates were flung into a situation where they had to deal with
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' English as the medium of insttuction. So the teaching of English became a

priority (FEP, 1981: 45).

. The 31tuation as it is explained here suggests that expediency rather than
".political motivation dictated the choice of 'English medium. A primary
" concern of SWAPO, however, is that:

Every ... child must be given political orientation if we are to
achieve politically cohesive centres with “ramifications
beneficial to  our own political aspirations ... schooling is
another form of struggle... (FEP: 45). '
‘In 1973 the first SWAPO school was established in Zambia and one of the
prime motivations for this was:

" To germinate a model 'nuclear community which would form a
foundation for the future Namibian society. Not only is SWAPO
concerned with the material well-being of the Namibians, but
also more = importantly with inculcating ideas of nationhood and
social reconstruction. Through the project...SWAPO envisages to
reorient Namibians with ~different cultural, social  and
educational backgrounds towards the jdeals of one Namibia, one
People and one Nation (SWAPO, 1972). ' : '

_The syllabus used by the SWAPO school was largely based on the Zambian and

Tanzanian systems and it is hoped that the present syllabus w1ll become

‘the model for the future Namibian'system (Mbamba: 128).

The language of instruction’ right from the lower primafy classes. is

English because it is the language of SWAPO. SWAPO has chosen English as

its off1c1al language because it is a foreign and 1nternational language
and as such may play a unifying role for Namibians whereas an 1nd1genous

' language may create divisions w1th1n the society. Secondly, English is
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the medium of instruction at schools in the countries where most of the

= expatriate pupils are being educated - as has been mentioned earlier.

_ The United ‘Nations Institute for Namibia (UNIN), in Lusaka, Zambia, has

*.”'been providing facilities for higher educatlon for future Namibian leaders

since 1976. The United Natlons establlshed this institute in Lusaka in
1976 in cobooeration with SWAPO. As a result of ‘considerable SWAPO

influence within the institution, the programmes and policy guidelines

emanating from the institute are very much in line with SWAPO thinking or

tideological objectives' (Mbamba: 126).

At this point it might be necessary to explain further why a committee of

the UN and its Suggestlons for an alternative language pollcy mlght carry

weight once’ independence has been ach1eved. Over the years, the UN has

played a special role as an advocate and lobbyist for the independence of

Africa's last remaining colony. UN Security Council Resolution 435 of

. 1978 remains the only internationally accepted “blueprint for .an

independent Namibia. . Consequently, it is not surprising that.the UNIN

documentsg'Toward a Language Pollcy for Namibia (1981) and Education

Policy for Independent Namlbla (1984) are likely to be viewed as far more

acceptable than an a1ternat1vev seen to emanate from South Afrlca, the
present colonial power. It is also not. surprising that these .two

significant documents should propose that English be the medium of

instruction and the medium through which the matters of government be

transmitted.
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" 1anguage chosen as the official language for an

','ﬂﬁ) Acceptabfllty - where the language must

Gt RS S )
e

- (3) Familiarit

»_(4) Feasibility'— where it 1is found

‘(7) Wider Communication - where

" UNIN (1981: 37-8) has suggested eight criteria which should be met by the

independent Namibia.

.vThese'are as follows:

Sy n1ty - whereby the 1anguage is expected to promote national unity;

and socially acceptable;
y - where the language is fam111ar to the populat1on,

that it would be affordable to

institute and where sufficient resources are available i.e. in the

form of texts and teach1ng staff

(5) Science and Technology - where the 1anguage is equ1pped to provide

. access to western scientific and technological developments;

(6) Pan-Africanism ,—. where the ~language can provide channels of

communication through Africa, particularly the jmmediate neighbours;

international/world communication 1is

facilitated;‘

(8) United Nations - where, because of the close association of the UNO

(Un1ted Nations Organlsatlon) with Namibia, it would be desirable

that a maJor language of the organlsatlon be the official'language.

1f one- were to examine the eight criteria set out by UNIN (1981) one is

likely to find it obvious that the selection of an off1c1a1 language is

qu1te definitely based on polltlcal and economic requlrements. It is also

obvious that a local, _1nd1genous language could not fu1f11 most of these

criteria. Afrikaans fails criteria nos. 1, 2, 5, 6, 7 and 8.

be found to be polxt1ca11y :
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At this point, a ‘digression_wiil be taken from the main liqe “of this
argument to concentrate on the relationship of Afrikaans to criterion (2)
mentioned above. An interesting.debate has arisen ae a reseit of the
publication.ofvtheAUNIN (1981) docﬁmene in Seuth African acaeemieveircles.
Thevfact. that this document is not freely available in South Africa ﬁakes
:'the‘eebate all the more 1nterest;ng._ Essentially UNIN (1981. 7) suggests
that Afrikaans 1is an imﬁosed.language and that L; is qsed to Lsolate
"Namibians from the outs;de world, i.e.l prevent the infldence of otﬁer
African nationalist movemente. HGWdu P1e351s (1985) has constructed an

) argument whereby he challenges the valldlty of .the UNIN assertlon.

Essentielly, he claiﬁs that there is‘scientific evidenee'that Afrikaans iﬁ
‘South West Africa/Namibia‘ie neither 'imposed’' nor ‘colonial'.  Khoi
people; wiﬁh. a nomadic fype of existence.had migrated into wha; was to
become the Cape Colony, just as others had mlgrated into what'was to
become khownbas South West Af:ica/Namlb;a.' While it is believed that they
vdisappeared after the 1713 smallpok‘epideﬁic in the Cape they, in fact
had; to a certain extent, become‘ accul;u;ated.through confaeflwitﬁ the
'freeburghers, sleves'and free blacks'in the area. Dering the L7fh century
they began to pick wup fea;eres of'the elave. lahguages,'jespeciailyv a
v dialect'of vDutch’wﬁich was remarkably close to .modern _Affikaans. A
precondition for:freedom from slaQery was thatvtﬁe slaQe could convefée’in

Afrikaans, and this made the language attain prestige. Disintegration of

the Khoi community and a conscious effort on the part of the authorities

in the Cape led, in part, to the"acculeuration of these people. These
people together with various white, black and sléve'elements became known

as the »'Oorlamsf people who left the Cape,‘,partiy as a resuit of the

-~ .
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f;ﬁallpox epidemic, and partly because of the instability of their economic

and pol1t1ca1 ‘structure. The boers had established farms moving in a

- commqnity, assumed - a similarly prestigious position in South West
" Africa/Namibia. Furthermore, du Plessis argues that the language was not

‘bimply a spoken one, there is evidence thé; it was a written one as well.

Essentially, du Plessis is'suggesting that Afrikaans'existed in this area
*»{as’a well established and desirable 1anguage long before even the German
‘occupatibn in 1884, and certainly long before South "Africa had- any

A ‘official authority over the territory.

';fhat both fail to differentiete between the form of"Afrikaens that
serve as d1a1ects spoken by many groups of the terrltory.

‘The spoken Afrikaans differs Sighificantly‘from Standard Afrikaans. -When
"iH Gw du_Plessie argues 'fhat Afrikaans is not an imposed language, he is

" referring to the dialects and not -to the Standard Afrikaans of the

yithout a doubt, a South African developmeﬁt and is not based on any of

X norchward d1rect10n, forcing the nomadic groups even further north. The
a00r1ams and later the 'Besters' brought to the area in question, various
dlalects of what is now regarded as Afrikaans. du Plessis argues that,

fhese dlalects, .because of their prestige_ status within the ex-slave

. An  article | by L T du Plessis (1985) eriticises both the UNIN ‘and

“"HGW du_Plessis's‘ASSumptidns and analysis of the situation. He‘suggestsv

ffunctlons as the off1c1a1 1anguage of Nam1b1a and ‘the various forms whlch-

administration. . The form which functions as the official language is,

‘the variants of Namibian Afrikaans, hence it would be a language frém the
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outSLde that wouid be regarded as forced upon the inhabitants.
L T du Plessis suggests “that the UNIN documents fails to recognise the

rich differences of Namibian Afrikaans as well.

The problem rea11y rests W1th the fact that the UNIN document is operat1ng:'

from.an ideologlcal position from where it is hoped that an 1deolog1ca11y
.changed and different soc1ety w111 exist in Nam1b1a after 1ndependence and
‘what the strateg1sts are‘ presently concerned with is the replacement of
all that smacks of South Afr1can oppresslon wh1ch is man1fested through
the standard version_of Afrikaans. The UNIN document s argument is flawed
simplyibecause it fails to make ‘the distinctfon between the different
forms of .Afrikaans as it exlsts in Nam1b1a. Likewise,lH G W.du Plessis
appears to be missing ‘the real point of what the UNIN document is saying
ahout Afrikaans and wh11e his argument is 1nterest1ng, it is not going to

hold much - weight in the final analysis of an tndependent strategy for

" Namibia.

To return to the UNIN's eight criterias for the official 1anguage of an

independent: Namibia,- it appears that Englishffulfils all of the criteria’
(19815'40).. One might, however, wish to query its 'fuffillfng the

criterion of familiarity, as English is'simply not widely knonn throughout

Namibia. It is not familiar to most Namibians outSLde the few heav11y

populated - settlements and the,Capriv1 Str1p. The South. ‘West African -

People's Organisation (SWAPO) has chosen English as the 1anguage of
1iberation. Given the fact'that SWAPO has been f1ght1ng for Namibian
1ndependence for over two decades, its polxcy statements carry s1gn1f1cant

influence for the_NamlbLan ‘people. SWAPO schools and training centres
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outside the country conduct their 1nstructlon through the medium of

.Engllsh and the UNIN operates through Engllsh as well. These factors may

_exp1a1n why Eng11sh is regarded in such a- p051t1ve light ‘within the

(1 )

~terr1tory even though it is not yet widely spoken there.

v While there 1is enormous support.given to English as the official langnage

of the  future in 'Namibia, there 15 obviously a strong concern that the
indigenods'langnagesh should not be ignored‘and secondly, there is a fear
that the use of a Eurooean flanguage might 'lead to a Eurocentric

orientation' (UNIN, 1981: 41).

8.4.2 The 'issues and implications' of language policies as seen by UNIN

(1981)

The UNIN (1981) document dwells upon the issues and imolications of
language strategies at great length. The extent to which these issues

have been exam1ned is most useful as far as the 1mp11cat10ns for a future

South Afrlca are concerned as there are many parallels to be drawn between‘

- the two'situations;

UNIN (1981) out11nes the issue in Chapter 6 (45—47) and then d1v1des these
into soc1o-p011t1ca1, soc1o-cu1tura1 admrn51trat1ve and economi¢; and
dilemma of medium of instruction, and ‘these categories are discussed in

Chapters 7-10.

What follows is a discussion of and commentary on these issues which are

listed and examined in UNIN (1981) docnment.' e
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Unification -

Véry often it is believed that unity is‘achieved through the medium of a
' single language which cohes to'represent 'thé.'dominant ideology. An
;obvious example of this in Southern Africa is the position of Afrikaans
wifhin the.'Afrikaner cqﬁmﬁniﬁy in South Africa. 'This example is a
'tbérticularly useful one begapse Afrikaans is certainly seen as a unifying
2ifac;or Within.the Af:;kanef commﬁnity as it embodies the cultural history,
the political ideplogy and culturél identity of that group. However,

outside that groﬁp, the Afrikaans language  1s seen very much as part of

: “the divisive nature of the political system as it stands in relation to

the majority of the South Africgn _pdpulatidn. The UNIN document argues
".thét 1anguage ‘can be both 'integrative and disintegrative' and suggests,
"fﬁrthermorg, that a uniform language policy does ﬁbt ﬁecessarily promote
‘:'nafionhood‘ (48). The ﬁse.éf English as -the medium of education and
go?efhmént‘mighf promote uﬁity But, on the other hahd, as a foreign
flanguagé, it Imight represent attitudes inimical to thg Namibian way of
{ 1;fe énd 'conséquén;ly it might prove to be avdivisive force. The very

,f~éXC1usiVe naturé of the lahguage in terms_of its imperial history as well

as in ‘terms of its likely failure to communicate in -rural grass-root

"situatidné without : the. aid of interpretgrs_ might promote ‘social
 c1eavage'. If it 1is perceived Qf as being politically neutral and the
focus»of its role 1is placed on tfans-tr1ba1 and national communication,
ﬁhenvit will be -accepted as being a unifying factor. In. Tanzania, a
cémmon indigenoﬁs language, Kisﬁéhili (Swahili) ﬁés‘ become the unifying
R forée. Hoﬁever, tﬁe 'aver;gevTanzanian speaks three languages: English,

Swahili and a local language and, according to a study conducted(in Ghana
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“in 1975, individuals there speak at least three languages. This suggests

.ﬁhat in a multilingual 'territory, a single language qption is but of the
‘ éuestion and cﬁat a multilingual approach might be more sgnsibie than a
v éihéle minded focus of one language as a unifyihg factor. Possibly; one
."ﬁight:beICgmpted tp}épgue that while nétionalism {n.Europe found its focal
point in a single language, the situation in Africa Qith\its bwn_ﬁrand of
natigﬁalism, is differen£. ‘The1mu1ti1ingua1 situation'does_exist_and_Qill

~_ﬁot disappear. = This suggests that'African nationalism and the perceived

" by side with the indigenous laﬁguages.  The UNIN argument = seems to be

<4~?:suggesting Critiﬁism of the 'pﬁrist.’SWAPO English policy. Beéides,

Ehgiish, as it is .spokenvin Namibian circles at the momént,' is  not
i?i- eéuiﬁpéd to express the éultural heritage of the various Namibian peoples.
Thg.English system in Némibia, because of its infrequent use thefe, has

not yet assimilated cultural and environmental features peculiar to the

5_territory. Furthermore, inadequate numbers of trained teachers of English
("in'Namibia will hamper the process.

. Prestige .

._’:The'next concern with regard to.'the use of English éé the iaﬁguage of
‘?instruqtion and gpve:nﬁeﬁt is that the language might_bé accorded ﬁfeétige
ﬂfstatus to the extent  that it would operate to the disservice of thé
f{ fndiéenodé languageé; - Not 'éniy that but preétige, in‘;erms-qf,matérial
71'gain, might become aésoqiated.ﬁifh.thejlangﬁage to suéh_an:exteﬁt fhét it

\might become i threat to the socialist system favoured by‘bothfSWAPO and

" need for unity may not necessarily be seen in terms of a single language

fpolicy which, 1in this case, is English. Rather, English must exist side -
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¥~ the UNIN. If it is seen to promote class divisions it will inevitably

" restrict communications between these groups and consequently it might be

'<counter productive to unity..

fﬂThe role of the iocal languages.

" The document puts forward a strong case _for"the preservation and
development of the local languages. It is a world-wide phenomenon that
"local languages are gaining an important status as official languages in
tandem with the language which is the language bf'government.' UNESCO
“'argued the case of mother tongue instruction in the esrly 1950s and the
importance of the mother - tongue in beafing the cultural histories and
"~ metaphorical interpretation ofvthe environment. It is not possible for
English to assume these . roles at the moment as it is still a foreign
" language and has not yet absorbed expressions of the African environment
and cultural heritage sufficiently to ‘adequately replace the mother
tongue. Consequently, the institute argues that the position of the local
'_~1angnages be. proteéted at least and promoted ideally.

. » sMany éontemporary expefts question and deny the supposedly:

undesirable effects - namely insularity and competing micro-

nationalism - of promoting indigenous languages. It is now being

affirmed that diversity in itself is not contrary to umnity. It
~1s also - said that uniformity does not necessarily produce the

_ desired unity. Indeed, artificially produced uniformity may be

a source of weakness and hostility, while there may be strength

in co-ordinated diversity (Martinez Cobo, 1980: 9).
" This would imply that ,the»pdsition_ of the local languages be carefully
- determined and that a co—ordinéted nlanning procedu:e be 1mplemented.
This would, in part, be a way of reducing the prestige status accorded

o o : , e

English.




SN TR T AR R )

Socio-cultural load of English

"It is an undeniable fact that English has incorpprétéd into itself a

racial bias based on ‘traditional literary allusions to the concept of

blackness. Fufthermpré, English has been iegarded as a major vehicle of

‘imperialism in the :hird world and this association is bound to have some
~effect on its position as the official language of an independent Namibia.
There may well be ambivalent attitudes toward this léhguage; A way of de-

emphasising the socio-cultural load of English might be tO'employ English

as the official lingua franca while at the s ame time stressing the

significance of the local languages and their importance in transmitting

'‘Africanness’.

The Eurocentricism of English

Closely allied to the previous issue is the perception of English as the

vehicle of transmitting Eurocentric ideas, philosophies, world-views and

cultural heritage which would operate to deny the importance of what is

essentially Afribaﬁ. “There 'ére'theorists‘wholwould argue this position.:
However, it .would seem that the practical advantages of using English are

cqnsidéred to be mo:é importént} In the following chapter on South

Africa;_this point is taken up and generally dismissed as insignificant at

the moment during the period prior to independence/liberation.. There may

well come a time after independence when this concern may assert itself as .

- more of an issue. Right now, it is a useful tool which enables a level of

communication internationally necessary for the liberation movement.

-~
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Relationship of English with capitalism

English is the major’language of~thé'capitalist Western countries.1_SWAPO

"and the UNiN-have both suggested a pro-sociaiist policy for Namibia and

cbnsequentiy the pdssible cohflict. of‘the Langﬁggé used for an economic
system'inlmiqal to the oqeiprOposed,fo; Namibia must be a considérgtipn;
B\ §olﬂtion. wou;d Be'to ensure fhﬁf all nationaliprogrammes be cqpstrqcted
in such a way as to prémoﬁe the ideolqu of 'Namibiaﬁizationf so thai the

link with capitalism be minimised.

Who reqﬁirés English?

UNIN suggests that there ‘may be too great an emphasis on Engliéh with

regard to employment.'AAt,a grass‘rdots level it is sﬁggestéd that English .

is of littlg practical value and that flﬁency in the local ianguage is of
paramount importance. For the few occasions that English may be required,
the services ‘of an interpreter may be used.  This implies that there may

be a differentiated educational policy with regard to language issues. .On

the other hand, one might tend to:argue “that a functional knowledge of .

English may be useful_evén at a'gfass roots level as reaﬁing instructions

on products required'by_'the farmer 1is very ‘often_vital and these are
hardly likely to arrive .1n the lqcal language,'éspeciélly if these goods
have been imported. Nevertheiess,‘this is certainly an issue wh;eh*should

be addressed by the language planners.
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Language planning for rural and drban needs

The previous point brings us to consider this question, The needs of the

two environments might be different and it is dangerous to assume that the .

rural population need not acquire a competence in English or ' that the
- urban population need not acquire a competence in a relevant local

. language. The UNIN suggests that there must be a universal core syllabus

provided and .that facilities be provided for any interested party to -

 pursue the learning of English thereafter.

Languages as media or subjects.

The question is_reaily‘ about which-;lahguage should be the _médium» of
instruction ét primary schbol.  The énswer rests on the perceived function
of the primary schooi, i.e.’whetﬁer'vit is seen as basic eduéétioh for a
ﬁajority,who will never go on to ter£iary education or whether ic:is seen
as a 'trgining ground'for>avmin6tity Qho'will go on to tertigfy education.

A second"factof'rests ~on the priority given to language where it is seen

as a facilitator of modern thoqght and international communication or the

 bearer of a cultural heritage (59). .

The influence of the UNESCO study in‘l953 on vernacular languages and its.

support of the importance of mother tongue instruction, at 1eést_in the

early years of education 1is unfortunately set against the use of mother
tongue instruction by the South African government to limit access to

'_world views and promote tribalism. This reality, tqgether with the

practicality of having a simple, single language poliéy in the_early and
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expensive years of independence .suggest that ‘initially, at least, the
. policy is likely to be one whereby English triumphs over the mother tongue
as the medium and the mother tongue be employed as a subject rather than a

medium.

 The administrative role of the language planners

The UNIN document discusses several issues‘which basically fall under the
administrative,concerns of the language planners. . Most importantly,the

question of how English should be spread throughout Namibia, is addressed.

' Obviously, firstly, = there needs to be a sufficient number of adequately_

trained teachers, not only of English, but of other subjects which need to
be taught 'by persons vcompetent to deal with English medium. Teaching
‘personnel can only be adequately trained if there is a priority ‘made of
English language training programmes. There is a somewhat bleak picture
of the reality of this at present. | Secondly, there needs to be large—
..scale development of teaching material with a Namibian-centred bias and
thisvcan fonly be developed once a Namibian—centred syllabus has been
established. 'This requires definite planning and financial outlay,which
bring us to the next issue: financial considerations. . In -practical

terms, the sheer magnitude of the cost of a programme on a national scale

presents a, problems which, in all 1ikelihood, will not be solved in ‘the

days immediately after independence.
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8.5  ATTEMPTS TO PRESERVE THE STATUS QUO

It needs be mentioned that while the policy based on liberation ideology

has received much attention in this chapter, the evidence presently

available indicates this will form the basis of a langﬁage policy once

independence has been achieved. -

In the meantime, the South African government's Department of National

Education envisages a maintenance of the status quo. The Department of

National Education requested that the Advisory Committee of the Human
Sciences Research Council (ACHSRC) look into educational matters 1in

Namibia.  This commftteé's repoft, Verslag AGN4 (ACHSRC) ondersoek na die

Onderwys in SWA/Namibie: Knelpunte in 'n Veeltaalige Ondefwyssituasie

(1982) argues that in realistic terms, the role of English as a lingua

franca cannot .effectively chéllenge the position of Afrikaans. which is

firmly entrenched. ' Afrikaans 1is spoken by‘a. sizableApercentage df the
population as a vernacular .and is the main language of inter—'ethnic'
commﬁn;qaﬁiéh, Ihé number of native mo;her tongue speakers of English is
very sﬁé}l in.éoﬁbariSOﬁ. 'Furthermpre;_it-is thé viewvofitﬁe_ACHSRC that

local languages should be. deVeloped to a position whereby they . become

%

competent-facilitators"df communication. This last point, however valid, -
presented by a body connected with ‘the South African goveranment is not

likely to be treated with anything other than sdspicion given the attitude

toward the pu:suahce.of,apartheid,f'
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8.6 CONCLUDING REMARKS FOR AN INDEPENDENT NAMIBIA'S LANGUAGE POLICY

Ideologiéally, it is clear that a maintenance of the status quo will be

'unacceptable, and that Afrikaans is a laﬁguage which is associated with
apartheid and which has even been blamed for ‘the high drop out rate of
e pupils from school (Mbambah:135). Furthermore, it is segn‘a# a language

" which creates ideological divisions rather than unity..

‘1t is also clear that the position of English wi11 be promoted to the

position of the official medium of communication. for the government and .

education. What is .not quite so clear is exactly how significaﬁt the
local languagés will be in relation to English. On the one hand, English

“might assﬁme‘ dominance while the'lbcal Languages.are ignored completely,

because the effects of Bantu Education have generated such distrust in

their ability to perform adequaﬁely as vehicles of ¢ommunication. On the

other hand, they might be recognised és important educational'tools in
~much. the same way that the UNESCO document of 1953'suggests. Should this

be the case,.the langdages will be used as far as possible in the eérly

~ years of primary education as media of instruction, with a gradual

changeover to English medium. An even more- liberal attitude toward the

local languageé_ would be to have them exist side‘byﬁside with English as

official languages ‘of Namibia. 'This last option would necessitate the.

_ greatest degree of planning and development of these languages and this

would involve considerable ekpeﬁse_v which, realistically, a newly .

."independent Namibia could not afford.
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Mbamba cites examples of situations elsewhere in Africa where the'poéition
of local languages is relegated very much a secondary role in educational
matters and where it has been ‘discovered that the use of .a foreign

language such as English retards educational developmeﬁt (Mbahbah 164).

Both tﬁe UNIN and Mbamba suggest thaf the.rolé of the mother tongue nog be.
igno:ed andk they shdﬁ concern ;hat the pﬁrist SWAPO line, ‘whereby the
pupils are téught fhrough' the medium of English.right f;om_the beginniﬁg
_of‘primary schooi, might ﬁé educationally daﬁaging. This‘supbort of the

local languages emanating from a powerful_influence like the UNIN suggests

that a more compromising attitude toward the local languages and a move -

toward(their deVélopment is 1likely to occur at least in the early days
after independence when financial cqnsiderétions make this feasible. For
this to take place, a Bureau of Languages would have to be established so

that efficient planning could take place.

8.6.1 Predicted sequenée of ideologically~bound events in language policy

In terms of the governﬁental_policy decision options open. to multilingual.

" communities, as ~discussed in Chapter 3, Namibia has already experienced
separate development and, to a certain extent, assimilation with the move
toward Afrikaans in some communities, during South African hegemony of the

territory.

' The South African government clearly advocates that the situation of

separate development continue as 1indicated by the statements made by the

" ACHSRC. - . L o | .
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‘ policy statements and the examples of schools set up by SWAPO and studies
conducted under the auspices of the UNIN 1nd1cate clearly that they are in
gavour of the independent strategy which includes the localising of

curricula and personnel.

‘There are, however, indications that the policy of 1ndependence will grow
into one of integration or Smolicz's concept of hybrid monism; where the

diverse elements  are brought together to create' a sense ~ of

'unity/nationality;_ This would be a new nationality comprising elements

from all the different groups. Alternatively, there might be a move
toward what Smolicz calls mult1cultura11sm where the minority groups would

develop their ‘own cultures and 1anguages alongside. the dom1nant Nam1b1an

one.

In terms of the dominant ideology of nationalism in Namibia, there is

~strong evidence' to suggest - that the present policy of the South African

government promoting ethn1c1ty will be replaced by geographic.nationalism'

where the ethnic boundaries, which fac111tate the present system of d1V1de

and rule, are transcended.

What all of this' really means in terms of ‘the language policy.is that,
initially, the 1ndependence movement - will employ English as the med1um of
communication which will be seen as the 1anguage of unity, i.e. the

1anguage of Namibian nationalism. The independent movement will simply

not. have sufficient manpower or financial resources to . consider. an

immediate promotion of the separate languages. Bes1des, 1deolog1cally,

the people of'Namibia will need to be conV1nced of the need to co-operate
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in the direction of unity. A s1ng1e 1anguage pollcy w111 make thls much

eagier to transmit as an ideology. However, once 1ndependence has taken

place and  there is a degree_ of Nam1b1an nat1ona11sm entrenched in the
. soclety, the new government WLll be able to afford p011t1ca11y, to

1ntroduce a more realistic 1anguage pol1cy ‘whereby the local languages

Vrece1ve much attention and they are regarded in a positive 11ght as far as

their usefulness g0es. At this po1nt, the legacy of mother tongue.

education under South African. rule will not be 1likely to hinder the
promotion of these languages.'

Of course, what has been discussed here is the language policy as it has
been decided upon by official bodies.  What will'happen in practice is

‘more difficult to predlct.» 1In rea11ty it will take a long time for the

speakers of Afr1kaans to reject their language, if at all. Furthermore,-

one should not 1gnore the fact that Afrlkaans dialects do operate as

11nguae francae in Namibia and this is a cons1derat1on wh1ch has practical
1mp11cat1ons wh1ch might prove more powerful than the 1deolog1ca1 ch01ce
of English 1in this role. Then the sheer numer1ca1 weakness-of Eng11sh at
_the'noment and the paucity of teachers who‘m1ght be able to teach through
this medium. suggest'that what is 'ideologically called for'and what will
reaily happen in the early days fof rndependence will be two different

things.
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Du Preez (1987) points out, however, ‘that, in reality, Afrikaans is
used extensively as a lingua franca by members of SWAPO both inside

and outside Namibia. 'Furthermore, he- states that this language is

similarly used in the SWAPO schools. This would tend to point toward

‘the phenomenon of Orwell's doublethink where the requirements of

adherence to a p011t1ca1 xdeology allows one to ignore reality. Du
Preez notes that there is a significant softening of previously held
negative attitudes toward Afrikaans and suggests that SWAPO may soon
adapt its language pol1cy to recognise the role Afrikaans has to play
as a Namibian lingua franca. (Max du Preez is a free-lance journalist
and political analyst with a number of years of working experience
throughout Namibia.) ‘ ' o
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CHAPTER 9

TRENDS IN LANGUAGE MEDIUM POLICY

_.FOR A POST-APARTHEID SOUTH AFRICA

9.1 INTRODUCTION

A study of language planning strategies in oost?apartheid- South Africa
certainly reqUires much ‘thought and care. AnveXamination of models

applied elsewhere in Anglophone Afr1ca provides a background to various

policy options open in a’ mult1llngual situation and also suggests the

underlying'ideologieall concerns which mlght affect'.dec151ons of_pollcy.
The clear -link:between the nolitical ideology of the ruling'-body of a
territory, whether it be a colony or a self-ruled state,. and the
educational policy, especially with regard to the matter of language has

been stated frequently in studies covering the area.

What is likely to be the case in a future South Africa where the language
pol1cy is. <-:oncerned'7 The South African situation, in many ways, bears
resemblance to those s1tuat1ons elsewhere in Anglophone Afr1ca, but, there

,again, there are remarkable d1fferences wh1ch Suggest that the models

" established further north are not necessarily likely models for a post-

apartheid South Africa.

What makes South Afr1ca s1m11ar to other Anglophone countr1es 1n Afr1ca is

“that the territory is a mu1t1l1ngua1 one and was once a Br1t1sh colony'

where the influence of the English langnage in educat1on and pol1t1cal
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" administration has been of enormous importance. What makes South Africa

different from other Aﬁglopﬁone countries_in_Africa is; however, that when
Briﬁish..colonia1 .vhégemony‘ came‘- to an end 1ip Méy‘ 1961 with: ﬁhe
‘establishment'of' the.Requiic ~.of South Africa, instead of there being a
governﬁent baged' on bléék majority'rulg, é th;e minority government came
~into being. Expressed differehtly,rthe _diséénsatign already given lté
white’minoritf' 1eadership_by thé colonial-powérléimply'és;erted itself-iﬁ

a more overt fashion. One form of colonialism was replaced by another

form of European colonialism under the guise of Afrikanef nationalism.

The seéond major differénce bgtween.the othef.Afrigan coqntries.and_$outh
Africa is an additional complication of the language issue. .The Sguth
African goverﬁment policy has been based on a strong identification of the
Afrikaahé_languége_with Afrikaner nafidnalisﬁA— the country’s iﬁéélbgical—
political power‘base. Nowhere else in.Afrfcg was the language employed by

the ruling class to reflect its interests in such an undisguised manner.:

Whereas, elsewﬁére; a certaiﬁ.gmount of réseﬁtment against the use of the
ex-éolonial‘ianguage'(English)'ﬁas‘been.gxpressed; the situati?n hasiﬁaken
an ironic - twist in . Soﬁth Africa. The antagonism against _fhe colonial
'language; Engliéh,_'has manifested  itéelf within.the ranks of fhe ;urrent
'rulérs, ceftéinly, but the;e _rulérs éré not seen by the ’ﬁajority.Aas
represéqtiﬁg their intérests..' kétﬁer, tﬁe' gerrnmen; is seen as .a
ﬁutation of - the cqlonial power. Consequently, the antagoqism towar&§
Engliéhvhas; to a vvery 1argeAexfen;,.hgen played dpwﬁ in blagk'politics,
and the opposition to the coloﬁial lanéuage has 'béen and = is currently

directed toward Afrikaans in - black circles. . The irony lies in the
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emergent attitude toward English as the vehicle for ideologies of freedom

and independence. -

This is not to say that English is .entirely free of the emotional
attitudes associated with colonialism in black "South African thought.

Rather, the greater strength of the antagonism is directed toward

Afrikaans. The de-anglicisation process of the Afrikaner nationalist in

the educational sphere, in favour of Afrikaans and the local indigénous

languages, has generated a- momentous swing toward English by the black-

community. . English is seen in terms of a lingua franca and an access

language to the outside world. This is especially so in terms of contact

with the broader spectrum of African nationalism and Paﬁ—Africanism. ‘The
attempt by the Afrikaner nationalists to de-emphasise the role of English

has, in effect, simply had the ironical re#ult of bringing about a

champiohing of the cause of English in South Africa. Thesé condftionsA

make it- very likely that English will be regarded as the lingua franca and
chief medium of instruction . in the  schools, at - least during a
tfansitionafy ﬁeriod -after apartheid. 'This is not to° suggest that

Afrikaner nationalism is thé.vdniy cause of‘the'pro-English”argument. As

is the case in other ex-British colonial territories, the geographical’

boundaries havé ensured the p?egence of potentially divisive elements in
the mu1ticu1tura1 and mulfilingual 'haqué_of the country. Table 9.1 on
thé'foilowing page, wﬁich appears in Prinsloo (1986) p;oyides thé-létes;
officiél figures fot_fhe.linguisciq(make?pp of South Affica. SYéung>(l986:

-4) pointS'.outvthat ‘the 1980 cenéusidaté, upon which this table is based,

did not indludé data from the homelands. -While_a'distofted'picturé.of_ﬁhé

-
7
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HOME LANGUAGES IN THE RSA, ACCORDING TO

THE 1980 CENSUS (5% SAMPLE)
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COLOUREDS

LANGUAGE WHITES INDIANS | . BLACKS TOTAL
Afrikaans 2581 080 |2 251 860 | 15 500 77 320 | 4 925 760
English 1 763 220 324 360 |698 940 29 120 | 2 815 640
Dutch 11 740 . . . 11 740
German 40 240 . . . 40 240
Greek 16 780 . . . 16 780
Italian 16 600 . . . 16 600
Portuguese - 57 080 . . . 87 080
French 6 340 . . . 6 340 .
Tamil . . | 24 720 . 24 720
Hindi . . | 25 900 25 900
Telegu . . 4 000 . 4 000
Gujarati . . 25 120 . 25 120
Urdu . . | 13 280 . 13 280
Chinese . . 2 700 . 2 700
Xhosa . 8 440 . | 2870920 | 2 879 360
Zulu . 5 580 . | 6058 900 | 6 064 480
Swazi . 1 060 . 649 540 650 600
Southern-Ndebele . 440 . 289 220 | 289 660
Northern-Ndebele . 100 . 170 120 170 220
Northern-Sotho . 2 4490 . 2 429 180 2 431 620
Southern-Sotho . 5 320 . | 1872520 | 1877 840
Tswana . 9 300 . | 1346 360 | 1 355 660
Tsonga . 1 180 886 960 '888 140
Venda . 40 . 169 700 1169 740
Other 35 020 -2 660 | 11 160 73 900 122 740
TOTAL 4 528 100 |2 612 780 821 320 |16 923 760 |24 886 020

—

(Prinsloo, 1986)




~ black languagesi of South Africa, as a whole, emerges, the figures given

_are, nevertheless, useful.

Since the parameters of th1s work have not extended to the position of the

1anguages of minority 1mm1grant groups, the data relating to minority

European and Asian 1anguages,w111‘not be discussed here.

The government off1c1a11y recognises ten African 1anguages. The majorityof
black South Africans speak either an Nguni (which comprises- Xhosa, Zulu,
Swazi, Southern—Ndebele and Northern—Ndebele) or a Sotho (which comprise5°

" Northern-Sotho, Southern- -Sotho and Tswana) 1anguage.

It is clear from this table that the 1inguistic make-up of South Africa is
such‘that should one of the 1nd1genous 1anguages be chosen above others as

the lingua franca, a climate for resentment would be created. Since there

is no clearly obvious "African lingua franca in South Africa, in the

interests of national unity, English is set to perform‘that'role;_

. What follows is an"analysis of ,black opinion on the future of 1anguage

policies for -South Africa. This study is not essentially concerned with

white opinion where it reflects the status quo as. a future South Africa

will, in all likelihood be a nation—state whose government }w111 be

determlned by an entirely different electorate from ‘that’ which presently

" controls the territory.
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9.2 LOCATING THE CONTEXT

Black ideology and politics  fall into two camps at present. Firstly,
there ‘are a number of black leaders and groups who, to differing degree§,
.a;e regarded as collaborators of the present gbvernment.' " Alexander .

(1985a: 36) explains the term icollaborator’ in the following wayi

We have correctly considered all those who worked in government-
created political institutions to be collaborators ...Bantustan
leaders, community ° councillors, management and .local area
committee members, SA ~ Indian Councillors, President’s
Councillors and ... members of the kitchen parliament, all these
are collaborators who by now knowingly work the very instruments
that oppress us. : ‘ ' . '

It should be noted thaf many of'those labelléd éolléborafdrs contend fhat
their strategic -dgcision'to work for change within the system 1is not
tantamount to -an gcceptancgv'of aparcheid. . Their critics argue that the
atﬁehpts to work toward real chanée from within »goyernment sponéored
institutions have .not worked, vhistorically, énd cannot work; Efforts to

do so are viewed as cloaks for political opportunism and se1f—enrichmént,

Extfa—pariiamentary critics of the‘ Laboﬁr Party»'in  thg.’House -of
Representativeénsee its handlipg of the _edpcation cérisis of'l985-6' as
vfurthér evidehée of tﬁet cpllaboratiqnist nature of thbéeiwho work within
the gove:nmeh;al sﬁrucgqrés; ‘The cpnsefvative and non-negog?atory stanCe»
taken by Carter Ebfahim; the Ministgf. for Education in the House of
: ﬁepresenqétives dufing }tﬁé schools’ boy;ott:in 'the.Weétern Cape in the
latter haif of 1985 prévided one é#amplg for critiéism.} Pupixs boycotting

R ) . B N -
school were calling for a re-structuring of the ‘education system to



eliminate apartheid. The - leader of the Labour Party; the Rev. Allan
Hendrikse provided a further example for his critics w1th his heavy-handed
"call for the closure of the UniverSLty of the Western Cape in 1986 as he

felt the'students were too politically motivated.

Black 1eaders who are not catered for 1n the parliamentary structure, but
who operatel mithin political vstructures set up by central government in
the ’independent' | homelands' (Bantustans), .are seen j»as government
employees. This is because they owe their positions to government;and, in
the past, their sympathies have. dovetailed with those of central
government. .The ieader’ of Kwazulu and head ,df Inkatha v(a _cultural-
political movement of over a million members); Chief Mangosuthu Gatsha
Butheiezi is in a somewhat ambivalent position. iHe has been willing to
become a homeland leader,' which has drawn 'criticismb from vthe':non—
collaborationist p051t10n, but he has refused to accept. independence for
tacticai reasons. He feels that he has more leverage over the .government
‘as a ieader who has not accepted independence; Buthelezi has used his
status as a homeland' ieader as a form of political' insurance against
:central government harassment and aiso asv'a' platform to'hbuiid_'up a
political_base in the form of Inkatha. His promotion.ofvinkatha, because
it is 'a Zulu dominated cu1tura1—p011t1ca1 'organisation, is seen'bv his
, critics as the promotioni of ethnicity. Ethnicity :is_regarded by the
government s extra—parliamentary critics as' a euphemism for'racism and a
policy not only 1n1m1ca1 to black unity but also part of the government's

grand apartheid scheme of divide and rule, Central government’ s approval

of 1Inkatha reinforces non-collaborationist scepticism of’ Buthe1e21 s

-
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pOSLtlon.' Nevertheless, he has adopted as a basic objective of education

in Kwazulu, the liberation of black people (Gastrow, 1985: 75) .

With regard to education policy, especially that of language, these

labelled ‘collaborators’ are prepared to administer the policy acceptable

to the South African government,7 Consequently. it.,is not necessary to

specifically outline their points of view.

The ambivalence of the Inkatha movement and Buthelezi’s position call for

an examination of the Kwazulu'educational policy. Dr Oscar Dhlomo, the
Kwaaulu Minister for Education and Culture,.'submits that in a multi-
" cultural society. there‘are ba51c economic reasons which should determine
language policy." There .are economic reasons why people should become

conversant in a language through which the economy operates where that

language'is not the -mother tongue. While he argues in favour of mother’

tongue instruction in- the initial stages of education for the ‘usual

reasons as specified in the 1953 UNESCO document on the vernacular,

econom1c pract1ca11t1es make it necessary that black ch11dren in South

Africa acquire the language wh1ch will most beneflt them econom1cally, and
in this case it 1s Engl1sh (Dhlomo. 1985) . Essent1ally, the policy is one

_of economic’ pragmatism. ‘This has led cr1t1cs to’ charge that the Kwazulu

'stance on language pollcy is an aspect of its more general support forvthe

present economic system of capitalism wh1ch entrenches the class system 1n“

'South Africa. . The non—collaborators submit, then, that Kwazulu does not

lend itself toward alternative.political structures in South Africa.
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9.3 ALTERNATIVES TO LANGUAGE POLICY UNDER APARTHEID

The second large body of black 0p1nion which regards 1tse1f as u1t1mate1y

opposed to the present governmental structure, -may be seen as operat1ng

from two . different points of view. Out51de . the country, these are’

represented'by " the Africanv-National Congress (ANC) and the South African

Communist Party (SACP) on the one hand and the Pan Africanist Congress

(PAC) on the other. The internal organisation of the SACP dissolved

itself in -June 1950 1in order to oivert the effects of the Suppression of
Communism Bill ‘due to come into .operation later that year. ‘After
Sharpeville, both ,the'ANC anditne PAC were banned from.activitiesvwitnin
South Africav~in'Apri1 1960. Consequently;‘they now‘operate from external

missions, as does the SACP.

Inside South Africa, black opinion opposed to collaborationist activities

is d1v1ded 1nto two components which closely reflect the positions adopted

by the ANC (together w1th the SACP) and the PAC respectively. The tables

on the following page prov1de_a diagrammatic p1cture of the two movements.
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FORCES OF BLACK POLITICS

NATAL INDIAN CONGRESS

LIBERATION
SOCIALISM

‘(Marshall, 1985)

FORCES OF BLACK POLITICS
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{ UBERATION
SOCIALISM

Based on.Marshall

and from BC movement to an
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iliation with the UDF.

-
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9.3.1 = Policies identified with Charterism

‘The first group'might be regarded in a broad sense,, as“representing or

‘ aupporting ‘Charterism’, 'a term coined after ‘the ANC adopted the Freedomd

'Charter, which was ratified at ~the 1955 Congress of the People _in
AKliptown; as_(official.policyt dAfr1caﬂ1sts within the ANC [refused to
aooept the ACharter as oftioial pol1cy as they felt that the 1nc1us1on of
non-Africans in"the provisions of the Charter would -d11ute Afr1can
| nationalism (Marcps. 1985:.if). -D1vr51ons e1th1n the “ANC 1ncreased unt11
the Africandstsl were‘expelled from the party in 1958 and they formed the

PAC in 1959.
ANC policy.
Many of the office—bearers of the: ANC are members of the SACP and it is
widely accepted that ‘the pol1cy statements on education made by the ANC

are not at var1ance W1th views held by the SACP.

Parts of the Freedom Charter alluded to’language policy.; ._Under the

_section ent1t1ed, 'All Natlonal Groups shall have 'equal.'rights}‘ the

following statements were made:

All national groups shall be protected by law agalnst 1nsu1ts_to
the1r race and national pride; : :

All people shall have equal r1ghts to use the1r own. 1anguage and
to develop the1r own folk culture and customs...A .

(Congress of the People. 1955)

e
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There is an Histqrical link be:weénAlanguage, race and national pride but
this iiﬁk was.presented more Qéecificélly in'the.sécond.of tﬁe statéﬁents
abovg. fhere; thé close associétion of culture and c&stom Qith”language
is suggested. In  thg section of the Charter éntitied,' iTheADoofs‘ of
Learniﬁg aﬁd' Culture Sﬁéll be opened!' specific reference to langﬁage‘w;s

‘not made, however,.it is implied through culture.

The aim of education shall be to teach the ‘youth to love their
people and their culture... (Congress of the People, 1955).

In 1969 a donfergnce was held at Mbrogoro in Tanzania at which an_analysis

of the Freedom Charter was adopted. ‘While this ~analysis did not

articulate the policies of the ANC with regard to language'policies'for,a
future South Africa any further than did the Charter, it _provided a
background to the criticism of the ANC tqward language policy under

apartheid rule.

As far as languages are concerned, only Afrikaans and English
‘have official status in the bodies of state such as Parliament
or  Provincial ‘Councils; in the courts, schools and in

admihiStration.’:The culture of the African, Indian and Coloured -
- ‘people is barely tolerated. In fact everything is done to smash

‘and obliterate the genuihe-cultural heritage of our people. 1If
- there is a reference to culture by the oppressors it is for the .

purpose of ~using it as an instrument to maintain our people in
backwardness and ignorance (ANC, 1985a: 8). ‘

The languages of the people are not permitted to be developed by

them in their own way. ignorant and officious White professors
sit on education committees as arbiters of African languages and
books without consultation with the people concerned. ~ The -
grotesque spectacle is seen of the White government of South

. Africa posing -as a ‘protector’ of so-called Bantu culture and

' traditions of which they know nothing... The truth is that they

 wish to preserve those aspects of the African traditions Which
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contain divisive tendencies likely to prevent the consolidation
of the African people as 2 nation (12-13). '

What is discernible from these statements is concern about the treatment

the indigenous ‘languages receive from the South African gouernment at

present. The implications appear .to be that under an alternative'

government these ianguages wouid reeeive equal status w1th English and
Afrikaans. Just what the actual policy would be and. how it would be

implemented is not made clear.

An ANC Youth Summer School in Hungary during 11980 inspired an article
which reiterates the ANC s attitude'toward the denial of the essence of

African culture ‘in South Africa°

...the oppressors’ . culture dominates and the cultural
development of society is determined by them In all the years
‘of colonial and imperial domination and apartheid - rule the
oppressors have tried to eliminate the most important value of
our culture nd to preserve and present that which furthers hlS
'1nterests (ANC, 1985b: 59) .

The 1mp11cation for language, here, is that it wili 'be. emplpyed to

reaffirm cultural traditions which have been denuded during the.era of

apartheid.

_ In'October of 1980 an important seminar was held in Lusaka, Zambia, on:
'Education and Culture for Liberation in Southern Africa’ "The seminar
was inspired by the 1978 Maputo Seminar on Education which cqntained in

its concluding remarks the following:
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The break with colonialism and the " creation of an educational
system to serve the interests'of the people ... must enable man
to re-discover his historico-cultural past, assuming it within a
revolutionary perspective (Maputo Seminar on Education, 1978

cited in FEP, 1981: 8). - ‘

Implied inv this is ‘the_historical impor;ance‘oﬁ a person’s mother ﬁongqé_
"as the ﬁatdral conveyér ofrthjs cui;ura1 heritage. )
The Nationai -Executivé Commiftéé  of-the ANC (SA) . adopted an .Educa;ion
Policy Documeht in 1978 (fEP; 1981: 15). Available 1i£eratufe relating to
. the document , discﬁssesilthe ~aims, pfiﬁ@iéles and structure: of ANC
educatipnallpolicy, but ﬁhe duestipn of languages is .nog 'addre§sed
directly. . Qﬁ:the ‘othefAhand, the ANC dqes'not qlaim to bavé §roduéed_a

definitive blueprint as far as educational policy is concerned:

There is no doubt that our policy and structures are still only
experimental. They. are thus still flexible (FEP: 17) .

Nevertheless, at the Lusakaiseminar, discussion which concerns language in
education took -place. The ANC suggested that_‘withiﬁ the stfuctu;e.ahd

content of the curriculum, African culture and languages should be:

..egiven partiéular'emphasis ... although certain basic problems
have to be overcome with regard to the teaching of South African
languages. For the present ‘we ‘lack trained linguists and
suitable teaching materials. We will draw upon the positive and
unifying features of traditional African culture to create 2
pqsitive self-concept and pride in our national heritage ( FEP:
43) .. o B ' ' . '



Herein can be discerned a tension between the interests of the various.

language groups and the process towapd'nationél unity. The ANC skirts the

" most important issue. Through which 'medium/hedia will this traditional

African culture be transmitted? Evidence that the ANC is caught between

two different sets of concerns becomes apparent in the rhetoric during

ﬁhis conference “in quaké._ 'Cléarly influencéd by the ;hinkihg: of the
kehyaﬁ.wfiter; Ngugi wa Thibng'é, 'thev ANC  as$erted tﬁat a ‘n;:1ona1
1ite§at§ré_p;ovides 4the1c¢ntra1 . taproot ofbthe 'culﬁufa} nburishmen;‘.of
the child. (FEP: 6b). If this is, indeed, thé case, theh it foilpws that
_the ANC. must accépt-.wa Thiong’o;gl‘arghment th;t the,ﬁse of English as a

"medium prolongs colonialism long after independenée has been achieved.

During the _neo-colonial stage of imperialism education and
culture play an even more 1mportant role as instruments of
domination and oppression. [European naming systems; European
‘ language; - European theatre' European . literature; European
content in teaching materials; all these areas; so central to
culture, are left intact.  Since the petit-bourgeoisie grew up
accepting the world-view of the imperialist bourgeoisie, it will
drive the youth even more vigorously into educational factories
producing the same world-view (Ngugi wa Thiong‘o, 1981: 12-13).

With regéfd ‘tb_the indigenous 1énguaggs “of _Africa; wa Thiong’o has
suggested that:
We African writers are bound by our calling to do for our

languages what Spencer, Mllton and Shakespeare did for Eng11sh
(wa Thiong’o cited in Walmsley, 1986) :

At the  same time ‘the ANC’s position requires that it ‘promote national
unity “and the promotion of the individual Aianguages might revive

" divisions. ‘ : : . ' C ~ B
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Clearly 4 mult1p11c1ty of social" categor1es and particularly of -
ethnic groups, makes the role of culture ‘in the 11berat10n
movement more d1ff1cu1t to define (FEP: 68). '

Consequently, the - ANC appears reluctant to present a clear policy with

" regard to the position of the indigenous languages .preferring to

concentrate its rhetoric on aspects of unity.

" +..the success of the national 11berat1on movement unites all
sections and -ethnic groups. of a people under the banner of
nationalism,  and it accelerates = the . process of

nationhood...cultural manifestations will reflect this fusion in
terms of national art, national literature and so " on...(FEP:

74) .

The problem is that wh1le these 'are obv1ously important concerns,'they
have to be transm1tted through language and the ANC fails to 1dent1fy the
_medium/media with suff1c1ent clarity. As South Afr1ca has no Afr1can

lingua franca, this is an important omission.'

A partial answer to the quest1on of the pol1cy on language medium issues

at school is prov1ded 1n a d1scuss1on on the strateg1es adopted by the ANC

college, the Solomon Mahlangu' Freedom College, at Maz1mbu in Tanzan1a.'

Since South African pupils attend1ng the college arrive as products of the
tribally divided educatlonal system, the pol1cy has been to attempt an
elimination of the effects of aparthe1d.
_ ...each tribal curriculum places emphas1s on the tr1ba1 language
" as medium of 1nstruct1on. We have decided, for the meant1me in

our transitionmal period to adopt the Engl1sh language as’ med1um
of 1nstruct1on (FEP: 96)
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it seems, then, that the policy of the ANC is following very much the same
direction toward ~ language medium policy as has Kenya, and Zambia
immediately after independence, where English is seen as the lingua.franca

and vehicle of national unity..

An:important aspectfof the Freedom‘ Charter is the guarantee that :afl
people shall haVelequal’ righte.and its'foous on democratie principlee.
From_this. perspective, it miéht then be argued that the AﬁC has not
articulated a policy with‘ regard to the language issue, w1th clarity,
because this would be 'a'violation of its adherence. to the prinoiple of
democracy whichvwould_require that the people of South Africa be.conaulted
on such an issue. A meeting between ﬁUSAS and, theliANC in Harare;

Zinbabwe, in 1986 resulted in a NUSAS report which empha51sed this point.

The Freedom Charter does not st1pu1ate how its demands are to be
implemented. This will have to be determined by democratic
representatives of the people after liberation (NUSAS, 1986:

13).
Furthermore:

It (the. ANC) lays empha51s on people’s power, ‘{e the ability of -
people to exert control ~over their 11ves and destiny at all
levels (ibid).

NUSAS reports that on the question of cu1tura1 1dent1ty, the'ANC pointed'

out that the Freedom Charter guaranteed the protectlon of cultural

identity and language'of all groups where this facilitatedxinteraction

between groups ~ and did not foster exclusivity (NUSAS, ‘1986:'16). This

sentiment was more part1cu1ar1y expressed by the ANC .in 1985 when

ot
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interviewed by a South African journaiist in London. An intereéting aside

here is that, at the time, the mediavexpressed much surprise that the ANC

guaranteed Afrikaans language righrs_ after apartheid rule ended in the

‘country (Cape Times, 3 December 1985). Essentially, the ANC was implying
nothing that was not aireédy contained in the _Freedom Charter. . The
surprise reflects -a misunderstanding, on the part ofvmény'whites in South

Africa, of the principles underlying the Charter.

In sum, the nolrcy of the ANC. toward 1anguage has, as yet, been expressed
only in a rather tentatrve manner where pract1ca1 matters are concerned

In brinciple,. the r1ghts of all language ‘groups w111 be upheld so long as
these do not 1nterfere w1th the processes of nat10na1 unity. The emphas1s
onvdemocretie involvement in dec151on maklng presented by ”the_ Freedom
Charterrhas made it posoible for the,ANC to be cautious about articnlating

" a language policy in definitive terms.

Charterist policy within South Africa

The largest body belonging to the Charterists within South Africa is the

Un1ted Democratic Front (UbF).’v ThevaDF_is‘ an 1amorphous organisation.

‘conceived as a federal body to wh1ch other organlsatlons could affiliate’

and was establlshed in May 1983 (Lodge, 1985: 15). At present there are

about 600 bodies or organlsat;ons "which _are‘ affiliated to - the vUDFv

(Lodge: 16), of which the student organiSationS'are those which are most
specificelly concerned with the educational policy. The Congress of South

African Students - (COsAS)., an organisetion _of black secondary school

stndentévand. said to :be the 1largest affiliéte group of the UDF was
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promising, together with the Azanian Students’ .Organisation‘(AZASO),v.a

body for black university - students, to bring out an Education Charter as

early as 1982. AZASO was the successor of the Black Consciousness aligned

South African Student OrganiSation (SAS0) established in 1968 by Steve

Biko and subsequently bénned in 1977 after‘hi§  death.. 1In 1981, AZASO,

dropped its purist Black Consciousness (BC) -line and entered into

discussions with NUSAS, an organisation on white university caﬁpuses. In

so shifting policy,.AZASO is seen to be closer to the UDF camp. AZASO

together with COSAS (until its banning on 28 August 1985) and NUSAS have

continued with ‘the Education Charter Campaign. Although the campaign has

not yet produced any concrete policy, Alexander (1984: 47) regards the

Education Chartéf»'Campaign as one of ‘two ofr the Amost vSignifiqant
alternative initiatives now gathering momentum.in South Africa’. 1t is
intended that the charter'become a document of guidelines for educational
str#tegies during 'the struggle for liberation. The.campaign is linked to
the educational aépirafibns hinted at in'the freeddm Charter and Alexander
feafs that the Charterist allegiénces'of  the.movémént might alienate it
from the ﬁoﬁ—Chértérists‘(1984:148). The situation of pplitical-‘uﬁrest',
" the State .of Eme;éency, and the s;udént boycotts of 1985 and 1986 have
delayed the ‘aetiVities of' the campaigna théh ha§ meant that no clear

outlines have been drawn up.

9.3.2 Black Consciousness poiicy

The second major group which regards itself as non-collaborationist is
that which is seen to represent the Black Consciousness movement. Outside

the country it operates as the PAC. Inside the country; various
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organisations such as the Cape Action _League (CAL), .and the Azanian
People’s organisation (AZAPO) have come together under the banner of the
National Forum’ '(NF).. This Black ConSC1ousness group opposes the
Charterfsts on the grounds that’ the former have comprom1sed the cause of

liberation by enter1ng 1nto all1ances w1th organ1sat1ons wh1ch,' while

anti-government,.have t1es w1th the white rul1ng class (eg the Black Sash

and NUSAS). The National Forum is essent1ally more lpur1st and more
ideologically unified ‘than the Charterist movements.‘ Consequently; it is

not surprising that the educat1onal pol1c1es w1th wh1ch this analys1s is

concerned are to be found art1culated in more - deta1l within the ranks of

the National Forum than they are in the Charterist movements.

The PAC_:is'a-'smaller organfsation' and it 'publishes less than the ANC.
Ihat'which lt does puol1sh is even less read1ly ava1lable in South Afr1ca
than is that of the ANC. One might, however, focus on AZAPO (the Azanian
People’s Organlsat1on) mater1a1 ‘which reflects the BC line. Wh1le this is
not PAC material, it 1s w1dely accepted that AZAPO is the 1nterna1 w1ng of
the PAC. Hence, _1t is accepted that the arguments and pol1c1es of the

1nternal wing reflect those of the parent body qu1te closely.

The only - Specific policy 'statement produced by extra—parliamentary
pol1t1cal groups comes from w1th1n the ranks of the Nat1onal Forum in
South Afrida. The AZAPO Educatlonal POlle document dlscussed over Easter

1985 suggests that: .

As we work towards the complete overhauling and restructuring of - the

-

present educational system we must:
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«+.Implement a national prOJect to teach the English language to
all Black people. This will ensure that Azania will not be
isolated from the rest of the world and will play an integral
part in natlon—bulldlng. English as a lingua franca allows for
communication across so-called tribal, racial and ethn1c
barriers (AZAPO, 1985: 15). '

‘The architect .of this ‘national project to teach the English language to

.all Black people’ is Dr Nev111e Alexander. Dr Alexander is a member of

the Cape Action League (CAL) as well as be1ng a member of the Nat1ona1

Forum Committee. He has been the dlrector of the Cape Town offlce of the
South African | Committee for Higher Education (SACHED) .and is the
inspiration behind the National Language Project. which .is being .co-
ordinated by a body .associated with SACHED, the Education éo—ordinating
Council of South Africa (ECCSA) .ECCSA’s existenoe haé been based‘on>a
percelved need for a change in the educational system in South Africa and
its aim has been to co—ordlnate a1ternat1ve strategies wh1ch are able to

operate at present but which are geared toward a future society. .

...since the students’ uprlslng of 1976, education for
liberation has become the watchword of ... high-school and
university students ... More than at any other period in our
history, black people - have become aware of the ‘political -
importance of educatlon (Samuel, 1983: 24). : ’ '

While ECCSA has links with.groups associated with the National'Eorum, it
should be noted that ECCSA_mas not formed as an exclusivist organisation.
Its pos1t10n was.spelled out in'“avpamphlet explaining the nature of and

goals of the body in 1985.

...the political persuasion of such organlsatlons did not make
any difference to the ECCSA, so long as those organxsatxons try
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sphere... (ECCSA, 1985).

to intervene in a progressive direction in the education i
L

Conseqqently; it would'be naive to assume that programmes under the " R
auspiées of ECCSA are_geafed,oniy toward serving the interests of National 5
forum members . The organisétion’s goal has been to c§—otdinate in a : g
democratic way thé plethora of edﬁcationailprojects_which have sprung up. o C
through grass root; civic and community-grouﬁs as a_respoﬁse Eo the crisis

in education which has become increasingly obvious since 1976.

One of the most significant steps toward_’education for liberation’ might
be seen in what was initially called the National English Language Project

(NELP), and later the National Language Project (NLP).

This is undoubtedly the most urgent project. Politically, it is
essential because of the fact that only a lingua franca or a
linking language can in the long run guarantee the unity of the ' i
nation of South Africa. The nation-building aspect of this '
‘project is 1its most fundamental feature. Because of  the S i
National Party government’s sectarian insistence on treating
English and Afrikaans as . co~equal ‘official’ languages, state
resistance will be forthcoming. . However, since such a project
is necessarily community-based and national (involving churches,
youth groups, teachers’ organisations, students’ organisatioms,
trade unions, c¢ivic bodies, creches, etc, etc.) it will. be
impossible for any government to stop it. - This language
movement will become simultaneously a cultural movement since it
is clear that different - cultural elements will be or can be
conveyed to all sections of the population through the same
language medium. The NELP will also constitute a guarantee that
South Africa will not be isolated from the rest of the world
(Samuel, 1983: 27). o : ' ' '

RO T ]

What is so important about this project, is that it clearly outlines a
policy toward language medium as a strategy for changing the status quo

and providing a vehicle for national unity. The choice of language med ium
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and a policy with ‘regard to all the languages is an essential starting. "

point for any movement intent on changes within the structure of society.

Alexander (1983: 35-36).-explains'the perceived link between polifical and

educational change as:

...while

it is quite true 'to say that educational change,

generally speaking, "will not bring about the desired political
or economic change...it is clear from our very history ' that
practical interventions by. independent educational instances
have been a major contributory factor to the growth of political
consciousrniess among our people... By intervening in the
educational -arena ... we are ... " participating .in the class
struggle on the cultural front. :

The essential

ideology behind Alexander’s interest in a National English

Language Project ‘1ies in his belief in the concept. of “building the

nation’. -

It is necessary to stress that all these and many other
advantages of co-ordination can only be realised if there is
some broad ideological agreement  that can "make hundreds of

different -

cohere.

community, worker and educational organisations
"I believe that this ideological cement can be nothing

.other than the process of building the nationm, ie, the struggle =
for an ' Azanian/South African nation in which oppression- and
Aexploitation_shall have been eliminated (Alexander, '1983: 41).

On economic, political and ideological grounds, the
universalisation of English speech has become priority number

one (42)

ECCSA is to be dissolved at the end pf.1986 as groups outside the BC

movement associated the orgahisa;ion_with BC policy even though ECCSA has

since its inception shown_'a’desirélto consult with'all groups which were

working toward change. The National ~Language Prqject,' However, is to
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continue as an autonomous body from 1987 (Knott, 1986). The intention is.

that it should not be seen to represent the interests of any particular

groqp'working toward post-apaftheid South Africa.

It should_fbelﬁoted“ that the .name'of _thé'laﬁgugge‘ proje§§.was aiterqq
between 1983 and 1985 from tﬁe NatioﬁallEngliéh Language Projecf to the
.,Natjonal Léﬁgugge Projecﬁ. Un&erlying this change ié a sﬁift of émphasis
fFOm.the:-aéparent focus on English towafd‘tﬁé other langﬁagesvof Soufh

. Africa. .Samue1.(1983:_27)_feferred to the fact ‘that only a lingua franca

or a _linking languagé can in the long run guarantée the unity of the
- nation of South Africa’ - by which he meant English. Alexander (1986)

plays down the focus on English in the following:

«..the NLP sets out .to promote English as a linking language
which, we consider at this stage to be a sub-set of English for
Special Purposes rather than as the equivalent of a lingua
‘franca... ' ' L -

Further,'he argues thaﬁ:

‘ ...all-languages»'spokén by the people of South Africa have an .
equal right to flourish, having due regard to the economic and
technical constraints that inevitably - but usually only
temporarily limit the implementation of policy (1986: 1).

what Aiexéhderv is é}luding to,isv the”historicéi sequencg of changing
languagé policiesv in Africé; where immediately'afteriindependenée the ex-
colqnialkléngudée; ’Engiish hés usually beeﬁ édopted-as the iihgua_franca
and chief mgdiuh‘qf instructidﬁ. Iﬁis has Seen'doﬁe in tﬁe interests.of

promoting national unity and discouraging elements of division whith might
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be perpetrated through a multi- l1ngual approach. Since the colonising
agents failed_ to promote the indigenous 1languages to where they could
function_adequately in a modern world, newly independent‘countrles have

found that economieally and technologlcally they are unable to make

 adequate educatlonal prov151ons for these languages unt1l sometlme after -

independence,.in any.case. So Engl1sh has been used as a conven1ent
vehicle of_:communication during the transitional phase 1mmed1ately after
independence. An examination: of the h1story of language_ pOlle and
plann1ng in Anglophone Africa 'shows an increasing.mowement away from the
dominating 1nfluence of English as the need .to promote a spiritv of

nationism decreases.
An acknowledgement of this process appears ‘in:’

We accept that in ‘the first phase of a democratic post- -apartheid
_South Africa, whatever the socio-economic system prevailing,
English will necessarily function as the lingua franca (in the
sense of a un1versal second language) (1986: 2).

Alexander bellewes that'regional languages would bevpromoted‘and used at
reg10na1 adm1n1strat1ve levels in a post-aparthe1d soc1ety.v So that, in
the Cape, for example, English, Xhosa and Afr1kaans would be regarded as
carrying equal status. Although there .is_a' great deal of antagonism

directed toward Afrlkaans; he argues that 1t is not s1mply the language of

the oppressor. It 1s the mother tongue of a large number of people who do

not form part of the ru11ng elite (Alexander, 1985b).

With regard to the 1mplementat1on of 1anguage med1um pol1c1es at school

Alexander foresees an acceptance of,the baS1c tenets of the 1953 UNESCO '
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document on the vernacular.' Initial inétruétion should be in the mother
tongue while Eng11sh should be 1ntroduced almost 1mmed1ately as a subject.
The sh1ft to Eng11sh medlum would probably occur in the fourth or £ifth

year of school (1985b)

'9.3.3 Other Argument’

Meérkotter}(i985) ﬁas argued the case for.a movemenf in South Africa
toward monolinguaiism. He sees the.variety of Afrikaans eﬁployed by the
ruling élite;: ét.présent; §s dne which is likely to be rejected vasva
medigmfof .instructidpvby ;a‘neQ set of r#lgfs. Consequentiy, he implies
thatvﬁhét register of .Afrikéans will become decreasingly less important;
At ghe'saﬁe‘time, he ~argues that the 1nd1genoﬁs languages are not equipped
to mee;. the needs :of a modern technologlcal world and, consequently, are
likgiy to  suffer -a. ~ further erosion., of ﬁhei: .ability to convey
cqmmpnicationf Whilé' this ‘argdment‘.is‘ interes;ing, fhe history of
. language élsewhere_.in‘Africa has'shéwn"thét. indigenoﬁs languages a:é

gaining more and more prestige.

_Mphahlele has been an outspoken cr1t1c of the government‘é language policy

for a vnumber of years. . His p051t10n is one which 7rejects the

implementation of language ‘medium pollcy under Baﬁtu Education where

emphasis on the mother tongue has been. respon51ble for preventing black

‘pupils from ‘acquiring-adequate_leVels of_communicatlve cpmpetence (1985) .

He argues .that by .withholding English, the biabk'pupils have been deniéd

vaccess.to' the modern' world. His position then is one from which he

vprdmotes'Engllsh as:;he_ language of nat10na1 un1ty and'the one which
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prov1des 1nternat1ona1 commun1cat10n. While Mphahlele recognises the need

for initial mother tongue imstruction, it is essentially English which he
sees as the dom1nant language of South Afr1ca. He 'asserts_ that the
argument of English being Athe agent of neo-colon1al1sm is not a tenable

one given the more - important function Engllsh has in fac111tat1ng wider

communication and fostering close ties with “other African countries

(1985b).
9.4 CONCLUSION

Seyeralvthings " are clear in an analysié of the direction of language

medium policies in'a.post-apartheid South Africa:

(1) the role of Englxsh is set to be one of great 51gn1ficance;
(2) the role of the black languages ‘is 11ke1y to become more prest1g1ous,

(3) the role of Afr1kaans is. 11ke1y to d1m1n1sh.

While there is no unequ1vocal artlculatlon of a languagenmedium policy

within the‘-ranks of -the ANC, it is clear that from the ANC viewpoint,

English,is likely to perform the role of the lingua,_franca for “the :

purposes of national unity at least during‘a transitional periodl and

immediately after a change in government, should th1s happen.

Policy emanating from the National Forum presente very much the -same

position for English, but in a more clearly defined.manner. AZAPO has

focused on the need for a national prOJect to teach Engllsh.
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At the same time the position. of the gAfrican languages ofaSouth Africa

should not be ignored.  The _choice of English is simply one based on

convenience. 1t will facilitate communicationv not only on 2 national

level but also an 1nternational one. ~Concern about the position'of,the

African language was expressed in The Freedom Charter and hence it is safe.

to assume that ANC policy will ultimately promote these languages. More
~and more‘ concern about these languages is becoming evxdent W1th1n the
. National Forum. = The National banguage PrOJect, while promoting English as
‘a linking language is looking-toward a 51tuation where the local languages

will have a 51gn1f1cant role in regional government.

lhe debate about'English being the conveyor.of neo-colonialism is one
which has not yet gained much ground in South Africa as the more 1mmed1ate
needs of national un1ty can only be achieved throughva lingua franca.
English_is the only language which could conceivably perform this role at
the moment. Once a post-apartheid South Africa “has been achieved it is
npoSsible, as 1s ev1dent' 1n African countries to the North,_that English
W1ll gradually be seen to be less apparently neutral. ‘In this event, more

attention and status is likely to be conferred upon the black languages.

Already, a certain amount of resentment of English has been discerned'

. among the grass root educational organisations in the Western Cape (Knott,

- 1986).

Finally, the position of Afrikaans'needs be addressed. 1t is widely

acéepted that under an alternative structure, Afrikaans would lose its

—

prestigious'nosition. . While there are those who would argue that
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Afrikaans 1s l1ke1y to perlsh a mor
that Afrikaans 1is the mother tongue of a significant number of people in

South Africa. The Freedom Charter supports equallty of languages and the

right of each linguistic group to use its ‘own language. The ANC has

stated that Afrikaans speakers
rights. Furthermore, Alexander

seen as one of the regional languages in South Africa after aparthe;d

(1985b).

e realistic view would be to recognise’

need not fear the loss of their language.

has suggested that Afr1kaans may we11 be'
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CHAPTER 10
CONCLUSION

10.1 CONCLUDING REMARKS

Education in ex=-colonial Africa is now seen in terms of its function of

promoting the ideology behind state policy for the purpose dfvmaintaining

the power base. After gaining independence, African states need to

reorganise their societies and education is seen as a key to this process.

This phenomenon is not wpeculiar to Africa. ‘It is a feature regarded as

being present in most developing éoun;ries.  As Coleman has observed:

Once regarded as an essentially conservative, culture-
preserving, culture-transmitting institution, the educational
system now tends to be viewed as the master determinant of all
aspects of change (1965: 3). : S

The medium 'thrdugh which this change is transmitted isAclearly 1ahguage.

Consgquently; ;he cﬁoiqe'of language becbmes significant and it‘ﬁas been a
ténet'of' tgis étudy fhat‘chéice of lénéuagg mediuﬁ in indepeﬁdent Aéricaﬁ
stgtes is ;paffly in reéponse to coiéniai poliqy.v Expressed differenfiy,
the effect of.éoldﬁiél policy ﬁas been such that indepgndent'staﬁés have

found it neéessafy to adopﬁ a particular lahguage medium policy in order

to communicate the state ideology. This state ideology, in the countries

studied, has been found to be what is variously identified as ‘nationism’,

‘geographic nationalism’ and ‘open nationalism’.
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The b;oad spectrum of'British céloﬁial policy in the térriﬁoriés included
in this wofk has been given‘,as 'aaaptation" by Brown, since it was the
expressed aim of édpeagion' in the colonies to‘provide for éfentua1 se1f{
ru}e} At the same time; howéﬁer, it has been shown that British colonial
policy was often regarded by.the colonised é; ‘promoting‘ ‘separatism’
thréughvthe use of the vernacuiaf in education. _Thg vernécuiaf was
perceived,.by its speakers, as ﬁhe ianguage which  1imited»ec§nomic aﬁd
social advancement. This sgpdy has shown, however, avshiftiﬁg of emphasis
and contradictions in .the | ex-coionies. Perhaps moré .pertiﬂentiy

influential have been the attitudes associated with or directed toward

language during. the colonial pefiod and which became significant éf;er‘

independence.

From a socio-economic perspective, it emerges that those who were

colonised came to see English as the 1anguage of power and prestige. At
the same time, the effect of colonialism was such that it brought'wi;h it

a perception of the inferiority of the indigenous local languages. What

has become clear is that this was an inferiority reinforced'by a belief .

: that_local.llanguages were nofbcgpéble of tpansmitting_the messages of fhe
_modefn wofld. .Thefe._iS'littlé evidénce‘ to shbw ex—Brifish céloﬁial
African supéort.'for the argumént of iinguis;s who claim thag any languagé
is capable of development and growth to the point that it can function
‘equally well with important Vorld laﬁguages. .The'governmgﬂt'éf Taniania
has,'however, >pfomoted Sﬁaﬁili Qith the intention of that .Lgnguage
fulfiilingithe functioné of o:her‘modérﬁ. languages. .One éhoﬁld bear in
mind, though, _ that Swahili' enjéyed a'privileged position in that country

before independence and furthermore it is seen as a language which

|
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facilitates communication with neighbouring Kenya and Uganda. Kenya and

Botswana have .also included an indigenous language'as' one of the two

official languages of government and education, but in each case English

shares the second positionf. In reality,.in both of these instances,
English dominates. Evidence fromi'the. ‘other ' territories’ ’under
consioeration indicates‘ that in‘the earif_years of.independence, there is
littlegdesire to wait for slow 'progress in the direction of vernacular

development. Since English, a world language, prouides‘speedy access to

their goal of economic advancement'it becomes clear that pragmatism tends

to outweigh loyalty to local languages.

The attitudes of groups living in uSouth Africa touard language ,policy
1mp1emented by authoritarian regines 'also need 'togbeg notedr Milner’s
anglicisation policy ‘in the iatter days of British imoerialism has been
shown to contribute greatly to the rise of vAfrikaner nationalism, an
ethnic nationalism, :Afrikaner .nationalism, based partly on the‘fear oﬁ

los1ng Afrikaner 1identity, was responsible, in turn, for contributing

toward the rise of African nationa11sm in South Africa and ‘the rejection

of the Afrikaans,language;v Ironically, the Afrikaner absorption with

self-protection is exactly what is likely . to be responsible  for the

loss of his power and a decline in the influence of his language.

-Ultimately,the_ most notable effect of colonisation has been in the
emergence of the ideology -of nationalism. Since colonial‘boundaries cut

across prev1ous1y held 11ngu1st1c and cu1tura1 gr0up1ngs, new governments

have been faced with the task of un1fy1ng disparate groups under the aegisb

-

-of nationalism.
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As has been discussed, there are numerous versions and interpretétions of

nationalism. The concept emerged in nineteenth century Europe. There,

ties of a cultural nature based on ‘a glorious past’ and an ’authenticity’
perceived to be expressed through vernacular languages were very much part

of this phenomenon.

The European manifestation of nationalism should not be used ‘as a

yardstick for examining African nationalism. = Im the states = under

consideration, the neo-Fichtian concept of a relationship between an

ethnic nationalism and its exp:essioh_through a particulér language of

historical cultural attachment 'has not,  with the exception of the

Afrikanef_ideology, been part of nationalism; The_multilingual nature of
these states has .necessitatgd .thét nationalism :be'ebased on 'another:
consideration, namély a’~trahscendenc§ of ethnic associationﬁ’ with 
languagé. This is not to éay that nationalism in'Africa is Aiyorcéd from

concerns of its expression through a particular language. Far from it:

language remains . an important vehicle of nationalism, but ‘the language
chosen to convey this ideology is one which has been selected to act as a

lingua franca and which is largely devoid of partisan interests.

This study has demonstrated that the period of colonialism has brought to

Africa languages of wider international communication and in the case of-

the ex-British COionies, this language is 'Engiish; The extent to which

English dominates as the chosen 1anguagev.fbr the integration ~of the
multilingual/cultural/ethnic groups through ‘hybrid monism’ has dependéﬂ

upon two factors, namely, the type of colonial language policy prior to

1
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independence, and the existence or non-existence of a widely aécepféd

African lingua franca in the territory.

In other words, with  the exception of Tanzahia and Botswana, English has

dominated as a lingua franca .and medium of instruction in the early_years'

of independence in the exampies discussed. The findings show. that all too

frequently the 1interests of state policy, justified by econqmic and

practical considerations,"dominate during the early years of independence

(cf. the Kenyan New Peak Course adopted by Zambia despite adverse

educational criticism; and the pro-English SWAPO argument).

However, there  has aiso :Been a noticéabie shift 1in emphasis some years
after independence. Rheforic; which reflects a broadening of focus on the
role whigh the ex—coloﬁial languagg plays, emerges. The argument
expressed is that while English may very well facilitate non-éeétarian
unity when this 1s the primafy Congern of a new composite nation, it is at

the expense of continﬁing the process of imperialism. English, since it

was the colonial language, conﬁinues to transmit neo-colonial values which

may be seen.ésxinimical to African society. The associations of prestige

and materialism with this language are oneé which, 1in theory, are 1in

’opposition to the new state philosophiés. Concomitant with this érgument

exists that of those educationalists who present the case for mother

tongue,instrﬁction. In Kenya and - Zimbabwé, there has been a noticeable
shift in emphasis towards the value of instruction through the indigenous

languages. In Kenya, however, the 'state policy reflects more of an

interest in Swahili, the African lingua franca, while 1nf1uent1a1 writers

[

1like Ngugi wa Thiong'o argue the case of the mother tongue. In Zimbabwe,
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the recent recognition of 'minority languagesb as média of instruction

reflects this position mdre c1éar1y.

The argument presentéd by this study 1s that once the new gbvernments

_begin to feel more 'relaxeﬁ about establishing nationism they allow their

perception of the danger of neo-colonialism to be’ exbfessed. Since

language is seen to convey attitudes and values, the next steb is to give
greater .prestige ‘to the 1ndigehous languages. This phenomenon is

certainly 1is evidence in Kenya and Zimbabwe, and even in Zambia

educationalists have argued the case for mother tongue instruction more

vociferously during the 'second’ phase of independence.

As the pblitiqai concerﬁs with 1anguége” soften or .weaken, so does the

argument of most educationalists Strehgthen. The evidence is that it is

widely accepted that the mother tongue is the most suitable medium for the

initial stages of education and literacy. Nowhere has this premise been

effectively challenged.v Quite simply, state ideology is stronger than the
argumentvof educationalis;é, and polithél concerns oyetride educationally

advantageous ones when their interests do not coincide.:

A further ‘concern of this work’ has been to demonstrate that.theré is a .

discérnible connection 6f language policy.amonguthese.independent states.
Tanzania, benefitting perhaps from_va shofter‘ period of -3ritish. rule,
appeafed better able thanv'Kenya to  shake off,'the,yoke of imperialism’.
The use  of Swahili,yin | the former, not only'proyided for ﬁﬁity but

éiso short¥circuitéd " the ﬁeo-colonial phase ~of - English in the

-
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latter. Secondly, the. use of Swahili, an Africanrlanguage, satisfied to

some extent the educational argument for the value of the mother tongue.

After the early years of Kenyan independence, the influence of Tanzanian

policy is clearly_evident in tﬁe Kenyan attempts to elevate Swahili to ' -

greater importance.

Since Zambia does not have the benefit of Swahili as a potential lingua

franca there. is no discernible connection here between Zambian policy and

that of Kenya and Tanzania. Nevertheless, it ﬁes already been shown that

the'English language'immersidn'»policy of Kenya's early independence was

adopted by Zambie.'d.More fesea:ch needs tov'be conducted to .aecertain
wnether there fwes.a 4link between' Ehe Zambian English medium policy and
that of eafly iimbabwean Englieh medium _poliey; However, as indicated,
this researcher was not permitted suffieient accese to material which may

have clarified this point.

Botswana 1s a special case and its peculiat linguistic make-up has made a

powerful, 1deologieale a;tachment to language unnece8sefy. Consequently,
there have been no discernibie.‘trends in shifting_ language policy.
Essentiél;y British ‘rule left a legacy of English as it has ndone

elsewhere. Since the majority of the country's inhabitants speak Setswana

that has become the nafional;language " and mediun .of early instruction.

The stresses associated with language medium elsewhere are not apparent

here. "Neither are there any notieeabievideolpgical  11nks'between thed

- language policy 1in Botswana and the other independent states discussed,

[
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apart from its use of English which . facilitates international

communication.

The connections between the independent states already discussed and a

future Namibian and Sputh .Afri;a language policy are of particular

_importancé. Both Namibia .and = South Africa have Shérgd a  secondary

colonial phase in the white South African National Party Government. In
each instance the ques;ion‘ of language has been shown to have unusually

sensitive associations.

After British colonial rule ended in South Africa, the legacy of

resentment against éssocia;ibns with this period continued unabated until

the Nétional‘Party came into power in 1948. Milner’s anglicisation policy

had successfully alienated the Afrikaners from the English 1anguagé;

Whereas elsewhere, English was used as a lingua franca in order to create

unity, in Sdu;h Africa, the Afrikaner . sought to protect hié identity and

" language. Instead of choosing a language to promote national unity,v;he-

Afrikaner strove to promote Afrikaner nationalism, an ethnic nationalism.

In order to maintain the.Statds quo, it has been shown that the'government

chose a process which was the reverse of that chosen in the other African
countries who were to achieve later independence. The South African

choice was ‘divide and rule’. One of .the mechanisms by which this'wés

implehented was the policy of mother tdngue instruction. Conveniently,

the UNESCO confe;ence on the vernacular in education put forward the .

educational rationale for mother tongue instruction -at exactly the same

time the government was devising its educational poliéy ‘for the black.

people of South Africa and Namibia. Even so, it has béen demonsﬁrated

294

e mmr T b e Aok o A R ] G A P ———



that black peopie recognised the political intention behind the 1angdage

policy early on.

It comés as no ‘surﬁrisé, Vtheﬁ, _thét ~attitudes of inferiérity and
:resehtment have émergedlﬁoward_fhe ﬁather tongue in ﬁhese.éreés. Couple&
with'thié has been the belief tﬁét‘aécess,tp_the wor 1d langugge,‘Engiish,
has.been_denied.. The‘consequeﬁce is that the»desire for égqess to Engiish
has been compoundéd in .thése two areaé to a greater éxtent thah in
countries to thé north.‘ ,This also expiains, in part, why SWAPO hés been

pursuing a strongly ﬁro—English line in:its education policy for a future

_Namibia. This has been the case even though Namibia never had "a history

of British coloﬁial rule and the language is only infrequently spoken in

" the territory.” Resentment ' against the use of Afrikaans, .which does
function as a lingua franca, and could also 'bevargued to be an African
language, is strongly present in the ideological thinking of the SWAPO

leadership because of its association with South African imperialism.

‘There are other reasons for the SWAPO pro-English attachment, however.

The SWA?O yschoois in Zambia follow the Zambian schqol_éyllabus and its

Engiish medium policy - hence the 1link between Zambian 'and Namibian

policy.  Secondly, in 'thé interests of Pan-Africanism, English is - the

clear choice.

All the same, there are signs that this'ideolqgical attachment to Engiish_

may soften in the interests of reality in Namibia. Afrikaans is known to

be used within SWAPO circles, so it is possible that the antipathetical
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associations with that language may decrease should SWAPO come to

political power in the territory.

South Africa 1s another case again. 'School pup1ls demonstrated their
attitude toward a denial of access to English qu1te clearly in 1976.

Extra-par11amentary pol1t1ca1 f1gures have all shown a strong inclination

toward the use of Eng11sh as the lingua franca in a post- apartheld South

Africa. The ANC school in Tanzan1a uses an Eng11sh med1um system just as
the SWAPO schools do. It could be argued that the SWAPO 1anguag9 policy,
influenced by the Zamblan pol1cy has 1nf1uencod ANC school language

policy, but th1s would requ1re more detailed fxeld research. It is clear,

though, that SWAPO and the ANC do have close ties and have exchanged ideas

on educat1ona1 pollcy._ More to the po1nt, though is that_black people in
Namibia and South Afr1ca have been -exposed ,tb a similar _educational
policy, especially since 1948, and their reaétion‘agaihst it has been

sparked by the same concerns.

A notable d1fference has neverthelessAemergod. The ANC has consiétantly
.argued'that each language group should have tho right to use its language.
Furthermore, there is evidence that the ANC has Valso_ adopted _a ‘more
moderate attitude “tbward Afrihaansv‘than has :SWAPO; It is, however,
frankly aéknowledged' that there were'cgrtain :practical difficulties in

obtaining access to a comprehensive range of material relating to the

ANC’s position on language. .This could provide a useful area for future

research given the 11kely s1gn1f1cance of the ANC 1n a future dispensation

for South Afrrca.
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nside South Africa, the vorganisations aligned with ‘the biack
consciousness Nationalk Forum have clearly indicated tﬁeir’preferen¢e for
English as a lingua franca. Influential‘arguﬁeﬁt emerging from this group
has furthermore indicated that the regional languages including Afrikaans
would be given_bdsitions of prestige and that‘there would beAa policy éf
elaborating these languages.l Here;4_the policy 'is one ‘based  on‘ a
recognition of the educative and’cul;ural .value of -the-mother  tongue.
This follows the strhctﬁre identified by Smoliéz as 'multiculturalism'
where minority groups are allowed to‘develop their cultures alongside»the
dominant one whiéh wéuldv bbe' seen  in' terms of an open

nationalism/geographic nationalism.

Alreédy, groups wﬁicg are likely‘to‘play a Signifiéant.role in the éhaping
of a future South Africa havé shown a rémarkabié sénse of‘forésight with
their approaches to'language- policy in a’future Soﬁth Africa{ While it
does seem likely that South Africa'will have‘to go tHrdugh a‘neo—cdloniél
phase of using English as the_ﬁedium of ehtry to a new world, it isvélso
clear that there is already’an understanding of the impprtant role wh;gh
the indigenous languéggs‘can play. It also seems likely that the
significaﬁce of this role ‘would increase‘ as”fhe éarly concern . fﬁr the

establishment of a new nation requires less attention.

Associated with this development migh; very well be a growing support of

the argument already expfessed in countries to the north that English, in

ex-British colonies, becomeé a purveyof of neo~colonialism. Ndebele,

perhaps influended by wa Thiongfo's theory, warus that while English seems

-
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set to play an obvionsly significant role in South Africa, one should be

awvare that:

... the history of the spread of the English language throughout
the world 1s inseparable from the history of the spread of
English and American imperialisms. This fact 1s important when
we consider the place of English in formerly colonised multi-~
lingual societies. The imposition ‘of English effectively tied
those societies to a world imperialist culture which was to
impose, almost permanently, severe limitations on those
countries' ability  to make independent liguistic choices at the
moment of independence (Ndebele, 1987: 3).

Essentially, Ndebele argues that in opting for what appears to be a

pragmatic choice, in this casefEnglish, the perceptions and attitudes of
the ex-colonial power are likely‘to be retained. It is feared that these

perceptions and attitudes would entrench the social relationships which

exist in the country at present rather than those relationships deemed'

necessary for a new South Africa. Nevertheless, given the evidence.in the

countries to the north of South Africa, the interests of what 1is pragmatic

tend to outweigh such reservations especially in the early days of

independence. -

What is important, is _that these issues are already being confronted -

before the social fabric of the .country has been altered significantly.

This would suggest that a more considered policyvtowards language choice,
than has been possible in other coontries, might be possible should-a'new

dispensation be given South Africa.

The case 1s somewhat different for Namibia. From the evidence available,
the language policy of SWAPO is largely rooted in an ideological framework

and the realities of a pragmatic approach to the language ouestion need to
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be addressed. The lessons of Kenya, Zambla and Zimbabwe together with the
trends now shaping the 1deoiogy behind language policy for’a future South
Africa may very well "influence SWAPO policy in the direction of a more

realistic approach. It seems likely that the emphaéis 6f English has

little hope of effective implementation and that the reality of Afrikaans

as a 1ingua franca may become a less ldeologically sensitive issue as the

process toward Namibian independence advances.

10.2 IMMEDIATE PROBLEMS FACING LANGUAGE POLICY FOR THE FUTURE IN SOUTH

AFRICA

One of the moét immediate problems facing educational bodies planning for

a future South Africa 'is  that they operaté ‘outside of .government

»

organisations. Much of their fdnding comes from sources overseas and this

might be in jeopardy as the government has, durlng the early part of 1987,

hinted that funding for a number of organisations will be curtailed. If

this were to be the case, alternative language projects would suffer to

the point that they may no longer be able to operate.

The National Language Project' is a potentially signifiCant body since it

has been geared toward co-ordinating language projects existing 1in

numerous grass-root organisations. However, since there are conflicts -

between those which follow‘the Charterist line and those which follow the

National Forum 1line, the NLP is attempting to operate from a language

planning platform detached from political ideology. Evidence ;hroughout '

Africa has shown, however, that language planning procedures are likely to

fall unless there is a clear and supportive political 1deology' behind

- Cr—————
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thgm. Conseqdently, for the NLP to succeed, '1tvmﬁs£ ultimately adopt

either the Charterist or the National ,Forum ideology. ‘Alternatively,

consensus between the two must be reached, so that a coherent agreement on

basic éducétional principles and the role of ‘language medihm can be

reached.

10.3 SUGGESTIONS FOR FURTHER STUDIES

In order to further investigate arguments advanced in this study there are

a number of areas where empirical evidence might éither stfengthen or

negate assertions made hérein} The politicalvand' social conditions of .

both_Sohth Afriéé énd';Namiﬁia are 11ke1§»to change at some point in the
fﬁture. jAlready there is én awarenesslthaﬁ languagermuét piay a vital
rdle_in .the recon#frdétion,'bf these sociéﬁies.f Consequently, the role
that organisations_which appeaf to be‘thoée likely to play 1mp6rtant parts
in the reconstruction should bekqssessed 1n-terms_of_fheir language policy
_ﬁnd 1mp1emeﬁtétioﬁ thereof. Accordingly, therévare several fleld studles
.which mightj be undgrtﬁken‘ in Soth South Africa and Naﬁibia.as w¢1i as in

the ANC and SWAPO»échools outside these'terfitqries. These include:

(la) an analysis of the actual use of language medium among SWAPO members

in its relation to the espoused policy on language

(1b) an anélysis "of the use of language medium in the SWAPO schools in

relation to SWAPO policy
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(Sincg it has been ‘suggested that the SWAPO argument 1is tlargely
1deolog1célly bouhd, it would be interesting‘to examine to what extent the
ideology 1s supported by planning procedures and implementation. If the

ideology‘is,' indeed, supported, 1t would be interesting to examine the

mechanics and' methodology of 'thisvsupport. Should it be discovered that

there is a‘disjunction between 1deology 'and'what occurs in reality, it

~might be possible'tp assess more élearly whe;her a shift in ideology would

be likely and in which direction this shift might occur.)

(2) an investigation into ;he use of Afrikaans és a iingua franca_in

Namibia

(In a :sense, this area of 'resea:ch 1s- closely linked to those 'above.

Since there 1s a debate about the role of Afrikaans in Namibia, it would

be useful to investigate the attitudes of various groups within that

territory tdwards Afrikaans and then asséss these findingsrin térﬁs of how
they reléte to the lactual'use' ovafrikaaﬁs by those gfoups; Further it
might be .uéeful to assess whether it would be possible_for Afrikaans to
become‘the a;cépféd'lihgua.franCa.iﬁ Namibia f:om‘both an ideolbéical.and

pragmatic point of view.) =~ ' P §

(3a) reséarch into the current ‘thinking of the ANC on . education,

specifically language education

(3b) an énalysis of the use of language medium {1n the ANC school 'in

Tanzania
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(There have been a number of difficulties in obtaining evidence of
definitive ANC material or documentation on educational policy. From the
limited sourcesf available there is little evidence of a clear policy or

the follow-up‘ procedures of implementation. However, this needs

clarification since it is likely that the ANC will play a significant role |

in a future South Africa and, consequently, ANC thought on education and

language must be considered significant. Analysis of the use of language

medium in the ANC school might be able to reveal how thought, ideology or .

policy is put into practice and how successful the policy and methods of

implementation might be. An analysis of 1anguage medium use in the ANC

school may alsoireveal ‘whether or not there 1s any clear evidence of

influence from the policies of'other African countries.)

(4) -a comparison of language medium policy and language medium use

between the SWAPO_andVANC schools

(The purpose of this study would be to examine, firstly, evidence of
discernible influences between SWAPO and the ANC on the educational front.
Secondly, it would be valuable to discover whether the policy and
. methodology of the one might appear to have more success than the other.

This might, in turn, provide useful material for language education in the

future.)
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ABBREVIATIONS

ACHSRC

ANC

ANCYL

ATASA

AZAPO
AZASM
AZASO
BC .
BCM
can

- CATA
s
CNE
COSAS

CYL

ECCSA

ELIC
. FAK
FEP

HSRC

L2
LWC
NELP

NF

o

Advisory Committee of the Human Sciences Research Council

Afrlcan Nat1ona1 Congress
Afrlcan Nat10na1 Congress Youth League
Afrlcan.Teachers' Assoc1at1on,of South Africab'

Azanian People's Organisation

‘Azanian Students' Movement

Azanian Students' Organisation

Black Consciousness

Black Consciousness Movement

“CapehAction League

Cape African Teachers' Association.

Church.Missionery'Society

Chr1st1an Natlonal Educatlon

Congress of South Afrlcan Students
Congress Youth Leaguev(or'ANCYL)

Educatlon Co-ordlnatlng Council of South Africa

,_Engllsh as a Language of Internatlonal Communlcatlon

Federa81e van Afrlkaanse Kultuutvetenlglnge
Foundatlon for Educatlon w1th Productlon
Human Sciences Research Counc11

Kenya African Natibnal ﬁnion

First Language.(mother tongue)'

Second Language

Language of Wider Communication

National English Language Project

National Forum
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NLP
NPA
NUSAS
PAC
RC
SACHED

SACP

SASO

SwA
SWARO
TANU

TATA

' UDF

UNESCO

UNIN
. UNO
UPE

UsA
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' National Language Project

New Primary Approach

Nétional Union of South African Students

¢
v

Pan-Africanist Congreés
Roman Céﬁholic |
South African Comittee for_HighérbEducation
éoqﬁh Affican Communist. Party : | |
SouthVAfriéaﬁ Studéﬁts' 0rgénisatioﬁ

South Westhfric#_. |

South WesthAfricén'Peoplefs:O:ganisation

' Tanganyika (later Tanzania) -African National Union
'Transvaal African Teachers'.AsSbciation' o
 United Democratic Front ;

United Nations Educational, Scientific and Cultural Organisation

United Nations Institute for Namibia

United Nations Organisation

‘Universal Primary Education

‘United States of America
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