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The rescarch, conducted as part of ' project aimed at improving téaachcrs ‘English
_skills, set put to answer the question: What are the needs of farm School teachers
Jin relation to the use of English as the mediim of instruction? Clarification of this
1 question involved the examination of teachers’ English proficiency , the teaching
of English as a subject and the observation of the learning/teaching situation in the
farm schonl classroom. The research raised questions concerning the nnderlying
assumnption that an English language intervention could bring about major change
in the classtoom.  As a result, further enquiries into the socio-economic context-of
the schools were instituted. In addition, the learning/teaching situation was
examined in the light of theories of cognition and change. A range of research
methods involving both quantimtive and qualitative approaches were utilized to
pencirate this highly complex situation. The findings indicated a clear need on the
part of the teachers for an English proficiency -course. At the same time, the
findings also indicated most strongly that a fundamental change is needed in the
teachers’ understanding of their role if they are t» become agcnts of significan;
change. - :
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CHAPTER 1

RURAL SCHOOLS AND LANGUAGE POLICY: A DOUBLE BIND?

[TIhe break within the configuration of contemporary sociolegy itself, in
which theoretical réflection and empirical data collection frequently point
in opposite directions ... are by no means to be reunited by such measures
as so-called ’integration’. This break must neither be, nor must it be
rendered absolute. It must continually he taken into account. Insofar as the
illusion is not 1w be fostered, of a continuum extending from the specific
findings to the highest-level statements about the sy tem af society; while
still, as far as possible, the treatment of the specific phenomena must be

nourished by the conceprmn of the interrelationship
(Horkheimer and Adorno, 1956;viii}.

1.1 Overview

“Fhls study is located in South African farm schools, generally recognized to be the
‘;most needy and most neglected segment in South Africhn education, The study
started out as en attempt to ascettain the Englisk proficiency and language teaching
needs of farm school teachers in the Magaliesberg district i in the Transvaal. The
original aim crf t.e research was to establish whether an intervention aired at
observing and improving English instruction could perhaps provide a key io drastic
positive change in farm school classtboms. The ambiguities of the findings led to
a rcfoﬁnulaticin of the inquiry and to an experimentzl intervention aimed at
improving teachers English proficiency. This process exposed inadequacies in the
original assumptions about the role of language in education and about education
renewal and change. In s finaj form, therefore, the study reports on the
investigation and the iniervention, bm moves well beyond these to reflect on the
cxperience in the light of current theoties of cognitive development and educational
innovation. .

"The pregent chapter begins with-an account of why the study was undertaken (1.2).
Discussions of Janguage poticy(1.3) and language and classroom management (1.4)
provide the background to the key issues in this study - the teaching and learning
of language. At the end of paragraph 1.4, the first mention is made cf an important
recurring theme in this sdy - combined classe, A brief review of how the
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ressarch was condacted follows. 'I‘he chapter ends wirh an accoul't of the emergent
aims and & more detailed guide to the study as & wholz :

| 1 2 Farm schools

Al lird of all the pupils registered with the Depamnent of Education and Training
(hen.»..‘{cr the DET) are enrolied at 5 483 farm schools {Qosthuizen, 1988:28).
Virtﬁally dll the formal education ¢ these pupils is provided by these schools.
With only a few exesptions, the schoois are notorious for their material and
mstructmnal povertv, and for being extrcmely marginalized.

Ofter: -olated from ever small rural centres of population,
their existence is ohily occasionally acknowledged. ... With
most of them ill-equipped fo offer much more than the bare
architecture of a basic formal education, these schools form
the lowliest and most historically neglected link in the chain
of apartheid edueation (Nasson, 1984a:16).

The plight of farm schools was ackrowledged in the 1983 White Paper on
Education: thére is an urgent need for an investigation into the sitation as fegards
furm ‘Schools and for the development and upgrading of state aided farm schools®
(White Paper 1983:19). Yet, very little was being done to ameliorate the situation.

In 1985, the English Language Teaching Information Centre (hereafter ELTIC)
decided to examine the farm scho:  iafion with a view to addressing the
question: What contribution could alsmall agency for educatmnal change make to
improve the situation?

]

The ELTIC researcher (who is also the writer of this study) was 'givén the specific -

brief to research the learning/teaching situation in the farm schools focusing on the

teaching of English as a subject and the- use of English as the medium of

instruction. Within this brief, the assumption was made that by mproving the

English language proficiency and English language teaching mcthodology of _

“weachers, significant change would be promoied by:
~« Enhancing the quaiity of teaching across the curriculum. At the time 99 %
(Race Relations Survey 1979: 418) of the schools had recently-opted for
English as the medium of instruction and the English proficiency of most
teachers was in question.

* Raising the academic ¢ salifications and self-esteem of teachers. When the
farm school int=rvention was mooted, the low qualifications and lack of
proficiency of teachers were widely publicized. The Race Relations Report
of 1983:436 stated that only 23 % of black ieachers had the requisite
qualifications for the posts they were holding.

2



+ Tying the farm schmls into a network of resources and *'{kl]ls from which
they were almost entirely excludcd

1.3 Langunage policy - the language medium in schools

Like the other sectors of black education, farm schools have been deeply affected .

by language policy. In the section above it has been shown that the specific brief
for the research involved the investigation into the use of English in the farm

“school ciassroom. In order 1o contextualize the English language issue in farm
schoals it is necessary ¢t this peint to give a brief account of ths relevant points in
the development of language policy in South Africa.

The most widely held view of language policy is that of Fishmun (1972) who
defines ianguage policy us. "conscious governmental efforts 10 affect the structure
and function of languagc vaieties’ (quoted in Tollefcon 1989:24). It has been

. demonstrated by resvarchers in this area (Kennedy 1989, Paulston 1986) that -

.Fishman’s notion of language policy can be extended to include. planning carried
out at all levels i.e., from politicians a¢ the one end of the process to teachers at the
other, Moreover, this. process can be divided into two separate but related parts:
formulation of policy and implementation of policy (Tollefson 1989:24).

Formulation involves decisions of formally constituted bodies and their actions . . |

while implementation inr.rludcs all the actions needed to camry out the policies,

in bnlmgual and mulnlmgual countries such as South Africa,

Language policies for education are highly charged political issues
and seldom, if ever, decided on educational grounds alone. When
they are made, they are almost invariably subject to mistrust and
misunderstanding by some sections of the community. It is
viriually impossible {o please everyone (Hawes 1979:76).

Language policies in education in South Africa are inextricably bound up with

guarding power structures. With these structures in place the distribution of -
er momic resources could be controlied and privilege safeguarded. These issues
were at the centre of the struggle for political dominance between the two white

"roups Aftcr the National Party was elcctcd in 1948 the power struggle was

Afrikaans, the two official Ianguages of South Africa - which was the dlstmgmshmg
characteristic between these groups.

This struggle for supremacy between the two white groups affected not only white
education but black as well. Moreover, those directly involved in and affected by
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black education ie., parents, teachers and students - had very lile say in the

education policies. The black community was not consuited about which Janguage
or Ianguages' were to be used in their schools. It was in particular the po.wxes

- relating to languzge in education that had a major effect an black educauon

Afrikaaner Nationalist thinking concerning black education was revealed in the
fclfnwing staternent mag’ ‘by the FAK (Federasic wn Ki‘rikagnse Klﬁ:tuur-

l-lr'

.. any system of {eaching and education of the nalives must be _
based on these same principles trusteeship, wo equality and-:
segregation), ... must be grounded in the life and worldview of the
Whites, most eﬂpeclally those of the Boer nation as the senior
white trustees of the natives ... (Rose and 'I'unmer:19_75:243).

These views were put into practice after the remmrncndmons of thc El&&

commission {(appointed by the new Nanonahst govemment to investigate the
situation m black education} were proruigated. The major recommendations of this
r.,omnus‘:lon “which had investigated all aspects of black educatlon. were adepted in

the Bantu Education Act of 1953, According to this Act a péw central state -

department was set up to control Black education: the Banty Educanop Department

{hereafter BED). This dcpartrnent wrested cantrol of black education from the

provinces and the missionaries and leglslatcd for a rigid languagcapohcy. JJ

’ 1-’-’-\ /
Atcording to this Act, mother tongue mﬂrrucuon was 10 be extwued to bcym}a'{

Standard 2 so that it became compulsery from Sub A to Standard 6. Although-the

Efselen Commission recomimended that one of the two official languages was to be
introduced from the second year of schoolity and the other from the fourth year,”
bath English and Afrikaans were introdused as compulsory subjects from the first,
- year. The inflexible attiude 10 language policy adopted by the authorities gave no -

cognisance to the educational interests of the pupils and of the wishes of the parents

- all opposition was subjugated to the maintenance of white interests, in particular -

to the preservation of Afrikaaner Mationalist dominance in politics and education
(Hartshorse 1987),

These aims led to the Act b2ing constituted so that Afrikaans could become the
dominant offjeial language both *a classrooms and in management, control and
administration as well as i soacher training ie., in all education msntutmus under
the control of the Bantu Education Department (BED). L=‘

For the next twenty years {to 1976) the medium qu»stmn was to
be the dominating factor in opposition to the system.of Bantu
Education: African opinion never became reconciled to the



black education ie., parents, teachers and students - had very linde say in the
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 extension of{'inother-mugue medium beyond Standard 2 nor to the
dual medium policy in the secondary schoel (Hartshorne 1987:92),

The problems pertaining 1o the language issue reached a crisis in 1975 when for the
first time the public primary schocl-lsaving examination was to be written at the
end of Standard 5 instead of at the end of Standard 6. In addition, entrance to
secondary school was dependent on this examination which was to be taken in both
English and Afrikaans for the first time. This dual medium policy placed a great
burden on Standard 5 and 6 pupils. Despite the appeals from teachers, principals,
school boards, urban councils etc, for more flexibil'ty concerning the lan; .ige
issue, the BED remained obdurate. Strike action began in Soweto culmmatmg in
riots which spread country-wide in June 1976.

The immediate result of these wide-spread uprizings was that from 1977, English
was aliowed unconditionally as the medium of instruction from Standard 5.
Afrikaans becarne a subject in ﬂw'fcurriculum only. The problem of language in
black educmion now shifted 1o a decision concerning at what point English should
be introduced as the medip= ™ the final form of the Bill (Act No.90 of 1979}

some flexibility was allowed. " ag relevant section reads as follows: )

thai the universally ae opted principle of the use of the mother-
tongue as the medium of instruc un be observed: Provided that
this principle shall be applied at :ast up to and including Std.2:
Provided further that the wishes of the parents shall be taken into
congideration in the epplication of this principle arter Std.2, and
also in the chuice of one of the offimal 1ucguages as the medium of
inztruction where the mother-tongue cannot be used ... after Std.

2 (quoted in HSRC Report 18:49).

This Act allowed a choice as to which official language would become the medism
of instruction.

Although the focus of this study is not on formulation of languare policy but on
implementation, formulation and implementation are different aspécis tf the process
of language planning and they are thus closely related. What happens at any level
of the ianguage planning process will have a beanng on the other levels and parts
of this process.



The formulation of the 1979 Act resulted ir 9 % of the Department of Education
and Training (hercafter DEJ)' schools choosing English as the medium of
instruction with immediate effect. The implications of the implementation of this
policy were far-reaching.

In accordance with the Bantu Education Act, from 1953 to 1977, black teachers
were trained fo teach through the vernacular. The reversal of this policy in termis
of the 1977 change left the majority of teachers unprepared to teach through a
different longuage medium, In addition, because the previous policy gave priority
to Afrikaans, the English proficiency levels of the majority of teachers did not meet
the levels required by an English medium curriculum, Morcover, the teachers’
knowledge and know-how of improved teaching methods and new theories of
lapguage learning had been neglected, These deficiencies seriously hampered the
effecive teaching of English and the use of English as the medium of instuction.

Soon a number of in-service projects were established by the informal educatior
sector to aid the implementation of the new policy. By 1985 a aumber of these
informal education interventions were well-established in vrban areas all over the
country ¢.g. Soweto English Language Research Project {Wits), Teacher’s Enghsh
Language Improvement Project (Wits), "INSET (Rhodes), Anglo-Vaal Project
{Durban), SENSE (Port Elizabeth) etc. None of these however, specificaily
addressed the problems and needs ¢ the farm schools. 4

It could be argued that farm schools needed attention more than any other sectors.
Firstly, farm schoc®iteachers were less prepared for the change in that fewer of
thera were qualified. Secondly, fewer of the teachers knew any English. In most
rural areas in South Africa, Afrikaans is the predominating language. Most teachers
were proficient in Afrikaans yet, English was chosen as the medinm of instruciion.
This situation is close to that found in Namibia at present. Farm school teachers
thus found themselves in a very difficult situation.

1.4 Language and management in the classroom

In relution to the research into the teaching/learning sitvation, it is cssentxal at this
point to background another important area for this study: classroom language and
management. Whatever subject is being taught, it is subject to fundamenial

* According to the Act of 1979 the BED was reconstituted as the Department of
Education and Training (DET).
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classroom pedagogy. Thus a consideration of the teaching and learning of any
subject must be seen against what happens in the classroom. '

The langnage poticy and planning decisions pertaining to both formulation and
implcmentation discussed abave are explicit language issues, There are, however,
other important aspects of language use which involve the non-deliberate choices
of language use: these are the outcomes of explicit language policy decisions. This
is the language of the classroom and it is an integral part of the eaching/learning
process. Cazden (1988:4) describes this classroom discourse as: * ... the result of
non-deliberaie, usyally nonconsciovs choice at the moment o use.”

Research has shown (Cazden 1988, Wragg 1984) that from the carliest years of
school right through to the most senior levels, the most common pattern of
classroom discourse is that contained in the three-part sequence of: teacher
initiation, student response, teacher evaluation (IRE). The classroom-spesch event
in which si¢ IRE pattern is most obvious is the teacher dominated lesson where the
teacher controls both the development of a topic (including what counts as relevant
to if) and who gets a tum to talk and how much can be said. Usually, the IRE
- format involves a series of low-leve” uestions which deal with facts only.

Cazden (1988:50) has cited research which indicates that the IRE lesson can
positively aid the Jearning process. This ocrurs when the i sractional format of the,
lesson fits factual knowledge. Its usefulness lies in the reaching of basic su! «ects
in the primary classroom which have either a narrow skill-orientation ar in work
which is faci. ul.

However, a great deal of well-founded criticisy + has been levelied against the
inflexible use of the IRE lesson (Barnes 1976, Bruner 1966, Donaldson 1978), It
is said of these lessons, that they are teacher-centered, they emphasize the lower
mental processes and they are unstimulating. Further, this pattern of interaction has
only a very limited usefulness.

Despite its limited applicability, this pattern is, however, the most common
discourse pattern found in al. classrooms on all levels and in mos. schools. This
emphasis points to the curriculum being reduced ¥ + most pupils to the learning
facts. In its extreme form the IRE format leads to rote-learning,

There are other kinds of knowledge but they require a different discourse structure.
The move from an IRE lesson to a less teacher-gentered and more discussion-
oriented lesson involves a different conception of knowledge and teaching. A
change of teacher intent would be insufficient to bring about this shift.



To be able to make these changss not only would the teacher need good language
skills but also (s)he would need to be a skilled classroom manager. Thus, central
to this shift would be a change in the role/s of the teacher. Fregquently the only role
attributed to the teacher in the classroom is that of the insuuctor. Littlewood
(1981:92y writes: .
The concept of the teacher as ’instructor’ is (...) inadeguate to
describe his overall fanetion, 1 a broad sense, he is a facilitator
of learning’ and may nced to perform a variety of roles,
...separately and simultaneously.
In the IRE format the role of the teacher is solely that of an instructor. To
facilitare the learning process so that knowledge, goals and tasks extend the learning
process to take in discussion and exploration by the leamer, the teacher’s role
would extend beyond that of an instructor to becoming a skiliful classroom

mansger.

Beil (1984:109) has pointed out that the teacher in the role of manager, is required
to balance the potentially conflicting demands of the task, the group and the
individual. In order to perform these functions the teacher must be a skilled
facilitator/guide; consultant/resource person; monitor; organizer, evaluator and
cotinsellor, These skilis can be called classroom management skills.

It is classroom management skills that the teacher must bring to bear to integrate
the closely interwoven instructional and management roles if effective teaching and
learning is to take place. Thus a consideration of classroom pedagogy would be
incomplete without taking classroon: language and management into account. |

* This is especially relevant to farm schools not only becanse of the multiple

deprivations already mentioned but especially because of a feature specific to farm

“schoals - the combined or multi-level class. Combined classes are difficult for

teachers who are well-trained and who have many resources «t their disposal but
in the farm school circumstances of deprivation the teachers are not able to make
the most of the classroom environment to provide optimal learning conditions. In
addition to the different levels the teacher has to handle, there are vast age, size,
health and intelligence differeniials in these classss.
5

1.5 The initial aims of the study |

This study set out to answer the question: What are the needs of farm school
teachers in relation to the teaching of English as a subject and the use of English
as the medium of instruction that cr ~1d be met oy an informal sector project



intervention? After preliminary investigations it became evident that the study had
10 be contextualized: the English teaching and learning process had to seen against
socio-economic background of the black farm school system.

As a resuit the research was divided into two parts: Phase 1 - the socio-economic
background of black farm schools and Phase 2 -the language teaching and leaming
needs of farm school teachers.

The aim of Phase 1 was to provide a socio-economic background to the farm
schools by examining those factors other than pedagogical which pertain to the
~ functioning of these schools. The aspects researched were: the geographical and
_ " ph..cal provision of the schools; the farmer/managers - their responsibilities,
o a{{titudes and relationships to the schools on their land; the teachers - numbers,
* - gialifications, workload, living conditions and attitudes; the pupils - numbers,

: inl‘ice. pass-rates, drop-out rates, their living conditions and parents.

: ﬁf the research set out to answer the question: What are the needs ~C black
e .« ool teachers in relation to teaching English as a subject and to using
" bagitheag the medium of instruction?

1.6 The emergent aims and the shape of the study
Against the background of the difficulties concerning the medium of instruction in
black ‘education and the IRE conception of classroom practices, the research into
the needs of farm school teachers began,

After some initial difficulty in Iocating the schools and then in obtaining permission
from the farmer-managers, the DET and in some instances from the principals, to
enter the schools, the rescarcher mile contact with 21 farm schools in the
Skeerpoort, Hekpoort and Broederstroom areas of the Magaliesberg district betweon
50 to 80 kms North West of Johantesburg. .

Preliminary research based on a questionnaire survey and a structured interview to
assess teachers’ English language needs, in terms of English having been chosen
25 the medium of instruction and classroom discourse and management procedures
were institured. It soon became evident that thiy small area of concern could riot be
understood in isolation from the broader {ssues and the history within which the
farm schools were established and continued to exist. A more in-depth investigation
was therefore started with research into the sociv-economic background forming
Phase 1 of the research. These findings are recounted in Chapter 3. The aspects
concerning the original intent of investigating teachers’ own language needs were
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incorporated into the new design as Phase 2 research. The data relating to: thc
teachers’ language needs are described and discussed in Chapter 4.

The findings reported in Chapter 4 do indeed indicate a feli need on the part of the

teachers for an improvement of their English proficiency and for methods for
teaching English more effectively as well as for guidance conceming more effective
classroom management, However, the significance of this need in terms of changing
the quality of education seemed very small in the light of the experitnce and
observation which followed the survey - so much so that the researcher was
compelled to go beyond the presentation of the survey findings in order to put these
in the context of broader themes of cognitive development and educational change.
The study moved, therefore, from a rather narrow notion of deriving needs from

questionnaire and interview research to a model of *grounded research’ in which _

the d( \joprncnt of theory is constantly set against the textures and complexities
of actwr'intervention.

As 2 result of the unusual circumstances outlined above and because of the
researcher’s commitmeni t© coming to terms with the untidy process of
intervention, the dissertation follows a rather unconventional pattern In this
approach, intervention was the first stagé and theory therefore, emerges after the
cvent, partly as a reaction to the inadequacy of the original theory to the pertaining

situation, party in order to come to terms with the complexity of the experience to

which the original theory opened a door - without being able to explain what was
on the other side. \ |
!

Because the procedure of the study was unusual and hence the stages were not clear
cul, the study begins with a discussion of the theory of research methods. The
drawing together at the outset of the different approaches and methods that were

utilized in the different phases of the research, has enabled the writer to reflect on

the whole process so as to give order to the many different threads that make up
this study. In Chapter 2, the research dJesign is described and its effectiveness
analysed.
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CHAPTER 2

THE QUEST FOR APPROPRIATE APPROACHES TO
UNDERSTANDING A LITTLE-RESEARCHED CONTEXT.

At root, what researchers do is extraordinarily simple: we look, ask-and read
' (Davies et al in Burgess 1985b:260),

2.1 Introduction

Tha first aim of tiis chapter is to discuss the theoretical basxs for a needs
assessment as it is has been used in this study. This will be followed by the
pravision of the backgrmound of the two main streams of education research:
positivism and ethnomethodolegy. An examination of the methods and the
accompanying techniques emerging from each of these paradigms is followed by
a discussion of the positive and negative aspects of these methods. Thereafter, a
brief discussion of the main teneis of language classroom research follows. Finally,
the application of these approaches, methods and techniques to practice are
presente, :

The initial aims of the study were outlined in Chapter 1. In section 1.6 it was stated
that the study set out to establish whether or not an informal education intervention
conld meet the rieeds of the farm school teachers in relation to the use of English
as the medium of instruction. The' co’mpxlauon of a needs assessment was thus a
pnonty for determining the pedagogical needs of the teachers.

It was a.leo indicated in Chapter 1 that before the teachers needs could be assessed,
+ it was necessary to examine these micro-needs against the wider, socio-economic
context of the farm schools. The rationale for dividing the research into two phases
emerged from those aims. In brief the aim of Phase 1 was to provide the socio-
economic background to the farm schools by examining those factors other than
pedagogical which pertain to the functioning of these schools. On the basis of the
Phase 1 findings, the Phase 2 research set out to answer the main guestion of the
study: What are the needs of black farm school teachers in relation to teaching
English as a subject and to using English as the medium of instruction?

The many-faceted nature of the language teaching/learning process and the

complexities of teaching and learning per se necessitated a far more defined focus.
Therefare the following set of questions were formulated in terms of the research
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problem. These questions were schematized and they c¢an be represented
diagrammatically as follows:

Are teachers proficient in English

Are the pupils learning Bnglish? : How is Bnglish a3 » subject being taught?

Are the teachers coping with English as the
medinm of ipatruetion when waching
content subjecs?

Are the pupils leaming all the other
subjeciy?

Do the classroom managent methode allow for an oplimal lesming
savironment?

2.2 Needs assessment
It was Knowles’ {1970:82) contention that when educators base their intervention
programmes on needs which they (the educators’) determine, they should not be
surprised when the learners are unenthusiastic about the programme, He (1670:82)
- further argued that:

- [Iln andragogy the starting point in program planning is always
the adults’ interests, even though the end objective may be to meet
their (and an institution’s and sodety’s) 'real’ needs. In fact,
perhaps the highest expression of the art of the adult educator is
skill in helping adults to discover and become interested in
meeting their real needs. But in order for adult educators to have
a chance to practice this art, they have first to reach their learners
through their felt needs’,

Because the term need has been so widely used in relation to society, communities,
institutions, groups and individuals, it is sutrounded by a great deal of fuzziness
(Mornette, 1977:120). An attempt to clarify the term was made by Scissions
(1982:20) when he summarized the various definitions of needs by grouping them
into four categories: basic human needs, felt or perceived needs, normetive needs
and comparative needs. As the concern in this study is.with establishing teachers’
needs, the focus will be on assessing individual needs.
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2.2.1 Needs in theory

In general, when the termn is applied to mdmduals, it is used in IWp senses:

perceived or felt neerd and real need. When need is used mterchangcabiy wnh
*want’ or 'desire’ there is an implication of intention - this is a perceived need.
Real need refers to some lack in the individual, a gap in knowledge, attitude or skiil’
measured according 1o seme objective criterion, The implication here is that there
is an outside observer using some criterion outside of the individusl
(Monetie,1977:121).

The similarities and differences between the various views of educational needs
have to do with who can best assess the needs of the learner and how they are
determined. The answer to who can ascertain needs is not clear cut. The
perspectives of both the learner (perceived needs) and the researcher (real needs)
can help to identify the gap between thess kinds of needs. Thus in compiling a
needs assessment, both of these kinds of needs can be taken into account.

Thus needs may be specified by the learner or by some other person, in which case
there is a tendency to call the former category of needs *wants’ and subjective’ and
the latter category deficit’ and ‘objective’.

The process of assessing needs, and indeed the phﬂosophlcal choice
to assess needs.at all has ranged from the simple 'tell me all you
want’ approach to the more complex procedure where the present
situation is described in minute detail and then compared to
another set of circumstances in order to note any important
discrepancies (Lcissons,1982:20)

Needs are not really identified, they are inferred on the basis of philosophical
underpinnings, the variables found 4n the practical sitation and the available
informatior.. "In other words, the process of needs assessment is inferential, based
on the analysis of data’ (Ibid:21).

2.2.2 Needs in practice

’A needs assessment is a systematic process for comparing your desired goals with
existing conditions and for determining if the existing conditions will satisfy your
projected needs’ (Pinola, 1984:40). The information which is derived from a needs
assessment, determines what is 1o be done not how to do it

A needs assessment has many, varied functions. Of those functions the ones

relevant 1o this study are firstly, it provides an information base which enables
instructional resources 1o be acquired, reorganized or utilized. Secondly, when a
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task has several critical sub-tasks, these sub-tagsks must be identified -so that the
* inshuction is focused and relevant,

A ngeds assessment involves listihg gouls, quantifying, measuring, and prioritizing
needs, and using this information to determine what is to be done. In addition to
these techniques a needs assessment inciudes the following four stages each
necessitating different research tools and strategies (in brackets): o
a, Identifying desired goals and ranking them by priority (expressing desired
goals then ranking and rating them).
b. Determining existing conditions and degree of goal realization (questionnaire
survey plus observation of the situation)..
¢. Identifying and analyzing discrepancies between desired and existing goals
(analyzing the data from a. and b.)
d. Setting priorities for discrepancies (ranking the snalyzed data).

Before the methodology which was used to collect the required date is discussed,
some important issues relating to research will be presented in the context of the
development of general education research,

2.3 Education research methodology

A1 the heart of this study is the concern with what farm school teachers do in their
classrooms end, what happens in the classroom, is closely tied to teacher
effectiveness. The issue of teacher effectiveness is of central importance' o
educaiion."Questions such as: how can teacher effectiveness be measured? how cen
it be improved? what makes a teacher effective? - have Frequently been the focus
of education researchers. The approaches, methods and strategies employed to try
to come to grips with such questions have been subject to much debate, Two main
paradigms, namely, the positivistic-scientific and the anthropological have
undarpinned Lhe approaches adopted by education researchers.

The positivistic approach is ba:sd on the objective, neutral and rational methods of
science. For example, until the n’;)d-GOs in the USA, and the early 70s in the UK,

teacher effectiveness was not exgmmed in relation, to classroom processes but rather
in terms of mental testing, sectindary school selection, curriculum development etc.
This approach is quantitative or scientific and the aim is to test theory.

Medley and Mitzel (1963:247) quoted ir Hamilion and Delamont (1974:157)
describe the education researcher of the 60s as someone who: *Timits himself 1o the
manipulation of studying of antecedents and consequernces ... but never once looks
into the classroom to see how the teacher actually teaches and the pupil acrually
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learns’, As rescarchers realized the unproductiveness of their efforts, the emphasis

of education research shifted to the classroom where zssentislly the steam of

classroom events was observed. Instructional analysss - a major tradition of
classroom research cmf:rgr:d :

3

» . ) S . ¥,

Alongside the interaction analysis radition, another approach developed crri&naﬁng

~ from the anthropological paradigm: ethnographic classroom research. Although this

i
U ,;-1

approach was derived originally from anthropology, it was developed further for
psychiaric and sociological observation before it began to be used for classroom
observation. For some time it did not have the wide currency of the inferaction
analysts. In this paradigm a global view is songht and the aim is to dis.over theory

; . rather than to test it. The method which developed from this approach, is participant

observation, a qualitative method.

2.4 Instructional analysis

2.4.1 Methods
fnidially, the gim of classroom basgd research was 1o record and observe ‘the

- provssses of lzarning and eaching d}rhich take place inside the classroom "black
‘box" * (Humilton and Delamont, 1974:157). The technique employed for this
tesearch was interaction analysis: a research styk. - anating from the traditional

mn(mﬂc-scmnuf ¢ paradigm with a basis in behavioural psychology.

Wm the change ot facus J}]f researchers, the resulting proliferation of classroom
MVan investigations contributed relatively little 1o the understanding of key
education issues. Gage (1971:3, discussed in Hamilton and Detamont Ibid,158)

- yeviewed the research of the literature on teacher effectiveness produced at this
- time, He showed the patchiness of the results of the research on teaching methods,

on - teacher personality and characteristics, and on social interaction in the

- classroom. His analysis of these results indicated that ¢classroom research techniques

were not much better than those they were intended to replace.

’I‘echrﬂques
Intcractmn analysis is characterized by the use of the observation schedulc. The
scheduls enables the complexity of classroem behaviour to be broken down into
small units each of which can be analysed and dealt with separately. For example,
the frequency and kinds of questions the teacher asks can be isolated and studied
apart from the plethora of classroom interactions.
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The, *objectivity’ of ‘this technique is maintained by ensuring a clear separation
between the researcher and those who are being studied. "Bias’ is alsc avoided by
focusing investigations on what the teacher does, not on what the teacher thinks
about what {s)he is doing. Finally, the survey sample is large. This enables the
investigators to produce statements based on quantification relevant to whole
groups. This serves the interests of objcctmty (Hamilton and Delamont, 1974: 159-
161).

2.5 Participant observatian

2.3.1 The development of participant observation for education
Anthropological ethnography works from the point of theory "’grounded’ in
experience i.e., Anthropologists allow the issues and problems to emerge from
extensive fime on site (Gay, 1981:173). Educational research has modified the
anthropological approach so that it is more structured. Typically, ethnographic
research in education, uses a batiery of researchers who go into the field to look for
specific information, The researchers have formulated the research problems in

advance, they thus know the precise problems to be observed and the analytic

 framework within which tte study is to be conducted.

The essential difference hetween ethnography and traditional npproaches is that "the - .

review of related literature, the study of previous research and theory, does not
result in testable hypotheses, to be supported or not supported by the results of the
study. Instead, the study of previous work results ineniative, working hypotheses
and strategies only” (Ibid: 173) :

2.5.2 Method and techniques

In contrast to studies based on the positivistic approach, ethnographic studies are
qualitative and naturalistic. "The rationale behind the use of ethnography is the
vesearch-based belief that behaviour is significantly influenced by the environmeat
in which it occurs® (Ibid:172), These investigations thus engage the researcher as
a subjective participant in the social situation being researched,

The two most important characteristics of this research are; 1) the event -is
examined as it happens and 2) it involves collecung data in order to form new
hypotheses. This research is thus particularly snited to exploratory and descriptive
gouls (Dane, 1950:147).

In this methad, the researcher is involved in intensive data collection. Data on many
variables occumring over an extended period of time and taking place in a
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nawralistic Sewing are sought. The typical setting is a classroom or a few

classrooms, - | |
Following Dane (Ihid:159), the participant can be @i the one extreme observer-as-
participant (when (s)he is known 10 the participants as a rest-acher but does not
take an active part in the events) or at the other extreme as an observer or
participant-as-observer (where (s)he is known as a researcher but participates fully
in the events). The résearcher could be in a positidn at any point betwesn these two
extremes. . o

Although the basic methodology of ethnographic research is participant observation,
non-participant observation may also be involved. In conjunction with observation,
this apgf-oach involdes a variety of data collection strategies such as, questionnaires,
interviels, attitude scales, and other psychological instruments, recording devices
and cxa\;}@aﬁm} of written records. -'

2.6 The positive and negative aspects of these metheds

- «2.8.1 Instructional analysis

? The instructional analytical approach has been criticised by researchers and teachers
on a nu}\qbcr of the aspects which make up this approach. These difficulties are far
too numdyous t¢/ deal with here. The discussion will thus be limited to criticisms
related to those aspects which are relevant to this study.

A key“factor underpinning this approach is the claim to objectivity. A major
difficulty which emerges from the efforts taken to preserve the objec_’).i@ity of this
approach, is that the context in which the study is conducted is not taken into
congideration. For exsmple in the farm school situation, the one-way interaction of
teacher-pupil can be isolated, classified and analysed. However, the intense cold of
the unheatrd room, the absence of windows and how these might affect the pupils’
concentration and hence responses, are ignored.

Another difficulty generated by this approach is that the rescarch__:{acuses on
observabig. behaviour. As a result the underlying intentions of this behaviour are
assumed by the researcher. This point can be illustrated using the same example as
that given in the paragraph above. The lack of pupil response could easily be
explained by the general’-ation that swict disciplir» is atways enforced in black
primary schools and hence the pupils responses are inhibited by Jear of punishment.
Yet in the farm schools, further invcstigation reveals that these children often come
te school hungry and tired, hqving had to rise early and travei long distances. The
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distance between the chserver and the observed prevents the researcher Som
penetrating the situation mearingfully.

As this approach concentrates on what can be measured, teachers and pupils are
ohjects. Critical incidents such as a pupils falling asleep because they have walked
10 km 10 school, will not be tiken inio account. Measurahle events are necessarily
small and the resulting focus of the research will be narrow.

By ignoring the context, not looking beyoud the obvious and by taking only the
measurable and small event into account, only a partial picture of the situation will
be obtained. *This narrow focus - a form of reductionisrn - is one reason why
inferaction analysis has not led 10 more significant discoveries about educational
practice’ (Hamilion and Defamont, 1974:159).

Another serious criticism has been levelled by Walker (1971:143 qﬁotcd in
Hamilton and Delamont, 1974:163) when he writes: "any description of classroom
activities that cannot be related 1o the social structure amd culture of the society is
a conservative description’, Torbert (1981:142 quoted in Castle 1990) elaborates on
this point when he comments on the fundamentally "anti-educational’ quality of
positivistic research; . o
[Tlhe model of unilateral control may megely escape notice so long
as the participants in sifuations share a culture (share substantive
assumptions), But in a nation of many cultures ...in a world where
different cultures must learn tg live together as one planet, at &
-time when different cultural groups are increasingly refusing to
subordinate their values, and af a time when change is oconrring
fast ... the model of unilateral control sin 'y doesn’t work.” While
for research purposes it might be possible to rogard the classroom
as a social unit in its own right, it is only with difficulty that it can
be regarded as selfcontained. An edequate study must
acknowledge and account for both the internsl and the external
aspects of classroom life.

On the positive side, the sumple obtained from nositivistic résearch enables a
standard to be generated which can be extrapolat : to the wider community. In
addition it, * ...is not an all purpose method but, rather, one way of collecting
survey-type dJata on the socio-psychological climate of the classroom’ (Castle,
1990:161). Furthermore, the results of these observations are useful as teacher-
training tools.

2.6.2 Participant observation

Because the ethnographic approach developed to meet the needs for anthropological
research, it is not always readily adaptable to education research. For example, an
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. imponant characteristic of ethnographic research is the relationship which is
established between the researcher and the researched. The success of the research
depends on the reciprocal relationship which develops between the anthrologist
and the key informants. Doubts have been raised about attaining the same results
from participant obssrvation. Hence, the validity of an adult researching children
as a participant researcher has been questioned (Burgess 19856: 11).

A further criticism of participant observation has revoived around the lack of
generalizability. Because participant observation concentretes on one or 8 few
classrooms only, the peneralizability of the data has been questioned. It is counter-
argued that despite the differences between classrooms, criti+ '} commonalities can
be identified with this approach, However, the amount of «..:a necessary for one
study is enormous and to continue the investigation into other classrooms would be
a very long term process. In addition, once this mass of data is assembled the
results are difficult to analyze and these studies are difficult to replicate. :

On the positive side, however, observational research stands in sharp contrast to the
anti-educational quality of positivism. Castle (1990:97) writes:

[11t presents an image of non-ideoclogical activity. It suggests that
practices can be changed by changing the ways in which they are
understood; it recognises the importance of engaging the
understandings of the people involved in activities as 8 precursor
to change.

She points out, however, that a weakness also emerges here:

{T]he resesrch itself cannot bring about the change as a major |
problem wiih interpretive reseurch is that it offers a weak base for
moving from understanding to transformation (Ibid:98).

Despite this difficulty, participant research has the potential for providing insights
not possible with other methods. Moreover, it is claimed that hypetheses generated
ure often more valid than those based on theory alone (Gay, 1981:174),

2.6.3 Juxtaposition of methods

From the above it can be seen that both approaches have advantages and
disadvantages and that therefore it is not really a question of which is superior but
rather which method is the most appropriate for the study in question. Also, what
appeary 10 be appropriaie at the outset iay prove not 1o be so «..ce the research is
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undcrwa§ and different approaches and techniques will have o be introduced. As
Tre 2 (1957:35 quoted in Burgess 1985a:3) says:

Let us be done with the arguments of ’participant observation’
versus interviewing - as we have largely dispensed with the
srguments for psychology versus sociology - and get . - with the
business of attacking our problems with the wide array of
conceptual and methodological iools that we possess and they
demand. This does not preciude discussion and debate. ...

Wax's (1971:10 quoted in Burgess, 1985a:4" warning that: * Strict adherence to any
method, techniques or doctrinaire ycition m: -, for the fieldworker, becorne like
confinement in a cage’ both supports Trow’s ; peal and brings it into the realm of
practice.

Duvies et al (1985b:291) argue agaiast “integrating’ methodologies, where thds
would involve integrating ’theoretical perspectives’. They suggest rather that
- methodologies be juxtaposed so that the orientation toward research will be
eclectic. Within this juxtaposition they ask that the position of each perspective be
given dues consideration.

2.7 Research in the Language Classroom

The research principles emanating from the positivistic and anthropological
paradigms outlined in 2.3 and 2.4 above and which form the basis for education
rescarch, have aiso influenced classroom language research. As a result classroom
language research has followed, although with a time lag, the same pattern of
development as general education classroom research.

It hias been demonstrated above that classroom-centered research is the inquiry into
what happens inside the classroom when leamers and teachers come together.
Although in this research, inputy (the syllabus, the 1eaching materials) and outputs
(learner achicvement scores), o the quantitative aspects of classroom research are
net central, they are also not ignored. What is central are the classroom processes
or the qualitative aspects. Classroom processes involve more than teacher-learner
interactions, they include the whole gamut of events and activities that are found
in the classroom during the teaching-leaming process. These activities include
classroom organization, the use of group and pair work, the number of exchenges
in an interaction ete. (Allwright;1983, Gaies,1983),

[nitially, classroom language research : tempted to determine what was 'good’
language teaching and to train language t.vhers accordingly. The approach was
prescriptive and narrow. This issue of "what constitutes effective teaching proved
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io be 50 complex in itself” (Allwright,1983:194) that the emphasis of research
shifted from being prescriptive to being descriptive and the concern with techniques _
was replaced by classroom processes.

The move led researchers away from the prescriptive approach revolving around
rraditional pedagogy, to trying to find out what happens in classrooms. Two distinct
but related viewpoints emerged from this change:
1) The language lesson is a socially constructed event. The emphasis is on the
interactive aspect of the behaviour of all those present in the classtoom.
2) The language lesson is a setting for classroom language acquisition and
learning. The emphasis here is on the teacher’s talk as mpu’ ~(Allwright,
1985: 197). 5

The methodology employed for classroom language research follows that used in
general education. This is done either by observation or by eliciting responses from
the target group. The change in emphasis from prescription to description was
accompanied by a change in the tools used in the research. Observation schedules
(essentially lists of categories) were'modified from general education research to
fit language teaching research. Nevertheless the observation still involves the
utilization of schedules with predetermined categories. The ressarcher could,
however, record the observations by means of field notes. The use of observation
schedules and field notes could yield both quantitative and qualitative data and so
aid validation.

The unstructured interview enables the interviewes to make personal responses, The
use of interviews and questionnaires or the combination of the two to give the
structured interview also provide techniques for eliciting respondent’s views.

The understanding of what goos on in the classroom may require a combination of
these methods. *In practice the principle of triangulation can simply mear that it is
wisest t0 opt for 2 combinatior: of observation and introspection and, within each
for a variety of observers and "intmspactors“ *(1985:193),

This fundamental change from prescription to description has brought claasroom
langnage researchers much closer to educational researchers and second language
acquisition specialists. Many unresolved methodological issues such as validity,
generalizability and data analysis etc. remain, However, each new aspect of the
classroom process identified provides more ingights, Each new insight in its turn
brings other aspeets to the fore for consideration.
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2.8, The research in practice

2.8.1 Data required

The wide spread of data required to cstablish farm school teacher needs is
evidenced by the research having to be divided into Phase 1 and 2. In addition, in
gach pﬁase, multiple viewpoints were necéssary to fill in the picture as much as
possible as well as to ry to esiablish validity and to generate hypotheses.

“The kinds of data required for each phase is detailed below:
Phase 1 - In this phase four aspects had to be considered in deciding on the mnst
effective means of data collection. These were:
a) history of socio-economic background of farm schools
h) DET policies a:d directives - the actual siatements as well a5 how they are
interpreted and implemented |
£) armcr/mandgcr attitudes to their workers, the schools, the teachers, 13 ipils
and education
d) the various roles of principals and teachers outside of' the classroom.
The kind of information needed for each of these aspects is both qualitatively and
quantitatively different.

Phase 2 - The purpose of the research in this phase was to establish the
pedagogical needs of farm school teachers.
The focus of the research here was on what happened in the classroom. To this end,
tnformation was required concerning the following aspects:

4} the teachers’ proficiency in English (1.2)

b) the use of English (L2) as the mediam of instruction

¢} classroom management techmqucs

d) methodologies

2.8.2 Choice of approaches

Because only the learners themselves can, in the end decide to learn and to act
upon their learnings, they should specify their perceived or felt needs. However, in
some cases someone from the outside (a programme planner or an expert) can
indicate objective standards by which the learners can comparé themselves in order
to determine the nature and magnitude of their need. *Where such standards are
absent or minimal, facilitators who are knowledgeable in a given area might
supplement or even provide alternative reference points. Learners may also be
helped to anticipate some Jeatning needs that could arise in the future as a result
of social trends or changes in the life-cycle (Monette, 1977:21).
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In 2.6.1 above Torbert’s criticism of the positivistic approach was discussed, He
argued for an approach to research which would be able to encompass a situation
which is experiencing fast change and of different cultures learning to live together
rather than one which is anti-educational and undemocratic. In other words he is -
urguing for an approach which can take as many variables of the situation into
consideration as is possible. This is the basis of the rationale for the choice of
observation or field research for this study. In both phases, structured and
participant observation, as well as structured and unstructured interviews were
utifized.

The multiple view-points which accompany participant observation took into
consideration the importance of using many vigwpoints to ty to ¢stablish validity
as weil as 10 generate hypotheses,

2.8.3 Methods of collecting data

It is impossible for an observer to observe and record everything that goes on
during & session, especially in a natural setting such as a classroom. The ressarcher
has thus to select what aspects to observe, The selection will be determined by the
question which the researcher has set out to answer. Once the choice has been made
there are essentially two ways in which the schedule can be organized: a general
set of categories (teacher asks a question, silence etc.) and a check Fist of more
specific behaviours ( pupil initiation, teacher answers own question).

Long (1980: 19) stated that the instruments which have been developed for
cbservation in content classrooms are not appropriate for second language
classrooms. One reason for this is that categories which are relevant to content
classrooms ._ue not so for language lessons. For example, education schedules
generally measure how much the teacher talks in a given time whereas in a
language classroom, the information required is not on how much the teacher talks
but on what {s)he is saying and how.

It has been claimed that for an observation scheme for second language teaching
tv be informative, it should be grounded in the relevant theoretical constructs
{Ullnian and Geva, 1984:115;. 1t follows from this that the variables included in the
scheme should therefore reflect the teaching approach/es which are being used in
the classroom. Various schedules have been developed which take thase factors into
account and which focus on second language learners.

One of ihese observation fnstruments is the Target Language Observation Scheme
(TALOS) developed by Ullman and Geva (1982). The purpose of TALOS is 'to
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provide -information about observable classroom proécss variables which oceur
during the implementation of second language progrems in the school system’
(Ibid:119).

The TALOS ‘scheme consists of three sections: a specific Jow inference section
(Appendix C {a)); a global high inference section (Appendix C [b]) and a general -
information section (Appendix C [c]). The high and low inference rating allow the
same classroom events to be coded in two different ways. This enable validity to
be checked, <

‘The low inference section deals exclusively with second language teaching while
the global high inference schedule includes dimensions not exclusive to L2 but
important in the classroom teaching and learning situation ¢.g. negative affect on
the part of the student. Both the low and high inference schedules include separate
rating sections for the teacher and the student. This scheme was chosgr_ri’fom those
available because it covers more dimensions than any of the others.

It has been shown above that classroom observation schemes are in the domain of
general education. These were designed to assess content subject classrooms, The
researcher was, however, unable 1o find any scheme which was suitable for
observation of pontent subject teaching where the medium of instruction was not
that of the teacher or the pupils. The FLINT scheme of Moskowitz was adepted by
the researcher to inclade such categories as "codeswitching’, "handling combined
classes’ ste. (See Appendix D). ' :

The fullowxng methods and techniques for collcctmg information were used in this
study: |

Phase 1

+ information concerning DET policies and directives - obtained from source
and documentation

+ information from managers and principals (initisl meeting) - structured
interviews (oral questionnaire + closed interviews)

» inforrnation from principals and teachers - structured interviews (written
questionnaire + closed interviews,

+ descriptions of the environment both the farms and the classrooms - field
notes
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Phase 2

o

The instruments which were used for collecting information in this phase included:
structured interview (questionnaire and formal interview); unstructured, informsl
interview; structured observation (observations schedules); participant observation
(field notes) and numerical data anzilysis. The different methods and their purposes

are tabulated below.
Purpose '

To establish the teachers’
felt needs

To assess teachers own
English; structures and
language skills

e}
*1

To assess the use of English
as the medium of instruction

To assess classroom management
practices

To assess pupils’ English and
classroom interactions

To ascertain numbels of classes,
numbers of pupils, numbers of
responses, the teacher/pupil
ratios sic,

Method
a) goestionnaire survey

b} structured interview
¢) unstructured interview

a) questionnaire survey

b} structured interview

£) unstructined interview

d) Talcs observation schedule
¢) field notes

a) adapled observation
schedule

b) field notes

¢) unstructured interview

a) adapted observation
schedule
b) field notes

a) TALOS observation schedule
b} adapted observation schedule

¢) field notes

a)Numerical data analysis

Where teachers were agreeable and where the situation was conducive to being able
1o record, tape recordings were made of structured and unstructured interviews and
lessons. Four interviews and three lessons were recorded. The quality is not good
but where possible these were transcribed and some of the data has been included

in the findings in Chupters 3 and 4.

Bl
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2.8.4 Problems experienced with the research in practice

The Phase 1 research began with the researcher formally interviewing principals
and farmer/managers. Despite a great deal of preparation on the part of the
researcher concerning both the rural situation in general and the farm school
situation in particular, the milieu was unfamiliar. In addition, despite the
researcher’s experience in working with teachers in black primary schools in urban

- areas such a3 Soweto, Thokoza and Mamelodi the preparation was still insufficient

for some of the difficulties which emerged. As the researcher could only gain
access to the schools with the permission of both the farmer/manager and the DET,
she was regarded with suspicion. It topk a great deal of time and effort to assure

the principals and teachers that the researcher was neither an inspector nor a DET

cmploy_ec.

m M nmﬁﬁ&omc of the suspicion was that the principals and under their
;{ers teachers, responded to the questionnaire and the structured interviews

-.iz_,_'muld not be unrcasonablc to assume that the responscs reported above were the
S 'result of the "Halo Effect’{ De Vries 1985:6) argues that ’this can be a major socio-
" psycholog;cal constraint acting upon the learner”. The respondent (leamer) is
grateful that someone is doing something to help his difficult situation and (s)he is -
afraid that a negative or critical response will cause the withdrawal of the support.

A difficulty of another nature emerged in trying to get the teachers to identify and

state their needs. At least 50 % of the teachers said that they did not have needs.
It was difficult to explain what was required of the teachers without asking leading
questions or giving examples which were then simply replicated by the teachers in
their answers. The only way of meeting this difficulty was for the researcher to
write up on the chalkboard as many possible needs as she could think of in relation
to the questions being asked. This procedure was repeated with all the teachers in
all the schools. The teachers were also given the opportunity to discuss together

what they understood by the items and how or why they may find them important.

Monette (1977:124) said that:

The so-called individval fulfillment .procedures of the
implementation of programmes on the basis of felt needs can easily
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'disguise subtle and perhaps unconscious manipulation on the part
of the educator’s peraonal preference becomes the sole criterion for
the sponsorship of educational programmes.

He argues further that, those educators who adapt the felt needs of the learners and
5o limit the demands of the learners are stifl manipulating the situation. He adds,
moreover that ‘those who disregard the aspirations of the leamers by stimulating
more *desirable’ learning objectives which have not come to the leamers’ attention”
are also manipuiating the learners. If Monetie’s contention is correct, the needs
assessment will be unable to get at the learners’ felt needs.

The: researcher found that the TALOS low inference schedule, was far too detailed
and complex for the primary school classroom where most pupils hardly understood
any English and where the teachers often used code-switching in the English class,
Although this event was in iself revealing of what was happening in these
classrooms, a simpler scheme would have saved time and probably produced the
same insights. The development of a schedule suitable for analyzing English lessons
in black primary schools could be of value to future research in this area.

Although the high inference TALOS highlighted, definite patierns in classroom
interaction, this schedule yielded g(j much data that in the time available for this
study, it could not all be processer.
2.9 Conclusion .
It has been demonstrated @3{; the classroom events in the farm schools cannot be
understood without taking cognisance of the wider community of the school and the
farm. Although some of the data necessary to this study was quantitative, a
positivistic approach with its narrow focus could not provide the base or scope
which was required by the many, different aspects which this study entiled: Thus
a juxtaposition of different methods which would allow a wide interpretation of the
different and varied aspects cortained in this study was chosen,

i\
Despite the difficulties which came to the fore while the researcher was using the
insiruments, a picture of the macro as well as the micro situation of the farm
schools emerged from the data as is evidenced in Chapters 3 and 4.
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CHAPTER 3

AR | SCHOOLS OBSERVED (1) MATERIAL, HISTORICAL AND
SOCIAL CONTEXTS

Shades of the prison house begin to close
Upon the growing boy
{(Wordsworth)

3.1 Introduction

The initial research on which this study was based was carried out in 21 schools
in the Magaliesberg/Skeerpoort/Hekpoort area from May to Getober 1985, Each of
the 21 schools was visited at least twice. Thirteen schools were then selected from
this group for further study. Reference to any of the thirteen schools is indicated
by mention of Group A schools. In all other instances, when the phrase 'farm
schopls’ is used, 21 schools are referred to, The Group A schools were selected for
in-depth study as they are representative of the various sizes and differing
circumstances of farm schools. The Group A schools were visited at least four
times each. :

In paragraph 3.2 and 3.3 a generalized picture of the physical conditions,
admlmstranon and attendance rates is presented. In paragraph 3.4, the historical
seltmg of these schools provides the background against which the socio-economic
problems of the farm school system can. be understood. The poverty and
dependence of the farm labourer, itinerancy, ﬂ\a.uspom isolation and the power of
the farmer manager and the DET will be focused on in this section, Thereafter it
will be argued that the inadequacies of the farm school system which the research
highlighted are rooted in the broader context of economic. legislative and social
conditions.

This backgrounding opens the way into the school and into the classroom. All the
aspects that make up the learning/teaching situation are reported in 3.5 and 3.6. The
realities of what occurs in this system are discossed as they pertain to what the
teachers and the pupils bring to the classroom and to what they find there. On the
one hand the position of the teachers in relation :o their appointment, qualifications
and the situation they find in the classroom as regards teacher/pupil ratios,
combined classes etc, are described, On the other hand, the situation of the pupils
is described in relation to their home situation, attendance, lack of school readiness
amnd what they find in the classroom.



3.2 The physical appearance of the school
'3.2.1 The location of the schools o
The first striking feature about farm schools is their physical isolation. Not only are
the schools far from shops and business centres but they are also often far from
roads which previde transport. In addition, they are isolated from one another and
in some instances, the schools are situated sorhe way away from the moain farm.
One one-room schocl which has been built across the road from the farm stands
about 200m from the road surrounded by veld for as far as the eye can see on the
other three sides. In another instance, the track to the school which is im, assible
by car in wet weather, is situated 3-4 km from the ain part of the farm. The
schools are always fenced off from the farm and the adjoining playgrounds are
generally sandy and dusty. 3

3.2.2 The school buildings :
Although it is the responsibility of the farmer/manager (see 3.4.3) to erect and
maintain school buildings, the conditions of the buildings vary enormously,
Frequently, the neat appearance of the schools belies structurally poor and uncared
for buildings. Cracked walls, falling plaster, gaps between walls and roofs, ill-fitting
window frames and broken window panes are common occurrences. Yery few of
the schools have ceilings, most have concrete floors which are uneven and often
crumbling and there is & toial absence of heating.

Electricity is a rarity (three of the 21 schools have electricity) aad six schools do
not-have piped water. Where water is not available, the pupils' come to school
carrying plastic bottles with water. In the 21 schools researched, three have flushing
tilets, 16 have pit latrines and 2 have no toilet facilities at all.

In some instances where schoo! enrolment has expands ¢ rapidly or where promised
extended classroom provision has not materiatized, makeshift classtooms have been
esiablished in disused farm buildiy  corrugated iron huts and, it one case, the
school verandah has been hoarded up with pieces of tin and hardboard.

3.2.3 The classroom

The physical conditions within the classrooms are also subject to variation. In the
classrooms of nine of the 21 schools there are suficient desks for the pupils, and
the desks fit into the space comfortably. In addition, the chalkboard is in good
condition and the store cupboard, teacher’s table and chair do not overcrowd the
available space. This contrasts with the situation in the majority of classrooms
visited i.e,, in half of the classrooms in seven schools and in all the ciassrooms in
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six schools. In those classrooms the desks are cramn_fg,jd' against each other and it
is difficelt to move among them. Further, the conditiéfn of the chalkboard renders
what is writien on it illegible and more than the. mqmsxtc nimber of pupils #re

sharing the desks.

In five of the schools researched, more than one teachﬁr a.nd their groups share the
same space. In some instances an attempt to- dcmamatﬁ\thc ‘space is made by using
pin boards; in all instances she noise is disturbing. 'Ihci:..‘bl‘Obicms with this kind of
grrangement ate exacerbated when each teacher is tcadting a combined ciass. One
school, which consists of three teachers and six classes (three combined classes),
"+ share ane room. The room is divided by three fieestanding pin-boards. Each testher

hus her combined class in one of these divisions. 'I‘her acoustic difficulty of this
situation is just one pmblcm mlhtatmg a;n’nst establi: fhmg an effective teaching
and lcammg environment,

IF

8.3 The working of the school {
-3.3.1 Schoo! administration .
- . The ceiling figure for the total enrolment of each farm \school is set b\§\ ¢ DET./
“This figure is arrived at according to how much physxe\al space is availa <in &
school. “The stipulated space requirement is ‘one etquare meire per child per
classroom’ {Plaut 1976:6). Therefore, the number of puplhs who can be enroled for

i

it

\ i ";\\-'!.\
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Bnrolmest of pupils by sshool grade (Yeor 1t schodl)

Schoote | 1 2 3 4 5 6 7 | Tad-
SubA | SubB | Sl | S92 | S43 | Sw4 | 595 | carolmentper 1
. . { schoal

23 20 18 12 12 4 )

3 . 27 37 35 2 8 30 211 |

13 4 3 5 1 Lo T . ik
Total enrolment 425 190 318 202 234 08 . 206~ 2078
bv seliol grade .

Talde 3.1 - Barolment of pupils b the group A schools in the Magaliczberg Valley area

There are, in addition, other factors which influence thi variations in total _
enrolments. In some instances, with departmental approval, schools have a greater
»nrolment than stipulated. The m:les are waived when one school closes down and

 the pupils are transferred to fhe nearest functioning school. Moreover, when there
are no other schools avall,:ble for the pupilsin a particular ares, despite regulations,

some schools accept az/many pupils as can phys:cally be fitted in. The nataes. A
the additional pupils do not appear on the role. There is.thus sometimes a
difference between ’actual’ und "real’ enrolments.

Owing to the situations described above some schools are ‘legally’ and others
"illegally’ overcrowded. In certain areas an overcrowded school can be found in
chose proximity to an under-utilized school. The research revealed that in one
instance a school operating at full capacity reports that they have daily enquiries
for places while the neighbouring school has smrall classes and an empty classroom.
Five mstancc% of under-used schéols were foq,(d in the 21 schools researched.
Principals and teachen. lennfied three main reasons for the lack of rationalization
in these schools:
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+ farmei/managers who are unsympathetic mgarding the payment of school
funds and who demand that school uniforms be wormn thus- dtsqual.f ying
potential pupils: :

« the inaccessibility of some of these schools, which is exacerbated by
transport problems - this includes both the lack of ransport and the money
to pay for it when it is available; ¢

+ finaliy, there are schools with a "good’ reputation: either they are known to
have high pass-rates or 1he parents like the way in which ths school is
managed.

Because of the scattered nature of the rural areas and the lack of transport, most of
the farm schools researched are isolated from what is happening iz the urban areas
and from cme an:sther,

Only one school has a telephone. The others have to rely on the postal service for
conimunication. Qne principal spoke of how she and her staff had missed two
coutses owning to the advice concerniag, the courses arri'ving late. When. the
teachers need advice or have difficulties which concern the DET they have 10 go
to their regional office. In all instances this means taking a day off from school.

One of the important functions of inspectors is o advise the principal on the
administration of the school. Anorher is to inform the principal of new syllabuses
and programmes of work and to guide him in interpreting them. Since 1979, the
first official language has been introduced in Grade 2. However, in one school, the
first officiul language is being introduced in Standard 1.

The inspectorate is short-staffed. Where the schools are not easily accessible,
inspentors’ vigite are infrequent, One prmcnpa; said that an insgpector had not been
to her school for two years

3.3.2 Attendance rates

Good attendance is regarded by th= principals as an average of 90 % per week and
poor attendance as 70 % or less. According to this criterion, good attendance was
tound in those schools where the majority of pupils live on the farm on which the
school iy sitwated and in those schiools where transport is provided.

Only four of the schools researched fall into the *good” category. In the remuining

I7 schools the principals complained of flucwating atendance, They talked of
atiendance sometimes falling as low as 50%.
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Many reasons were advanced for these variations in attendance. Heading the list
were five noints, two of them separate but also related - adverse weather conditions
and the lack of adequate transport, The third reason related to farmers withdrawing
children to work on their fg-ns. Although this is iil=gal and principals are duty-
bound to report such incidents o the deparveont, they are often undes threat of
schoo! closure and can do nothing about it. The fourth point concerns parental
attitudes: at times children are sent on errands or shopping expeditions; on other
oce:sions, children are needed at home to look after younger or sick siblings and
to cook and clean so that the mother can go out to work. Lastly, prempied by the
researcher constantly seeing children of school-going age walking and playing at
the side of the road or at shops during school time, principals and teachers suid that
truancy was a problem bur they were reluctant to discuss this issue further.

3.3.3 Dron-out rates - apparent

Table 3.2 which is based on the enrolment figures for the classes and schools
shown in Table 3.1, indicates that the cumulative percentage drop-out rate at the
end of primary school-(year seven), is 52%. In Figure 3.1, this information is
depicted graphically.

Buolment by Years w{ SubA | S8 | Sd1 | sd2 | sz | swe | sds
school

426 300 318 202 34 208 206 A4

Curax Iutive drog-out - 36 108 134 192 218 220

Table 3.2 - Pupil drop-outs in the group A schools by number of years at schoul

The highest drop-out rate of 20 % occurs at the end of Stundard 2. This is
significant as this marks the end of lower primary school and at this point pupils
are expected to have attained a satisfactory standard in meother tongue, mathematics
and English. The second highest drop-out rate occurred at the end of Sub B.
Teachers have attributed this to a lack of school readiness. They claim that this
inadequacy Seriously hinders pupils from mastering the basics required by the end
of the second year. At this stage if pupils are not promoted, many of them repeat
the year. Although the drop-out rate in Standard 3 falls to 11 %, this percentage
masks pupils who repeat at this point because of an insufficiert grasp of Englisk -
(see 3.3.4).
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S,

The 52 % cumulative drop-out rate has serious implications in relation to fow
many of these children leave school illiterate and how many of them are then
drawn back to reproduce the poverty of the farm workers from which they have
come (Nasson [1934a: 35). g
3.3.4 Drop-out rates - real

There are strong indications that there are factors masking the drop-out rate and that
the percentage is much higher than that reflected in Table 3,2,

In Table 3.2, it can be seen that the drop-out percentages at the end of Standard 1
and Standard 3 are 8 % and 11 % respectively. In comparison to the other drop-out
rates these are relatively low. However, several principals have commented on the
high failure rate at the end of Sub A, Standard 1 and Standard 3. There are no
actual figures available but principals have estimated an average 40 % failure rate
at the end of Standard 3. They also claim that most pupils who get to this stage
repeat the year, The figures are therefore inflated by the number of pupils repeating
Stundard 3. This indicates that there are more drop-outs than are shown in the table.

_ In addition, the figures given in Teble 3.2, do not, and cannot, reflect the turnover
of pupils as a result of labour movement. In some schools there is a constant
turnover of pupils. As soon as one leaves there iz another to take the vacated place.
Just where all the pupils go is not known, for it is reported by principals that a
good number do not take their transfer cards. Even when pupils do take their
wransfer cards there is no guardntee that they enrol at another school.

Furthermore, as there is no legislation regarding compulsory schooling for black
children, there is the issue of haw many school-going children are acwually at
school. At one school situated in the middle of the farm compound, thers were
maore children of school-going age playing in the yard than were attending the
school. The principal said that some parents did not see the value of school when
the children would have to go out to work as soon as possible. It has already been
pointed out in 3.2.1 that along the roads and in and around country stores, children
of school-going age are always in evidence. -

More research will have to be done regarding the exact numbers of the school-
going population in this area but nevertheless, if non-starters are taken into account,
the drop-out percentage will be much higher than 52%.,
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Drop-out Rates
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Figurc 3.1 - Dropout rate of pupils in the group A farm schools in the Magalmsburg
Valley arca

3.4 The background to the farm-school sitms!.i:im:r.[,I

3.4.1 Introduction

In this section the farm school system is contextualized in terms of the historical,
cconomic and social background. On the one hand, this backgrounding will
highlight the reasons for the poverty which underpins the physical situation of the
farm schools described in paragraph 3.2 above. On the other hand, this additional
information of the situation will be used to examine the more detailed aspects of
the farm schools i.c., the learning/teaching sitwation, '

3.4.2 Historical perspective |

In the curly days of black education in this country, furm schools were not
differentiated from urban or community schools - all were weated alike as *black
schools’. Thus, in order (o place the farm school system in an fistorical perspective,
where it is pertinent black education in general is.discussed,

Until the discovery of diamonds in Kimberley and gold in the Transvaal, South
Africa wus essentially agriculturally orented. Thus farm schools for both black and
while children have been a part of the cducalion system from the early days of the
scttlement in the Cape Colony (Molteno 1984, Gaganakis and Crewe 1987).
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Prior to 1800 very little education was provided for black children. Those few who
received formal education attended colorial schools, From 1800, the various
missionary societies founded and administered black schools in each of the
independent colonies (later provinces of South Africa). These schools were both
urban and ¢ 3 but mostly rural. In many instances, the iissionaries boughs a piece
of land from a farmer and established a farm school on it (Gaganakis and Crewe
1987, de Clercq 19863,

In 1841, the provincial government of the Cape, rccagnmng \the importance of
black schools as a pacifying influeace on border unrest, began miaking funds
available to the mission schools. However, the missions remained in control of
education. Further grants were made in 1854 but these were for the specific purpose
of vocational training. The Education Act of 1865 gave aid to mission schools
conditional on the enforcement of racial segregation (Molieno 1984:50).

Despite the fact that until 1900 the development of black education was slow, in
“all -the provinces the interest of the administrations in black schooling and
subsequent funding was accompanied by a demand for increased tontrol. The
governments of Natal, the Orange Free State and the Transvaal began subsidizing
mission schoois in 1884, 1878 and 1903 respectively. Molteno (1984:58) points out
that 1t is significant that in the Transvaal and the Qrange Free State, interest in
black schooling ‘coincided with the establishment of capitalist relations of
production in ggriculture and the mining industry’,

With the discovery of minerals, the building of railways and the upsurge of
farming, came the growth of towns and cities and a subsequent demand for labour,
In the 30s and 40s the ungrecedented development of secondary industry further
increased the need for labour. By 1946, one in four blacks throughout the country
had settled in the urban areas (Christie and Collins 1984:169), These developments
gave rise 1o an urban black working class.

De Clercg (1986:21-23) argues that the ontcome of thess changes in relation to
black education was two-fold. On she one hand, employers began to see education
as a means of insuring the supply of wage laborers and consumets in the capitalist
system. The kind of education envisaged was essentially vocational in nature. On
the other hand, there was white opposition, particulurly from the white working
class, to black urbanization on both political and economic grounds.

Although education at this time was still conwolled jointly by provincial
governments and tha missionaries, provision of education for blacks was separate,
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unequal and limited and directed to the expe:ctatiof;s of the pupils’ future

occupations. The attitude of the whites towards bluck education are summed up by
Pels (in Molteno, 1984:73) "... farmers, mine owners and industrialists view with
alarm a process which, as present world experience shows, tends to stimulate the
laborers to unreasonable wage demands and.uncomfort@ble social and political
aspirations’. _ ,

When the Nationalist Party came to power in 1948, it began to refine, through total
control, an education system already in operation. The Nationalists saw the growing
black urban populaticn as a threat. Thus while the Bantusian policy, enforced by
the Group Areas Act and the pass laws, was designed to keep the blacks away from
white arcas of wealth and control as far as possible, education for blacks was
planned 10 prepare them for their role ag inferiors whether they lived in an urban
area or not. It was made clear in Verwoerd’s notorious words how the imposition
of black education‘would underpin Nationalist policy to maintain white supremacy:

There is no place for him in the European community above the
level of certain forms of labour ... for that regson it is of no avail
for him to receive training which has as its aim absoyption in the
European community, where hs cannot be absorbed (quoted in

Molteno 1984:92). ' i

in 1949, 13 % {1 119 schools) of all the schools for black pupils were situated on
farms and the majority of these (83 %) were mission aided (Gordon 1987:3). The
Bantu Educatior Act of 1953 gave the government direct and total control over
black education. This Act wrested control from the churches and the provincial
administrations. /

After the pussing of this Act the establishment of farm schools was given added
impetus. The economic and social implications for farm schools were clearly
spelled out by Dr Verwoerd in 1954:

The establishment of farm schools has in the past been somewhat
neglected, resulting in the sending of children to town schools and
the moving of parents into the wwns. If 'fundamental’ education
can also be ohtained on the farms the trek from the farms will be
combatted, more especially if the tra‘ning contributes towards
more remunerative employment in farm work, owning to the
greater skill and usefulness of laborers (Statement by H.F.

Verwoerd in the Senate, 7 June, 1954; quoted in Gordon 1987:3).

From 1953 for the first time state provision was made for all black farm schools
as, according to the Act, subsidies would be provided for all state-aided black
schools. In other respects the furm schools were not accorded parity with other
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black schools in the system. Once farm schoels came under the direct control of the
BED, they came 10 be regarded as a distinct category of schools by the Department
and, in certain important respects, different conditions appertained to them.

In his 1954 policy statement Verwoerd said :

..woraen teachers would be recruited locally as far as possible far

farm schools ’to combat the danger of unsuitable teaching in these
schools’. The curricula wouldinclude the basgic idea of teaching the
child in order to fit him for firm wo ™ “"-rrell 1964:65).

Gordon (1987:3-4) cites a blue paper {'Unibn of South Africa, 1951:61) which states
that teacher’s salaries on the farm schools could ba lower than those ~¢ teachers in
the towns with equivalent qualifications.

The 1953 Act effectively cuniailed mission involvement in farm schools with the
aw’ that a farm school must belong to a bona fide farmer (Plaut, 1976:5). While
this Act dissmpowered the missionaries and relegated farm schools to an inferior
position, it empowered those white farmers who provided schooling for the children
of their workers. Thus, although from 1953 to the present, farm schools have come
under the dual control of the BED and the white farmer who owns the iand on
which the school is situated, it is the white farm owner who is in such a powerful
pesiton that he is pivotal to the black farm school system. Therefore any
consideration of black farm schools miust take as its starting point the white farm
. owner (Gaganakis and Crewe, 1987:1). |

3.4.3 The power and control of the farmer

Black farm schools are cstablished on white-owned farm land for the children of
the furmer’s employees. Children of employees on surrounding farms may also,
attend with the mutual consent of the neighbouring farmer. Once a farmer has
established a school on his land he becomes responsible for it: hc is both the
provider and the manager.

The farmer must erect and maintain school buildings. In return for making the
school facilities available for 10 years, the farmer is entitled to a 50 % subsidy for
construction costs and a 30 % subsidy for maintenance (DET Report 1936),

However, because he owns the land, it is the farmer's prerogative to uperi & new
school, close an existing one or promote the continuation of an existing school, In
addition, his power resides in the following: he can hire and {ire teachers and the
principal as and when he wishes. He can decide which and how many children can
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or cannot attend his school. He can demand school funds and decide unilaterally
how they are to be spent (if on the school at all) and he can insist that the pupils
wear school uniform,

As the land-owner he also wields the power as to wlnch adulis can stay on his land
- *which leaves farm labourer and school alike at the mercy of the whim of the
farmer* {Gaganakis and Crewe, 1987:11).

There is further evidence of how farmers’ use their power as land-owners. They
often interfere in the running of the school cutside of their jurisdiction as manager
in their use of children during school hours for farm labour. In some instances, &
worker’s continued stay on a farm can be purchased from the farmer by promising
his children as future workers (de V Graaff, 1988:23). In other instances the
continuance of the school car be dependent on the principal’s willingness 1o allow
the puplls to work on the farm during school hours.

Rescarch in rural areas has slmwn that there are wide variations in the management
and conditions pertaining'm the farm schools as well as differing eduvcational
standards (de V Graaff and Lawrenze 1986, Nasson 1984a). Thus, generalization
is difficult but the few schools where "better’ conditions prevail show-up the others
in sharp contrast.

3.4.4 The DET and the farm schools :

The responsibility of the State lies in the following areas: the DET adrmmstcrs the
education in the farm schools, i.e. it provides the syllabi, textbooks and equipment,
lays down the hours of wition, and the terms of teacher employment, oversees end-
of-year examinations and aproints local inspectors. In these ways the administration
of farm schools is no different from that of urban schools.

Although Verwoerdian policy allowed for the extension of the farm school
education system, tl: . cxtension was in terms of the establishment of the number
of schools only and that at the expense of urban schools. In addition, these schools
were almost all Jower primary schools. This policy was underpinned by the stated
aims of Bantu education that farm schools *secure a literate and stable labour force
and to c.omb'c'it migration to the cities ... Beyond that, the rcfm ‘ant department’s
attitude to farm schools was one of laissez-faire, appmachmg ‘benign neglect” (de
V Graaff, 1988:22).

The 1979 Education and Training Act declared a commitment to "equal education
for all population groups’. The recommendations of the de Lange Report (1981)
were also underpinned by this dictum. The 1979 Act did not specifically mention
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farm schools and the de Lange Report made only marginal recommendations which
related to farm school but the 1983 White paper showed official policy to be

~ sympathetic-to the difficulties which have become endemic to farm schools. There
are indications in this paper of a more positive attitede on the part of the
government to bring about change in these schools so that the provision for the
farm school system is equal to that given to all the othér systems.

However, as Gordon (1987:6) points out "the current official policy towards black
education is conwradicled by policies relating to farm schools in at least two
important respects’. Firstly, as long as secondary schooling is not provided for farm
school pupils, this system cannot be considered equal to that given to. all other
pupils in the Republic. Secondly, the quality of farm schooling will continue to
suffer as long as the financial and administrative arrangements remain in the hands
of the farmers. The farmers are expected to carry certain costs (see 3.4.3 sbove) and
organization. Thiy according to the DET Report (1976), has been an unfair burden
10 the farmers and has hampered the educational provision for black farm school
pupils. :

The latest report on farm schools was produced by the DET and it appeared on 27
July 1987, According to de V Graaff (1988:22): "The present report is nailing its
colours to the principle of parity, with special attention to secondary education”,
The atttudes towands and interest in black farm schoois has certainly shifted but
any real change in the situation is still to be seen in changes being wrought to the
controls, conditions and provisions of the black farm schools, Gordon (1987)
encapsulates the views of other researchers (Nasson,1984a and 1984b, Smith 1984,
Lawrence 1991) concerning this point in the foilowing statements:

Despite their urgency, strategies devised to upgrade school
facilities and services and teaching techniques can only have a
limited effect on pupil performance and motivation to stay st
school because the controls regulating schooling provision stem
frem political, social and economic factors (91).

Security of tenure is fundamental to efforts aimed at mobilizing
the black community to improve schooling (72).

The rescarch conducted in the 21 schools in the Magaliesberg -Valley isolated two

“sspecific problems arising from the political, social and econotnic factors which are
major constraints affecting the functioning of farm schools. These are itinerant
lahour and transport. A discussion of these constraints will follow in sections 3.4.5
and 3.4.6.
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3.4.5 Itinerant labour as an factor contributing to the poverty of
farm schools

Since the mid 1970s there has been a change in employment practices among

farmers. As a result of mechanization and other up-dated farming metho  the

number of permanent workers per hectare has halved; the number of seasonal

workers has dropped by a third and there is a clear tendency to employ younger

male workers andé women. :

The Surplus People Project {(Survey of Race Relations in Southern Africa 1983:158)
in a nation-wide investigation into the reduced number of ’permanent’ farm
workers, identified the following reasons for this tendency:
» abolition of the labour tenancy system from August 30, 1980 in terms of
Government Gazette 6663 of 1979;
« concentration of farm cwnership in fewer hands, leading to a stream-lining
of the labour force; _

.+ farmers” needs to extend the use of their land, thus limiting land for
workers® own agricultural use, with workers being gwcn notice or leavmg
voluntarily;

» change in farm ownership, __

¢
This situation has been further aggravated by the severe dmught cycles experienced
in Scuth Africa over the last decade.

Of the 21 principals interviewed, ten spoke about the reduced black populstions in
their areas and of the implications of this rend for the schools and schooling. They
pointed out the difficulties which teachers experience in trying to maintain
standards for individual pupils and for each class 4s a whole whcn the pupils are
frequently moved from school 10 school. g

It was estimated by the interviewees that about 50 % of the local black population
from the Magaiiesberg area have resettled in Mabopane and Haartebeesfontein,
These settlements are located north-east of Brits in Bophuthatswana, The children
who have been resettled in these areas are too far away from the Magalies schools
to continue their schooling there. |

Of thase labourers who have remained in the area, very few are permanent workers.
Thas is evidenced by the low percentage of pupils enrolied in a school on & farm
who actually live on that farm. On average, in the 21 schools researched
approximately

12 % of the pupils enra\llccl live on the farm on which the school is situated.
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The rest of the workers and their families move about looking for work and for

accommodation. Some farmers rent out their accommodation to these families
during their employment on a seasonal basis and, in some cases, when the iabmlms
are working on other farms in the vncxmty

One principal who 1s accommodated in a compound where rooms are rented out 10
itinerant families said:
There is always drinking and noise and trouble with the farmers

and the parents take the children out of achool and go to another
place’,

Another said:
- "The worst is they have no homee, they go from piace to place’.

There is a considerable amount of squatting in the area but no one interviewed was
prepared to comment on this directly. At the time that this reycarch was underway,
a new flower farm was established in the area and in less than a month a large
.squattcr settlement had become established on the perimeter of the farm. The work
on this farm is seasonal. Apparently this settlement will appear and disappear
according to when work is available,

Some of these parents insist on their children attending school. While ﬂ'my are
working in this particular area, places for the children will be sought in nearby farm
schools. When they move to another area the children will generally be taken out
of this school and placed in one nearer the parents’ place of work. Those who leave
their children in one school have to face the problem and expense of transport (scc
3.4.6 below). .

The poverty of the people in the area was frequently mentioned by the principals
and teachers interviewed. As far as could be ascertained, the average wage for a
"permanent’ labourer in the Group A schools area is R80 - R120 per month (1985
figures). This is nct a guaranteed wage for the itinerant workers. In addition, there
are also instances of labourers being paid partially in kind and there are other
instances where labourers have money deducted from their salaries for
accommodation,

The teachers talked continuously of their pupa!s coming to school hungry,
underclothed and tired,
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In order to keep a child at school, parents have to pay schdvl funds (between R1.50
- R5.00 p.a.) and provide uniforms, The findings revealed that in a few instance:.
farmer/managers allow school funds to be paid in small installments and do not
insist upon uniforms. In most cases, though, a child’s enrolment at a school is
conditional vn early payment of school funds and the wes~ing of a school uniform.
Some farmer/managers insist that pupils leave by a Certu. 'dat\e, usually at the end
~ of March, if school funds are not paid. On+ farmer/manager will not atlow children
who do not have uniforms to be enrolled. i some instances this ¢an mean that the
nupils drop out of school all together. This occurs where very young children have
been barred from the school that is the closest and the parent find the danger and
cost of sending the children further away prohibitive. Naturally the schooling of
pupils who are moved from school to school suffers. In one scheol which seems
to have a large proportion of children of itinerant labourers, the principal talked of
the difficulties of teaching a class where the pupils are never at equivatent lavels.

Any child at school is a drain on the family finances. In some instances when a
child fails & class, partictlarly in the early years of school, the parents zemove the
child from school altogether. If the child is very young, she would be kept at home
10 look after younger siblings and sn relisve the mother or an older sibling to go
* .6ut and find work. If the child is old enough, she would go out and find work. The
~ words of one principal sumsg the claim of five principals and teachers and two
farmer/munagers "the parents aren’t interested in their children or in schooling’.

On the issue of school funds, one principal said: "We make it easy for them, they
have some money but they don’t try’, Other principals and teachers interviewed
blamed fluctuating attendance on the parents’ negative attitude to schooling: ‘they
don’t care’ was a frequent response. Moreover it was claimed that parents aid and
~bet truancy; they impose no discipline and they live "in the mists of the kraal’,

Principals and teachers were asked about the interest shown by parents in the
children’s progress at school. The majority said that they have open days on which
the parents are invited to come 10 the scuool, talk to th teachers and find cut what
is going on in the school. Thése occasions are fairly well-attended but the parents
the teachers most want to 37/'@ do rot come,

Twelve of the principals interviewed ..o ve attempted to set up parents’ committees.
This was an attempt ta involve the community in the running of the school and in
educational matters. In all these instances the attempt was a failure, The following
reasons were advanced for this disappointing response: The distance the parents
have to travel to the schools; meetings are hekl at night when parents are tired a..er
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a very long day on“the lands; some parents think any school involvement means h
producing money. There is, however, good support by parents for schpdl SPOIts
matches held on Saturdays.

From the discussion with the teachers and principals on this matter, there is
evidence that on the one hand they want parental support for the status quo buton .
the other hand they are nervous of the parents bcdoming too involved, asking
questions and making demands for change. If some of the practices in the schools,
for example the physical punishment meted out to the pupils and the inefficiency
of some staff owing to drinking, are exposed the situation might become
uncomfortable for teachers and principals. "
The issues raised by these comments are all contributory to the prdblems endemic
in the farm schools buf they are micro is-ues springing mrom the all pervasive socio-
cultural factors operating in the rural asenas. As Nasson (1984a:15) writes:

As far as the overwhelming major iy of parents are concerned, the
developmental dilemmas of rural education represent a rather
academie question: immediate economic necessity dictates that
work and earnings take precedence.

e

Nasson (Ibid:12) also points out that 1t is'a world-wide phen& nca that manual
workers are "unsympathetic to their children staying at school l{ﬂkgnd the statutory
leaving age’. As thers is no statutory leaving agesfor hlack chi dreéys, parents can
and do remove their children from schoo! at any uge and at any tme,

Once these children leave school, many are drawn back into, and hence perpetuate,
the cycle of poverty. Principals and teachers have suggested that lack of interest in
schooling leads to poor attendance on the part of the children. In addition, they say.
the children are ufider-nourished and lack motivation: this results in educational
failure and dropping out. The research indicates that in most cases the children drop
ous before they have attained functional literacy. _ '

Disempowerment of farm labourers is the direct result of the political policies
followed in South Africa up until the present. The lack of power fortes the workers
into 4 position of itinerancy where they have to take what work they can in order
te survive. In most cases these labourers are poorly paid and in the struggle for
survival is paramount, not the education of their children. In sum, it would seem,
"Educational disadvantage is thus reproduced generationally’ (Nasson, 1984a:13).



54,6 Transport as a factor contributing to the poverty of farm
schools
In the Group A schonls, approximately 12 % of the pupils enrolled live on the farin
on which the school Js situated: 75 % of the pupils come from farms up to 6 kms
away and 13 <> come from between 7 - 15 km away. '

It has becn shown in paragraph 3.4.5 that a major factor contributing to the distance

- that children have to travel to school arises from itinerancy. There are, however,

two other very important causes: parental preference for schools with a *good
reputation® (see paragraph 3.3.1) and the limited capacity «. the nearest and/ or
most convetient school.

Seven of the 13 schools in this area are not situated on a bus route. The alternative
means of transport for the pupils of these schools are hitch-hiking and walking.
Principals and teachers pcinted out the danger of young children walking along
main roads. During the time that this research was being conducted, a 6-year old
child from one of these 13 schools was run-over and killed walking home from
school. They talked also of pupils arriving at school late, tired and overheated in
hot weather and cold and wet in inclement weather. The danger of hitch-hiking
especially for young girls, was also mentioned. Hitch-hiking is also an onreliable
mode of transport. Pupils thus generally end up walkmc or not cnmmg to school
at 2ll. A

The only one of these difficultics which can be eased by the neachcrsjis-'iiizcneséi
a strict starting time is not enforced, particularly in the winter months. Even when
a strict starting time is not enforced, latecomers usually miss the first lessons of the

day. On eight out of every ten trips rnadc by the researcher, pupils were found still .~

walking to school at 10.00am.

One school of the 21 schools researched"'bsgins e=o hour Jater than the other
schools and .closes an hour later. Despite the Tact thai'the staff at this school say
that this arrangement works well, tea~hers 5.-otnev schools claim that a late closure

interferes with afiernoon activities and makes homecoming for both pupils and

teachers very fate.
e - \"}l B
There are also problems for those children who have access to public tizmsport.

These difficulties are finan. . The cost for a month for a ;oqi-ney of 12kmaday .
in 1985 was R3.50 (this must be measured against a4 monthly Salaty of R80 - R120

in 1985). In the areas rcsearched it was found that there are no fare reductions for
black scholars.
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Principals say that many families cannot afford these fares, especially where more
than one child from a family is attending schock. it was reported by two principals
that in some cases the children come to schoot by bus for as long as there is inoney
for bus fares. Once the moeney runs out the pupils walk 10 school. In other
instances, where there are three of more children who attend school simultaneously,
the parents buy one or two monthly tickets and the children share them. This means
that none of these children attends school for all five school days each week.

The difficulties experienced as a result of a lack of an adequate and cheap transport
service spring from the potitical and economic sitnation pertaining to rural areas.
In brief what transpires is: :
"+ schools are scattered and thus many pupils have (o travel great distances to
’ school
+ maost children wals 0 school
» where there is transport not all children can afford it and thus come to
school when they can
« many children have not had anything to eat they are thus tived and hungry
when they arrive at school and cannot concentrate o
 children ofien arrive late and miss the first two or three periods of school
» weather conditions and family neegds (acting as baby-sitiers, cooks, cleaners,
ntirses, shoppers) seri: asly affect school attendance
» the phenomenon of itinerant Jabour where families move from farm fo farm
t find work. This means that children are either moved from school to
school or they often find themselves at a very great distance from their
school s the parents go further and further afield in search of work,

'he problems attendant on ad these meuns of getting o school affect attendance
adversely. This in tum leads io pupils failing behind with work, failing and
subsequently drapping out,

3.3 The reality of the school - the teachers

3.9.1 Factors relating to the appointment of teachers

One of the responsibilities which the farmer/manager undertakes is the appointment
and supervision of teachers. He applies to the DET for the required number of
teaching posts. The DET aliocates teachers according w a unitorm teacher/pupil
ratio (hereafter TPR), At the time (1985} that this research was conducted the TPR
was between 38 -45 pupils to one teacher (see 3.5.3 beiow). However, the number
of classroons also dicates the number of teaching posts available in any one
school. For example, i one of the schools researched a combined Sub A and B

46



class had 85 pupils. This school qualified for another teacher but as there was no
* classroom, the pupils had to be taughi by one teacher. -

In another school, the number of pupils ina combined Standard 1, 2, 3 and 4 class
~was 46, In this school there was an unused classroom:. If this class had been divided
into two, each would consists of roughly 23 pupils. According to the DET this TPR
was 100 low and the school did not qualify for another teacher despite the
difficulties encountered by the teacher with four standards combined into one class.

After the DET has aliocated a post, word is put out in the area by the principal and
manager that a teacter is required It was reported by the principals that it is they
who generally find the teacher and, as it is often difficult to acquire etaff in rural
areas, they take who they can get. Once the manager has given his approval, the
teacher is then registered with the DET. The teacher is paid, by the department in
accordance with their scales. As in all other education departments, if a qualified
teacher becomes available where an unqualified icacher is employed, the
unqualified teacher has to give way. On the whole, the farmer/manager is gu:ded
by the principal in matters relating to the employment of tcachcrs

Requirements since 1982 regulstions
Number vf | Minimum 12yewrsof | Curveody
enchurt acegitable schooling studving for
qlulill‘icalim (Sud 1Y degiet at
for & leachet ~ University
12 yearg ol
schoaling (Sud
10 plus &
three Yyear
cenifitae,
Magaticsberg | & (129%) 11{2%)
Valley 4
schonly
N = 51 17 {35%:)
Al schools 11770 {13%) 3173 (3%)
for Blscks
N = 83 4t 14 543 (17%)

Table 3.3 - Qualifivations of the ieachers in the Group A Magaliesberg Valley schools compared with all ieachers in
schools fur Blacks _

! Race Relations Survey 1983 (1984)

? The percentages do not add up to 100 as there were also icachers with other
yualifications. :
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3.5.2 Teacher gualifications and upgrading

Al:hough the minimum qualification for a primary school teacher is Standard 10
and a teaching diploma, these requirements have only been in force since 1982.
Previously, a Standard 8 pass and a waching cenificate were required,

There were 51 teachers in the 13 group A schools researched. The majority of these
teachers were trained before the new regulations came into operation. Table 3.3
shows that six of the 51 teachers are qualified according to the 1982 regulations;
25 have a Standard 8 pass and a teaching certificate and 20 have no teaching
qualifications at all. Of these 18, 10 have a Standard 10 pass and & have a Standard
8 pass, This means that 88 % of the teachers are under-quatified in terms of the
DET requirements, |

When the research was conducted, 24 out of 26 teachers with » Standard 8 and a
teaching certificate, were studying privaiely to obtain Standard 10. Fourteen of
these teachers had obtained four of the required six subjects for Standard 10. A few
rv.. aths later, two of the 24 teachers gained exemption in six subjects increasing the
number of matriculated eachers from 10 to 12.

As latterly teachers’ salaries increase significantly once they have obtained the
Standard 10 pass, there is a concented drive on the part of the teachers io upgrade
their qualifications. However, private study is difficult even in far better conditions
than those available to farm school teachers. The net result is that teachers choose
those subjects for Standard 10 which are the easiest to pass. Although the ‘easy
option’ subjects such as Criminology, Private Law and Business Economics give
the teacher a broader general knowledge, they unfortunately do not have direct
relevance to the primary school curriculum. While the previous qualifications were
inadequate, conforming to the new requirements does not promise to advance
materially the adequacy of the teaching in primary schaols.

A vequirement for Standard 10 is that ca Jidates must offer one of the official
inguages for exanunation, This language can be studied on one of two levels: the
first levet has the status of a first language and the second, a second language. As -
regards choice of the two official languages, the majority of black teachers choose
English above Afrikaans, In addition, the majority choose w0 offer English on the
level of 3 second language, -

This means that the majority of teachers who teach through the medium of English,
ave thus passed English as a second language at Standard 10, Furthermore, the
Stondard 10 requirernents are heavily weighted to literature and composition. These
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aspects hardly prepare the teacher for teachmg Enghsh as a subject or for using
English as the medium of instruction.

It must also be taken into accotnt that most rurel teachers tve and work in areas
where Afrikauns rather than English is the language of commerce and general
communication (see 1.3). Their exposure to English is thus limited. Moreover, the
isolation of the teachers severely limits their participation in regular main stream
activities such as in-service courses.

It appears that new teachers are no better off than their older counterparts. 'All the
hardships that teachers and pupils have experienced in the past, and still experience
in black school todzy, (overcrowded classrooms, underqualified teachers, inferiof
materials or a complete absence of study materials, inadequate facilities, lack of
consultation - the list is endless) must affect the performance of students at coliege
- level’ (Higgs 1990:2). The syllabuses which the students meet at college assnme
that they have a background which they do not. In addition, insufficient time is
allotted to teaching language and the iangaage models in other subjects are
inadequate.

lusses

Teachers Na. of combined | Pupils Teacher/Pupil mios

Table 3.4 - Teacher/pupil ratios (TPR} in the group A achools in the Magalizabery VIM arcs
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3.5.3 Teacher load and teacher/pupil ratios (TPR)
The national average for the TPR in biack schocls as calenlated by the Department
for Statistics is 38 pupils t0 one teacher (38:1). However, depending on the
circumstances of the situation, the allowable TPR ranges from 1:38 - 1:45 (Shindler
SAIRR 1985, personal communicat: 1). From Table 3.4 it can be seen that the
average TPR in the schools researched is 4111,

A combined class is onc where two or more classes of different levels are taught
in the same classroom simnultaneoysly. Table 3.5 shows that 19 of the 21 schools
have at least one combined class. /In school 12, three levels or standards (I + 2 +
3) being taught togesher in one classronm and in schools 1, 4 and 20, four standards
have been combined, In the schools where three or more grades are taught together
_ the enrollments are low but the logistics of the siwation are very difficult indeed.
The combined or multi-leve! class will be discussed in more detail in paragraph
3.5.4 below. |

3.5.4. The combined/muldti-level class - structural aspects

The phenomenon of the combined class is not specific to black farm schools in
South Africa. They are found in white farm schools in South Africa and in schools
in rural areas in most countries of the world, However, except for farm schools for
black pupils in South Africa, the number of these schools has declined dramatically.
The most important reason for this drop in numbers is population shift from rural
10 urban areas.

Multi-level slasses are also a feature of the teaching eﬁ‘\peﬁjfic subjects such as
foreign languages in urban schools in other cowwrries. Outside of South Africa,
these classes are known as multi-level classes, Because the phrase "combined class’
is used and known in the South Africa, this term will be used in this study.
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School Total No, of . No. of Stencards combined “fotal no,

Enrolren teache v combined sandardy
chisses : combined
14 353 8 0 -
" us & 1 3+4 .
15 297 g I 3+4
16 285 7 a -

g 33 5 2 t+2:3+44
5 )] 5 T OA+Bil+2
1 198 5 2 1+2:3+4
. b
13 1153 5 2 F4d:3+4
17 195 5 2 1+2:3+4
16 180 K 1 142

1 89 2 2 A+B:l+2+3+4

12 46 2 2 A+B:1+2+2

20 29 1 ? AvBi+ls2 2
4 26 . 1 1 A+B+l+2

13 2 1 1 A+B+1

Table 3.5 - Pupil enrolement by number of combined clusses

The structural aspects of combined classes will be discussed below in relation to
the distribution of combined classes and the regsons for combining classes in the
farm schools. '

a. Distribution of combined classes
Combined classes are a characteristic feature of farm schools. Of the 21 schools
researched, 19 (90,4 %) schools have at least one combined class In these schools
the distribution is as follows:

- 8 schools have cne combined class each

- 7 schools have two combined classes sach

- 4 schools have three combined classes each
In the schools investigated, the total number of combined classes encountered was
77. As the majority of these combined classes are found in the lower standards of



the school, this means that most black farm school pupils have been tanght in a
combined class at one time or another.

b. Reasops for combining classes \
There are two major reasons for combining classes. These are: i
i) - low pupil enrolment
and
2} insufficient classrooms.

1} Low enrolment

The factors which give rise to low pupil numbers - namely, the scattered nature of
the farming community (3.2.1); inadequate transport (3.4.6); the problems of
itinciant labour (3.4.5); the poverty of black farm labourers (3.4.5) and the attitudes
of farmer/managers (3.4.3) have been dealt with in the sections indicated in
hrackets.

Thy! rcsult of the low enrolment is that the TPR is below tha sct by the DET ie,,
I; "{B If the number in a class falls well below 38 pupils, two classes are combined.
In thase classes where the numbers are very low (i.c., 5 - 6 pupils per gradc) two,
three or four consecutive classes are combined.

It is noteworthy that the general trend shown by Table 3.5 suggests that as
enrolment decreases, so the number of combined classes incresses. This is the case
with schools which have an enrolment figure of above 100 pupils. In schools which
huve an enrolment of under 100, the number of combined classes decreases, but
the number of standards or levels qcombined together increases Table 3.6 shows
that three schools have a combined class of three standards and two have a
combined class of four standards.

Nu of stanbatds combined Standards combined No of times sinards Average TPR
combined
1. Two slandards A+B 7 1:48
2. 'Fwy standards 1+ g 1:%

1. I'wo standards Ted i1 1:43

7 Feme standards AsBaTr2 2 1:28

R Yonr stamlopds I+2+3+48+58 1 1:43

Table 3.6 - Standards combined



2. Insufficient Classrooms : _
Aucordmg to the sét TPR ie., 1:38, a school with an enrolment of 280 pupiis ar
more, qualifies for one teucher per class. Where schools with this number of pripile
have combined classes, the problem is that thers is a shortage of classroomy. .

Table 3.5 shows that schools-11 and 15 have more than 280 pupils but each has
one rombined class. If more classrooms are built at these schools, more teachers
will ‘ve allocated and the combined classes will fall away altogether.

The problem of insufficient classrooms applies also to schools 8 and 5 (see Tabic
3.5) as according to enrolment figures both of these schools qualify for an
additional te.. her. When more classrooms are buils, there will simply be a
reduction in the number of combined classes that exist at present ie., one
combined class instead of (wo.

All the aspecis considered above have ihe same end point - the users of the system,
the pupils. In the next section the problems which the pupils bring to and find in
the farm school classroom will be . .

‘3.8 The reality of the school - the pupils
What the pupils bring to the classroom and what they find in the classmom reflect
all the prohlemq and difficulties described above,

3.6.1 The problems which the pupiis bring to school

The problems which the pupils bring to the classroom and which have a direct
beuring on their schooling are: irregular school attendance, beginning school when
they are not ready and dropping out of school before they are literate.

a. frregular atiendance

In paragraph 3.4.6 it was shown that one of the main reasons for pupils not
attending school regularly and for arriving late for isssons is a lack of adequate and
regular transport. Family needs and ruancy were discussed in paragraph 3.4.5 ag
another reason for poor atiendance and lateness. in paragraphs 3.3.3 and 3.3.4,
irregular school atendance and lateness were shown to affect negatively both the
pass and drop-out rates,

The majority of the gapils Wiz do come to school, albeit late, have had to. get up

very early to do their chores. They then have o find transport or walk to school.
Most pupils begin the day’s schooling tired, hungry and late.
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b, Lack of school readiness

The demands on the farm labourer’s time and enkrgy which in turn impact on the
children’s time and energy are not conducive to allowing the kind of interactions
which aid the development of school readiness, Talk about situations outside of the
here and now, hahdlmg books, organized play and exposure to the media are top
limited to heip thy t children when they ¢ome to school for the first time. In addition,
the physical lme;_condmons of both permanent and itinerant workers {see 3.4.5)
do not provide an environment which is hetpful for building school readiness,
Important work concerning these issues has been carried out by researchers such
as Heath (19873, Donaldson (1978) and Gee (1989). Their findings and their
theories will b3 discusszed in depth in Chapter 5.

In addition, a great deal of what the children have learnt at home revolves around
a rural sitbation but the topics in the school subjects and the curriculurn in general
are orier,” 2d to the urban situation. For example, the science textbooks when
dealing with conservation, present this topic in relation 10 how urban dwellers treat
the eavironment not rural dwellers. Thus, pupils are unable to utilize their
experience and knowledge. |

Morzover, this situation is exacerbated by the fact that the children do not always
go to a scheo! where their mother tongue is that of the medium of instruction of
the school, In section 1.3, the difference in the provision in terms of mcther tongue
instruction between urban and rural schools was discussed. Further difficuities
reluting to linguistic mismatch wali be dealt with below in paragraph 3.6.2,

3.6.2 Problems which the pupﬂs find in the classroom

a, Large classes

Once in school, the children usually find themselves in very large classes in the
first years - it is not usual to find a Sub A class with 50 pupils. The teachers who
are piven the respor, *hility of teaching the lower classes are usually those with the
least qualifications i’y have any qualifications at all. The idea that early learners
do not need 1o know a great deal of content appears 10 give rise to the misguided
idea that they do not need qualified teachers, In & number of tastances, these classes
are doubled when the first two years ie., Sub A and Sub B are combineds |

The combined classes are usually very large (50 - 120). The teacher not only has
the difficult task of trying 10 keep one half of the class occupied, but also (s)he
must teach the other half. If (s)he is ieaching one group e.g. Sub B, what does (s)he
do with the Sub As? Little children in the best of circumstances do not work easily
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on their own. Young children who are able to do so, have large spaces, plenty of
equipment and teachers qualified to handle these kinds of situations.

b, Unqualified and underqualified teachers

Qualified black teachers often do not have the know-how and if they do, they do
not have the space and equipment. For the unqualified teacher, the difficulties of
the situation are compounded. Both qualified and unqualified teachers appear to
have found that the way to handle this situation is to conduct very controlled,
teacher-centered classes wherz generally both classes are tanght together ie., no
differentiation is made between Sub A and B. It is a common sight to see pupils
in these standards sitting quietly and doing nothing. '

¢. Under-utilization of the learning environment

A characteristic of these classes is the teacher sitting at her table with a long line
of pupils waiting to have their books corrected. Those who have completed their
work join the group who sit quictly and wait, It is rare to see a teacher walking
around the classroom correcting, checking and explaining, The line is long and the
teacher does not bave the time to deal with pupils who are experiencing difficuities
- the lack of feedback {cither positive or negative) from the teachers is glaringly
evident in these classrooms both while they are teaching and correcting. Thus
problems and difficulties being experienced by the pupils are, on the whole, left 1o
accumulate until they are irremediable. The net result is failure and drop-out.

The pupils may come to school nnready for the sitnation which they find in the
classroom but they do not come to school with no knowledge at all. For example,
all children ‘are sent” - they go to the farm shop for their parents or they -
accompany an older sibling. They therefore know something about quantities and

money. Paulo Freire (1972) claims that the experience of the children and what they

bring to the classroom constitutes televant knowledge. Unfortunately, the kind of -
training which the teachers receive and the difficulties of ill-equipped and large

classes does not enable them to make the best possible use of the knowledge and

gxperience of the children,

d. Lack of functional literacy

Although there is world wide debate as to what it means to be literate, UNESCO S
criterion is generally followed at present. 'A person who can, with understanding,
both read and write a short simple statement on his everyday life’ is said to be
literate (Quoted in Bullock, 1976:11), When a person can maintain this minimat
level he is considered to be functionally literate. This implies that he has had
sufficient schooling 1o internalize these skills so that unlearning or extinction does
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not take place. The Butlock chort (Ibld 16) maintains that seven years schooling
is sufficient,

Table 3.2 shows the curnulative drop out rate at the end of year six of the primary
school is-51%. The application of the Bullock Report criteria for literacy means that
51 % of the pupils in the area researched leave schoo! before they are functionally
literate. The implications of this for the future of these pupils are far reaching.

¢, Farm school managers
In 4 number of instances, farm school managers add further to the constraints of the
situation:
« they threaten closure of schools if the pupils do not work on the farms when
they want them to
« they do not allow the children to attend the school on the farm if the
children do not pay school funds -
+ in one instance the manager did not allow the pupils to atiend school if the
pupils did nor have a school uniform.

f. Linguistic Mismgtch

In the review of Language Policy (see 1.3), it was shown that the medium of
instruction for black pupils for the /ﬁm four years of their schooling is in the
vernacular. Pupils are requized, Yp “attend a school where the languagc being taught
is that spoken by the parents. *

In the large urban townships there are schools for each language group, but in the
rural areas this kind of provision cannot be made, In these areas, the language of
the school is that spoken by the majority of the people in the area and not all
language groups can be catered for,

Although the lunguage offered in o school is that of the majority not all children
are taught in their mother tongus. Mo.. over, the movement of the pupils from
school to school can mean that the language in which they are being taught keeps-
changing. For example, some of the schools offer Tswana as the vernacular, some
offer Northern Sotho und others offer Zulu. If a pupil were 10 change from a
Tswana speaking school t0 a Zulu speaking school, not only would (s}he have o
learn a different lunguage, but »lso, (s)he would be change to « different group of
kinguages (from Sotho to Nguni). It would be difficult in this case for the puinl to
gain mastery of aity language and consequently such a change wotid ha;re a
detrimental effect on the pupil’s literacy. The implicarions of this sitnatioe will be
examined in Chapter 5.
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Before leaving this topic, it is important at this juncture to say more about &
separate but related issue: the number of Ianguages which the pupils are required -
10 learn.

It has been pointed out abeve that for the ﬁrst four years of schooling the mcdlum
of instruction is the .ernacular, It has also been shown the vernacular is not always
the mother tongue of the pupils. A number of pupils thus begin their school
experience with their mother tongue and the vernacular of the school. In year two,
the pupils are introduced t0 the first official !anguage and in year three to the
sacond official langnage. :

In the fifth year, the medium of instruction changes to one of the official languages
while the vernacular becomes a subject in the syllabus, At this point of changeover . -
of the medium of instruction, it is assumed that the pupils are literate in the
vernacular. In both the veamr-ular and in th" official language, the cmphasxs moves
from oral 1o written. and v listening and speaking to reading and writing, The
cutcomes of thxs wrdcn of langnages will Iialso be examined in Chapter 5.

37Summary

The prob kms which the pupxls bring from home are a combination of the
constraints npoted in rural poverty. The- problems which the pupils meet in the
classrooms gpring from the poverty of the education system. The resuits are a high
failure and drop-out rate which sends pupils back into difficult sitvation from which
they have come,

The teachers, on the other hand, bring to the claszroom, the results of an inadequate
education system, and they find in the classroom, children from deprived
b.ickgrounds

At the time that the research was carried out, the political situation did not permit
direct intervention by informal education groups in the schools. However, help
directed to the teachnrs was welcomed by the ieachers. The d gqartmcnt also
condoned this kind of intervention as long as it did not interforg with official policy
on any level. With this accessibility the logical focus for the intervention was the
_teachers. Hence it was their needs that were addressed. In the next chapter the
" perceived teachers’ needs and how they were used to establish a teacher
intervention programme: will be examined,
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CHAPTER 4

FARM SCHOOLS OBSERVED (2): TRACHERS AND PUPILS IN
ACTION AND INAGTION.

*The classroom is the crucible.’ _
Stephen Gaies (quoted in Allwright, 1983:202)

4.1 Introductioa

Based on an awareness of the difficuldes urban black primary teachers (see
paragraph 1.2) were having in using and teaching English a5 & second language,
ELTIC launched an investigation into the situation for black primsry farm school
teachers. The purpose of the research which is to be reported in this chapter was
to identify the English teaching and learning needs of the farm school teachers with
2 view to establishing a course to help these teachers to improve their own English,

ythe teaching of English and the use of English as the medivm of instruction |

In Cﬁéﬁtﬁﬁ.ﬁ.ﬁ@account of a "typical’ farm school was given: what the school Jooks
like and how it perates were described. This description demonsirated that in terans
of »* 1ical provision, ddministration and management, farm school education is

. deprived, An examination of the political, social and economic context showed that

these macro issues underpin the difficult situation in which farm schools find
themselves, On the basis of these issues, a discussion followed of what the teachers
and pupils bring to the classroom and what they find there,

There are, however, other issues which are more closely related to the educational
aspects which also have an effedt on the farm school situation. These relate to the

~ learning/ieaching sutuation or in other words what happens in the classro »n. In this

chapter the data obtained from the questionnaire survey, the formal and informal
interviews, and fromn classroom observation as it pertains to the léaming/teaching
sittution in the farm schools is examined. It is then demonstrated that although
these findings go some way to explaining what goes on in the classrooms, the’
picture is not complete.

in the description and the analysis of the farm school situation, in the previous
cha [:\ter, pedagogical inatiers were touched on only where they were relevant to the -
wide?:, issues being w.<amined. Based on the findings of the research, these issues

will novy be looked ai in more detail,
/
§
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Three of the problem arcas identified in Chapter 3 - combined classes, the lack of
suitably qualified tenchers and the choice of the language as the medinm of
instruction - constitute the underlying themes of this chapter. The first part of this
chapter reports on the perceived needs of teachers in zelation to their own Engﬂish
the teaching of English as a subject and the use of ;}Enghsh to teach conmnt _
subjocts. The data was collected from 95 teachers from 21 schools. .
S -
The second section documents the obscrvauons by he resey- Jr of lessons g}ven
by teaci:crs from this same group. This provides an accoi:: &f the researcher’s
perspective of the teachérs’ needs - the real needs (see ©.2,1). The Tepor-on the
observation is in two parts: general fi ndmgs and svecific fiidings, The general
findings arc those which the researcher found to be typical of both urban and rural
black primary schools. The specific findings are those which relate to farin schools
only. The secand part containg an account of the orgamzatlon ana ‘uc rationale for -

5t

. the pecurrence of combined classes as thcy perﬂm o the 21 schools researched,

The pmhlcm of.isolation is also deak wzth

In the last section of the chapter, the first yearaf the pﬂq_t intervention is reported
briefly, The organization of the intervention, the rationale for'the courss contentand
the outcome are documented.

Finally it is argued that on the basis of the research findings and the results of the -
intervention, neither the macro conswierations examined in Chapter 3 nor the needs
and research findings reported in this chapter are sufficient to explain nie
difficulties identified in the learning/teaching situation in the farm schotls.

4.2 Perceived needs of teachers "

Perceived or spontatiecus neads are those emanating directly from the interviewees
themselves concerning their own feelings and views about the subject under -
investigation. Perceived needs can be contrasted with real needs which are those
pointed to by the interviewer (in this case) (see 2.2.1).

In all 21 schools researched, the principals are not solely administrators, they are
also full-time teachers. Thus, whet numbers of teachers are referred to, principals
are included. )

At the first mieeting of the researcher with the staff, the teachers were required to |
respond in writing to questions concerning their perceived language teaching needs. [
This questionnaire (see Appendix A) was used with teachers as soon 45 possible
after meeiing them 10 vbviate the pnssibility of * < researcher influencing. the
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teachers’ rcspuiises At the same meeting, data wes also obtained from formal ol

interview questions (sce Appendix B). Finally, at the end of the mcctmg.__

information was volunteered in informal discussion .

The total number of teachers in the 21 schools is 95. Ninety-four of these teachers
were available to be interviewed formally and to complete the grestionnaire. Sixty-
five teachers were involved in informal discussion with the researcher: in almost
all instances th'i}& was on a one-to-one basis with the researcher.

The respunSes to the questionnaire are discussed below under the following
headings:

« Teachers’ own English (Question §)

« The teaching of English as a subject (Quesiion 6)

» The content sabjects (Question 7)

/
4.2.1 The teachers need to improve their own Lng]ish
M

Question 5t Do you think you need help with your own English?
03 teack  espond.d ‘yes’: one 'no’

If your answer is "yes', say what ki, 4 of heip you would like?

81 wanted 'everything', “all skills’, "all English’, ie., a general upgrading course.
6 asked for a spreific course in reading comprehension

5 wanted & course which would concentrate on ors! fluency skills

2 requested English to enable them to pass English in the matriculation
exainination, '

It is of note here that although the researcher read out each guestion on the

questionnaire and explained it before the teachers wrote their replies, in most
inriances further explanation and simplification was necessary, Even after the

explanation, 20 ¢ of the teachers answered the question: What kind of help do you

think you need? (concerning content subjects) with "Language problems’, many
difficulties” etc. This indicated that the listening and reading skills of the
respondents required attention. In addition, the written responses showed hasic
language errors. For example in response to the question: What kind of help do yeu
think you need? - "Any lelp as long as it can improve myself’; *Lessons and
method to deliver the facts home’; 'whese I need help is reading ... °



4.2.2 The teachers' need for help In the teaching of English as a
‘subject

Question 6: Do ﬁou need help :o teach English as a Subject?
All 94 weachers replied atfirmatively to this question.

{2uestion 7; In which areas do you need help?
The responses of the teachers were as follows:
53 - all areas
31 - 1eaching oral fluency
21 - teaching reading sud comprehension
7 - teaching composition writing
4 - remedial work in particular language and reading

Note: there are more responses than there are participating seachers because a
number of teachers identified more than one area in which they need help.

In the interview, the teachers talked about the lack of oral fluency of the Staadard
3 pupils. They said they need to be eble to help their pupils 1o better oral fluency.
Some of the teachers thought that oral fluency meant pronunciation. It iy in
Standard 3 that the pupils make the change from mother tongue as the medium of
instruction to one of che two ufficial languages as the medium of instruction, Many
of the teachers said that they are forced to use the vernacular of the school because
of the pupils’ lack of proficiency in English (sec paragraphs 4.3.1, 4.3.6 and 4.3.7).

The higher primary teachers (Standards 3 - 5) expressed the need 10 know how to
improve their pupils’ reading ability. They spoke out strongly about how Luge
classes and combined classes militate against their being able to give individual
attention o pupils” reading difficulties (see puragraphs 4.2.4 and 4.4.4),

4.2.3 The teachers’ necd for help in teaching the content
subjects

Question 8: De you think yait need help to teach the content subjects?

All 94 weachers replied positively io this question.

HBefore the teachers answered Question 9, the researcher asked them whether any

of them were experiencin,, difficulties teaching any specific subject(s). The response

was as follows:

40 - all subjects

21 = Mathematics
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18 + General Science
10 - Geography
1 -+ 5- all other subjects

Question: 9: What kind of help do you need with content subjects?
Nine teachers completed this gnestion with irrelevant answers, Of the remaining 85,
79 said that they needed to improve their teaching methodology. Approximately 30
of the 77 feli they needed heip with the content of the subjects as well as with the
methodology. Three teachers said they need help with content only and four wamcd
guidance in note-making,

During the interview, the teachers talked about the difficulty they experienced in
getting concepts aoross to pupils. They felt the problem lay in the pupils’
inadequate knowledge of English. A number of teachers said they were constrained
0 use the vernacular to explain concepts (see paragraphs 4.3.1 and 4.3.7).

4.2.4 The teachers' other perceived needs
The following general points concerning teachers’ needs emerged from the findings:

a. Remedial work : :

The teachers expressed concern about slow pupils, The classes are large and there
is pressure on the teachers to complete the syllabus requirements. Therefore,
teachers are unable to give the weaker pupils the time they require. The net result
is that these pupils fall further and further behind. Teachers expressed a need for
training and time to engage in remediai work,

b, Combined classes

The teachers asked for help to handle combined ¢lasses: many Standard 5 teachers
expressed dissatisfaction that pupils reached this class without firm grounding in
English and Mathematics, They talked of the impossibility of teaching the required
basics as well as covering the syllabuses in these subjects. The teachers largely
attributed the pupils® inadequacies in English and Mathematics to the combined
vlasses lower down in the school. In these classes the teachers are atempting to
cover more than one syllabus at a time (see paragraph 4.4.4) and time is short.
Quality is often sacrificed for quantity.

¢. Teacher preparation time

Many teachers of combined classes complained about the amount of preparation
which they have to do, They talked about having to prepare two or more lessons
for each subject. The number of lessons they have to prepare for each subject
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denends on the number of grades combined into one class. In additon to the
preparation, they have 10 mark all these different exercises.

It was interssting to note that some of these teachers have +- 235 pupils in their
combined classes which is far below the set TPR of J:38. When this was pointed
out to the teachers they discounted the relatively small number of pupils by saying
that they still have the same amoun of wotk, They all claimed that an additional
teacher would solve their pioblems This issue will be discussed further below (see
4.4.4),

d. The need for teaching aids

Virtually every teacher expressed the need for teaching aids, i.e., maps, globes, wall
charn, pictures, diagrams, and Science kits. A number of teachers said they made
their own aids but these were not really satisfactory. In addition, those weachers who
made aids had to bear the cost themselves. Facilities for duplicating are almost
ertirely absent. Even typewriters are not available.

4.3 Findings - general

From the data collected from the observation of 57 lessons in thr.: 21 farm schools
(see Tuble 4.1), it was evident that some of the findings are typical to both vrban
and rural schools whereas others are typical only to farm schools, In this section
those findings relevant to both are reported, This section has been organized so that
each part occurs in the same order as in the questionnaire i.e., teachers’ English, the
teaching of English a5 a subject and the teaching of the content subjects. In
addition, a further aspect, classroom manay: ment has been appended. The data in
this section was collected from the observation of 36 English lessons and from
informal discussion with the teachers after their lessons. The TALOS observation
schedule was used (see Appendix C and paragraph 2.8.3).

4.3.1 The teachers’ own English proficiency

a. Oral fluency

The majority of teachers can be said to be fluent iz their use of English. The
observer found they can speak easily on general topics with' which they are familiar,
While there are errors in their language and the variety of grammmcai structures
is limited, communication is not hindered. The teachers’ knowledge of vocabulary
is adequate for general purposes. In brief, the teachers can converse more than
adequately in #n informal situation, On the adapted Carrolt raung (see Appendix
E) the average synbol attained would be "C".
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However, in the classroom, where more specific language is required, the teachers
are not always fluent. Many teachers were unable to explein a specific topic such

as the functioas of a leaf or how to use the index of ap atlas simply and coherently.

One Science lesson was introduced with *We will deal about the heart’ and another
with "Look at how a cell ook like’.

Moreover, the teachers appeared to have difficulties using vocabulary accurately to
present logical arguments and in understanding and conveying cause and effect
relationships. This gave rise to difficulties in getting concepts across to the pupils,
For example, at the end of a combined Standard 3 and 4 lesson on the reasons for
Van Riebeck coming to the Cape, the pupils were not clear fas to what a
~ refreshment station is and the connection between the coming of thD.ELC. and
the refreshment statinn, Some other examples of similar difficulties $a. different
subjects which were observed with other teachers in a range of schocls aré:

"borrowing’, *sddends’, *quotient’, in Mathematics; relief maps and natural rcglons
i, .Geography; lymphatic and circulatory systems in Science ete,

Some teachers experience difficulties with certain areas of pronunciation th_is affects ™.

the pupils’ grasp of meaning, spelling and pronunciation. For example when ‘it’
sounds like *eat’ and when “heat’ sounds like "head®,
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Schoof No. of teachers No. of lessons No. of subjects obsorved
observed ohyerved observed

1 2 7 English {4), Scisnos (2), Maths 1)
oo

sy

7 1 2 English (1), Maths (1)

2 1 1 English (1)
Tolal 17 . A 58 | English {36)
' Mathe (9)

Seience (6)
Guography (4)
History (2}

1 Afrikasns (1} -

LY

Table 4.1 - Number of Tessons observed in farm schools

- b, Listening
Most teachers were able to understard the researcher’s mother tongue English with
~ease in informal discussion. But during the interviews when the language register
became more formal, there were considerable problems, The resesarcher had
frequently to repeat and rephrass questions and statements (see paragraph 4.2.1),

¢. Reading

The only opportunity which the researcher had to assess the teachers’ reading skills
directly, was when the teachers completed the questionnaire. Many teachers needed
help in interpreting the questions (see paragraph 4.2.1). Indirectly, in the classroom,
from the questions which the teachers asked their pupils and from some of the
interpretation which teachers placed on comprehension texts there appeared to be
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ditficulties in reading. In a number of instances when teachers read the fexts aloud
10 the class poor phrasing s2emed to indicate a lack of comprehension. In an
English lesson in a Standarg 2 class, the teacher read 2 story in which he paua.ed
in the middle of most sentences snd not at the full stops.

- d. Writing
Many basic errors in grammar and sentence construction weie noted in the teachers®
writing on the chalkbeard. A few examples of these errors are; The boy teached his
sister reading; The girl walk to school; Mary, he is standing on the window; My
father does not works very hard. In the response to the questionnaires, spelling
mistakes and grammatical arrors were frequant (see 4.2.1).

4.2.2 Teaching English as a subject

It is important 0 note that the teachers prepared specific lessons for the researcher.
They were asked beforehand to choose whatever lesson they wished to teach as
long as it was in English. It can be assumed that the teachers chose both content
and method with which they felt comfortable and familiar.

Thirty-six English lessons were observed. With three exceptions, the lessons
ovserved focased on the teaching of either a grammatical structure or listering
comprehension or reading cotapreshension. The three part seqrence of: .eacher
initiation, student response and teacher evaluation (IRE) (see 1.4) characterized all
but two of the 36 English lessons observed.

4.,3.2 The syllabus and the approach :

The English syllabus provided by the' DET has a swrong bias towards the
Structuralist approach. Although the 1982 DET Primary School Syllabus and Work
Programme shows an attemnpt at integrating the language skills, ie., listening,
speaking, reading and writing, the focus of each unit to be taught is a grammatical
structure or form,

The Structuralist Approach s based on the assumption that icarning a language is
a mechanical process of habit formation. Language habits are fomed by learning
10 manipulate grammatical structures mot by understanding and acquiring
knowledge or by being creative (Richards and Rogers, 1988:50-52), The learning
process takes place by induction. In the classroom the procedures which the
structuralists say bring about the required language behaviours are;

» teaching one grammatical item at a time

* mimicry, memorization and pattern drills

* no explanations and no rules are given

66



« concentraticn on listening and speaking skills

« all lezrners work at the same step-by-step pace

« successful responses are reinforced and errors stamped out by constant
repetition of the correct form.

~ The demands and requirements of Structuralism lend themselves to the IRE
approach. This will be exemplified below in 4.3.4 and the problems which eme:rge _
from this approach will be discussed in more detail in paragraph 4.3.7.

4.3.4 Teaching language structures

The above procedures were evident in all the lessons observed where structures
were taught. A typical lesson, for example, procasded as follows: the teacher writes
a sentence on the board which exemplifies a specific structure, such as the past
tense. The teacher then reads the sentenve aloud. In chorus the pupils repeat three
or four times what the teacher has said. Another senience is written on the board
and the process is repeated. :

Up to six examples in one lesson can be treated in this way. Memorization, or rote-
learning, and mimicry predominate in this mode of teaching.

~ Sometimes this sort of procsdure is foliowed up by the teacher erasing the
particular structure in the senience and the pupils have then to supply the structure
first individually and then in chorus. Here memorization and the correct response
are being teinforced. Ar other times, the teacher changes the sentence into a
question and the pupils must respond with the statement as it appgars on the board.
In this tcchmquc a pattern drill which should Icad to generalization of the rule is
in operation. 7 - :

Throughout all these procedures the pupils are made to proceed at the same pace.
Mo individual needs are taken into account. When the individual pupils are called
upon, incorrect responses are just passed over: correct responses are reinforced
either by the teacher repeating the answer or the class being asked to repeat it in
chors at least twice but generally up to five times. The teacher gives no feedback
by way of explanation for incorrect answers nor a *good’ for & correct answer. Mos:
pupils appeared to be mouthing what the others were saying.

Two lessons differed noticeably & m the others. These lessons wene significant in

that the teachers gave the pupils an opportunity to use the grammatical structure
being taught in sentences of their own,
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4.3.5 Teaching the language skills
The IRE procecre desciibed above is not only typical of grammar lessons but also
of lessons focusing on language skills.

In the lessons observed reading means class reading. Two approaches towarids class
reading are adopted, In the first, the teacher reads a sentence or two and the pupils
chorus in repetition until their response is 1o the teacher's satisfuction. In the
second, the pupils read a few sentences each in turn, around the class. Here it was
noted that the majority of pupils struggle to read a few sentences on their own. The
teacher prompts and the pupils mimic what she says until they get it right.

Where the pupils do seem able to read, there is evidence to suggest that they know
the passages by rote. They do not read the words on the page. In one lesson, the
researcher was invited 10 go around the class and &Bk the pupils to read selected
parts of her choice. When the ressarcher covered words and asked the pupil to read,

(s)he continued to read what was covered up. The pupil was unable 1o read from
the middie of a sentence or the middle of a paragraph. This occurred with four out
of the five pupils who were tested in this way.

In another instance, a class of 42 pupils was reading a very short text. It took about
eight pupils each reading one or two sentences 1o get through the text. The teacher
insisted that as it was a 1sading lesson, each pupil should read alond. It took five
readings to get round the class. The pat responses of the pupils w0 the teacher’s
checking questions at the end indicated that the pupils had memorized the text.

The pupils Jo not write very much. Most of the writing that is done follows
thorough drillng. The written work which the researcher exatnined revealed
difficulties with punctuation, spelling, vocabulary and sentence construction.
Moreover, structures which had been drilled were often incorrectly used. A large
_ number of pupils cannot copy accurately from the chalkboard or the textbooks.

Composition writing is an importani section in the syliabus. The aim of
composition writing is to give pupils an opportunity to uase structures and
vocabulary creatively in sentences and paragraphs. In one Standard 3 class, pypils
were observed atiempting ¢ construct a composition by stringing together sentences
which had previously been drilled,

Specific listening activities appear to revolve around listening "comprehension’.
Pupils do not listen for understanding of the content: they listen so that they can
repeat what they have heard. *or example, a Standard 4 teacher began a listening
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compretiznsion Jesson, by giving an excelleat reading of an animal fable to the
class. Her intonation, expression, miming and humour all added up to a very good
story telling lesson. The pupils did not relax for a minute, they sat still in their
desks with no response. The teacher then repeated the story. When she asked the
pupils questions about the text, the answers were pat. The words of the text were
repeated: One pupil, when asked a specific question, recounted the text almost word
for word.

Even taking into consideration the shyness ~f the pupils and the fact that they are
unused to strangers, the response 1o thi, _.gségirchcr’s informal questions was
minimal. Most did not appear 1o understand basic questions. It was mainly the older
pupils who replied to simple questions. Their responses were in the main les:sed
ones; e.g. [ am living 2t x farm, I am twelve years old.

Thus, basically, what happens is that the teachers drill the content - be it a
struciure, a comprehension text or a_éomposiﬁon ~ 8o that the pupils leamn
everything by rote. It was argued at 1.4 that in its extrerne, this pattetn of
classroom interaction leads to rote-leaming and, at its best, has only limited
applicability in providing the pupils with learning strategies. In addition, it was
pointed out that this usefulness is found where thcrp is a narow skills orientation
or in teaching bF‘SlC facts.

4.3.6 Teaching the content subjects

Twenty-one lessons were observed in which a content subject was taught in
English. The subjects taught were Mathematics, General Science, Geography and
History. The classes involved were Standard 3 - 5, See Table 4.1. The FLINT
observation scheme was adapted so that is. s pertaining to combined classes and
the use of an L2 as the medium of instruction could be incorporated. This section
will be dealt with in three parts, these are approach, English as the medium of
instruction and textbooks.

a. Approach

The basic approach adopted by the teachers was IRE. Generally, the teacher
introduced the lesson by giving the pupils the facts aboui the topic. The facts and
their related concepts were then explained. The input was then checked with
questions. In most cases half of the lesson was devoted to the teacher’s questioning.
After a correct response had been received, the class chorused the answer three or
four times.
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It was interesting to note that in content subject lessons, at least 50 % of the
icachers used reel objects. Although the purpose of using real objects is to aid the
pupils in discovering information for themselves, in the lessons observed the objects
were used for demonstration, not for exploration or use by the pupils. For example,
in a combined Standard 3 and 4 lesson on the composition of soil, the teacher
placed before each pupil & sample of sand, Joam and siones. At no point in the
lesson were the pupils asked to handle their samples end comment on them. During

the teacher's explanation and questioning the pupils were asked only o look at the
samples before them, Often, the pupils were niot arranged in groups when working
with real ohjects. In addition, pupils were rarely asked to discuss anything with
each other.

b. English as the medium of instruction
Group work was utilized in four of the 19 content subject Jessons, observed. When

the pupils did work in groups they talked together. Although the lessons were

conducted in English, the pupils spoke in the verngcalar, This was the only pupil-
to-pupil interaction observed by the researcher.

The vernacular was also frequently used by the teachers to explain concepts, Th~

_;;caéhcrs say that it is the pupils’ lack of English which necessitates the use of the

vemacular (see 4.2.3), it was clear however, that the teachers struggled to EXpress
themselves simply and coherently, It appears that the teachers themselves are not
fluent in these specific areas of English,

¢. Textboo's _ :

Teachers rely heavily on the textbooks for the content information and to guide
them in fulfilling the syllabus requirements. The use of these textbooks does,
however, give rise to problems.

The explanations in the textbooks are often difficult to follow owing to an over-
simplification of the language. Logical connectors which are vital clue words in the
development of an argument are frequently misused. In addition, paragraph
construction is frequently faulty, Advanced technical terms are liberally interspersed
with this simplified Tanguage. In some instances a distortion of the facts has
resulted.

In order to decode and interprer the teatbooks, the teachers’ reading skills have to
be of a high standard. Evidence that black primary school teachers do not have the
requisite reading skills was found by the resoarcher;, when she taught a reading
skills couree to 70 black teachers in Soweto in 71983,
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Neventheless, ihere are sections of the textbooks svch 8k the drawings, tables,
diagrams and writing activities which could be puq:@scful‘lyjz_fscd. Teachers were,
however, unable to use these pictorial representations as aids in their lessons,

47,7 Classroom management skills

Theé «.assroom environment was looked at from the point of view of how it was
managed in order to facilitate effective learning. Although the aspects of classroom
management which are under consideration are discussed below separately for
clarity, they are, in reality, interrelated.

The data on which the discussion is based was obtained from the obscrvanon of 58
lessons: Forty teachers were mvolvcd. :

a. Physical Organization and Conirol |

In 54 of the lessuns observed, tlie pupils were formally seated in rows. Strict
control was maintained at all times. The. pupils rarely moved out of their own
desks. They spoke to the teacher only when \gpoken to and they seldom engaged in

puml—to-pupil interaction. The teacher dormhated the classroom.

In contrast, in four lessons where teachers used group work, the pupils were
actively engaged. They talked toc»nher {in the vemacuiar) and the teacher was not
the focus of attention.

b. Teacher talking time/pupil talking time

Teacher talking time is the total amount of time the te.achh spends ta§k1ng in any
one Jesson, Tt is therefore made up sot only of the talking invalved in conveying
facts, giving explanations etc. but also of guestions, instructions and comments.
Similarly, pupil talking tims is the total amount of talking that the pnr"ls do 1n any
one lesson.

On average, in the 58 lessons observed, the teachers talked for 80 % of the tifae
and the pupils for 20%. The {eachers were thus essentially dominant and the pupils
passive,

c. Type of teacher/pupil interaction

Teacher talk consisted of conr cted discourse (a sequence of sentences) during
explanations but isolater? sentences and phrases when they were asking questions,
responding to their pupils, giving instructions or maintaining control. Pupil talk was
made up mainly of words and phrases. Pupils only used full sentences when they
were asked to respond to a question in full.
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Almost all the interactions between teacher and pupil consisted of one exchange
i.e., teacher asks a question, pupil answers, sometimes the teacher responds aad
sometimes not, There was thus litile attempt at engaging the pupils in real
discourse. The followinyg brief interchange in a Standard 3 class is ‘characteristic of
the lessans observed:

Teacher: The heart is a pump. The heart is a ... Thami?
Thami: A pump. :

Teacher: Right. (or no answer) Class, what is the heart?

(This last interchange betwesn the feacher and the pupils may be repeated four or
five times.)

d. Quastionmg

-All the teachers used wany qucstlons in all of the lessons observed but the purposes

of the questidng and hence the levels were limited. With very few exceptions, the

‘teachers observed used questions to check underszandmg and o get pupils to recall

information. While these are important functions the guestions were usually bogus
¢.g. "Do you understand?’, 'Yes, Mistress’,

The other equally important purposes for queétioning ¢.5, leading pupils to

understandmg, stimulating interest, geiting pupils to express their own views eic.,

(dre seldom used. The fow purposes for which questions were used were further -

limited by teachers using almost exclusively simple (low-level) questions. At best
low-level questions offer practice in formal structures. The lack of high-level

quesiions precludes an important opportunity to sumulate the pupils’ reasoning

: atnhty.

While teachers often distributed their questions widely so giving a good number of
pupils 4 chance to answer, probing techniques were notably absent. Probing allows
the pupil to expiore the topic and thus think about it more deeply. Wrong answers
are not always *wrong’, the pupil may not have enough language or there may be

‘some other difficulty. By probing the feacher helps the pupil to reformulate his
ideas in order to arrive at the answer. =

¢, Feedback
One of the most striking features in these observed lessons was the lack of response

of the teachers to the pupils. Teachers rarely commented on pupils’ responsess

Correct answers and particularly good answers were not commented on. The
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' even told that their answers were wrong. In thoie iustances when the question was
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expected *godd® of ‘excellent’ or 'yes® wers not forthcommg Genera!iy the tcachcr

simply went on to the next qu“stmn

it

- Even less frequently did ‘machcrs give fg-;cdliaék 1o pup.%ié who answered i_ncor;cc;ﬁy.

Pupils were not t6ld why their answers were «ong. In many cdses pupils were not

p&ssad on to another pusy' who gave a different answer also w:thout teachur

N ‘commcnt. the pupils were clearly confused. _ V.

1% ,/
H B

In the ohq:-rvatmn of 54 lessons th, rescarchcr noted . c:nly &occamms when

meamngful feedback was engaged in. i \
_ \ _

. Pupll passivity ' | - | . R
The pupils’ part in the lcammg prnccss is esscntla}.ly passxve, They sit qulctly In

. their rows; speak only when asked to and dunf&dy chorus answers, drills and |

| reading. However, when the pupnls are esked a quc.;non many ‘aands ave raised. The

'J pupils are ckarly st111 eager to participate and learn at thm stage.

:,\

4.3.8 Setting ﬂqf tests and examinations _
Tests which were written on the chalkboard and cxammatmns from prcvmus years
were available for scrutiny. Serious errors in language, in the clarity of insauctions

and in the Jay-out were noted. For example.a Standard 3 class was given'a gap- |

filling exercise with a list of answers to test p)bnouns There we.ré*..m items. Four
of the answers given did not fit any of the gaps. S

A gap-filling comprehension with spelling errts and unclear instructions which was

part of a Standard 4 end-of—ycar exéminatidn has been included in Appendix F.

4.3.9 Summary of general findings .
The nature of the learning epvironment that emerged from the observations is
informed by the following trends:

* theveachet is the disseminator of knowledge

+ the pupils are passive learners

» the emphasis is on memory, practice and rote learning

« the interaction is one way ( teacher -» pupil) "

» the exchanges in the interactions are limited

» interpersonal relations are disregarded. S
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4.4 Findings - specific

4.4.1 Introduction

The findings to be reper!ed in thls section relate specifically 1o the problems of
farm schools. '

4.4.2 Isolation of teachers

Because of the scattered nature of the rural areas and the lack of transport, mos. of
the farm schools researched are isolated fram what is happening in the urban areas
and from one another.

The teachers are invited to attend very few courses and even fewer of ihese focus
specifically on farm schoo! teachers and farm school problems whereas in Soweto,
so many courses are offered that teachers there say they have difficulty in choosing

-~ which to attend, It has been pointed out in 3.5.2 that the language of commerce in

the area is Afrikaans and thus for those teachers who live in the area, their exposure
to English is limited. J’F
Teachers within an area do not have \}cry much contact with one another either,
The contact which they do have is confined to the occasional course, sports
competitions and some social contact if they live in the same area. There is no
centre where teachérs can meet to exchange views, solve problems, share ideas and -
have access to resources.

None of these schools has a fully equipped library and the closest public liorary is
in one of two urban areas between 80 - 100 km away depending on the Jocation of

* the school. Two of the schools have a small selection of resource books. Thus, in

the remainder of the schools, the teachers and their pupils have no access io
resource books.

i

4.4.3 Isolation of pupils

The majority of pupils have no urban contact and they are more isolated than their
teachers. While many of the ~hildren travel long distances to and from school (see
3.4.6) all this means is that they are moving from one rusal area to arother, Those
children who live close to their schools also move to and from school bat they are
largely limited to one area.

Excursions to muscums, zoos and places of interest such as newspapers and

factories are rare. Those that do take place are funded by the pupils themselves
either indirectly from their school funds or directly by contributing money over and
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above their school funds. There are pupils who cannot afford the school funds, let
alone extras. Two principals reported not having taken pupils on trips for two or
more years owiug to insuificient funds being available, Other principals complained
of farmer/managers not releasing funds for excursions except on rare ovcasions and
the managers deciding when and where the excursion would take place.

In addition, very few pupils have access to supplementary reading material,
resource books, television and films. Without the kind of background ptovided by
these resources, it is unlikely that the pupils make much sense of topics such s :
Roman history, the political division of Germany, capital cities of the world wic,,
with which their syllabuses abound.

It was intesesting to note that all but four of the schools where the research was
conducted were in possession of a radio, These fuve been distributed by the DET
50 thar the teachers and pupils could utilize the schools” radio service, This service
provides information on & wide range of topics in all the subjects. The imerested
schools receive a programme so that they can work these programmes into their
time-tables, However, ononr  asion, the researcher arrived in a classroom to hear
a talk on the rivers of Africa while the Standard 3 class was writing an English test.

Ourside of their classrooms, pupils rarely have the opportunity to hear or speak
Bnglish. Moreover, as has been pointed out at 4.3.7 (¢ and d) the pupils’ use of the
language in the classroom is limited. Thus, not only does this isolation prevent
these pupils from acquiring a nacessary broad base of knowledge, but it also limits
their exposure to English.

4.3.4 The combinzd or mulii-level class

The: structural aspects of the combined class relate to the macro issues underpinning
the farm school system, These aspects were detailed in paragrapt 3.5.4. In this
section the pedagogical and logistic aspects will be discussed as the issucs under
discussion here emerged from the observation of lessons und discussions with
teachers concerniug lessons,

A total of 33 lessons wete observed in 23 combined classes. The two features
which were the most prominent. in the observation of these classes were:

a) the physical organization of the different grades and

b} the choice of syllabus.
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Although these features have been separated below for discussion, it must be borne
in mind that they are interdependent.

a. Physical organization

Only two out of 23 teachers have organized their classrooms in sach a way that it
is possible to teach the different standards independentiy of each other. The
furniture has been arranged so that the groups are physically apart and they do not
face each other. Generally, the teacher stands between the groups, so masking the
one with which she is not dealing at the time.

In most of the classes there was no physical division of the pupils. The pupils sit
in rows: one standard ot level occupying one half of the classroom, the other level
the oiher half, Those teachers who chose to teach the levels separaicty nonetheless
stoord in front of the whole class.

The few remaining teachers made no attempt to separate the levels and taught all
the pupils as one class,

b. The choice of syllabuy

1. The syllabus combined

The manner in which the different standards are physically divided in combined
classes has a direct bearing on the teaching of the syllabus. For example, if two
levels are being taught Mathematics simultaneously, it is not possible to teach two
syllabuses simultaneously. Themefore, a choice has 10 be made as to whether to
teach both classes the same syllabus or whether to teach only one part of the class.

In response to how they are gble to cover two syllabuses in one year for each
subject, the teachers revealed that the Inspectors have suggested the scheme se out
below: .

Year {Clase Combination| Syllabus wught

1985 Sundandsl +2 Standard 2
1986

The justification given for using the syllabuses in alternate years for Standards
+ 2 combined and Standards 3 + 4 combined is that in each of these pairs the
syllabus content is very similar. It came to light (personal communication with Dr
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Hartshdrne) that English and Mathematics are not supposed to be taught together
only the tontent subjects, The tcachers, however, through misunderstanding or
through design tend 10 teach all the subjects *combined’.

Tais arrangemen means that a pupil in Standard 1 in 1985 will cover the Standard
2 syllabus. and irh /986, now in Standard 2, will cover the Standard 1 syllabus.

Approaching the syllabus in this way has far-reaching negative implications, The .

most serious are:

i} The syllabuses are graded. For example, the same topic can appear in the - -

Standard 3 and Standard 4 syllabus but in the Standard 4 syllabns more
difficult concepts and greater detail is added. The level of difficulty of the

" syllabus is thus increased. In subjects such as Mathematics and Science this
creates enormous problems. All teachers who teach these subjects have
commented on the difficulty pupils experience (see 4.2.3).

ii} When the pupils enfer Standard 3 they are faced with a change in the
medium of instruction from the vernacular to the first official language.
Although the pupils have tx n learning the first official language as a
subject, they are hardly able to understand the language. While it can be
argued tha: the pupils will soon learn the language because they have to, the
teachers” use of the vernacular in the classroon. inilitates againsi such”
learning. .

In adu Yion, the pupils are unlikely 10 leamn the content eittier. Pupils who
finds themselves grappling with new concepts in twe languages, one of
which they are unfamiliar with, can hardly be expected to cope.

~ This situation is, of course, aggravated where Standard 3°s are being taught
a Standard 4 syllabus. In these circumsiances, by the time the pupil has
mastered sufficient language 1o grasp the content, he has a serious zap in his
knowledge. What this system amounts to, in effect, is that it takes pupils two
years to cover one syli.ous in each subject.

This has severe ramifications later on. When the pupils reach Standard 5,
they do not have the grounding to cope with the Standard 5 syllabus which
is examined externally. This problem applies particularly to English and
Mathematics. Because of the external examination the Standard 5 teachers
are constrained towards an examination orientation.

A
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2. The syllabus - separated

Not all the teachers follow the system of combining syllabuses as described above.
Some teachers separate the pupils into different grades for language and
mathematics but combine classes for the remaining subjects.

A few teachers attempt to teach the grades separately for all subizcts. Among the
teachers who try to sepaiate their groups completely are those who have more than
two grades combined in one classroom. Two separate but related probiems emerge
from this aprangement:

i)

iy

Scparax..i syllabuses. When teaching separate syllabuses, the teachers have
10 prepare two or more lessons for sach subject. This doubles and in four
cases trebles the amount of teacher preparation. On average, there are six
"academic’ subjects taught cach day. If the preparation is vo be carried so
that the lessons maximize the learning situation, the teacher would have to
be well-grounded in 2il the subjects, resourceful and have many resources
at hand.

Classroom management for separate syliabuses. It was observed that those
pupils who are not being addressed by the teacher are either not given
sufficient work to occupy them fully or they are not given anything to do at
all. It was clear that many of these pupils were bored.-Some teachers were
aware of this but appeared to have schooled themselves to ignore this under-
employed section of the class. The other teachers simply wrote the pupils off
as 'naughty’. Having to occupy these pupils meaningfully would involve
teachers in even more preparation and would demand material resources
which were not available,

4.4.5 Summary of specific findings
The specific factors which affect the effective functioning of farm schools are:

the isolation of teachers and pupils from exposure to the language of the
medium of instruction and exposuré to the mainstream of events both
educational and social that are available to their urban counterparts '
physical organization of combined classes which does not allow pupils to be
grouped according to their level

the choice of a separated or combined syllabus wkich if the latter prevents
pupils from being tanght on the relevant Jevel and if the former does not
allow pupils the opportunity to exploit the learning environment.
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The intervention programme for the farm school teachers was decided on the basis
of the general and spcmﬁc findings derived from the interviews, questionnaire and
observation.

4.5 The intervention

The research findings clearly indicated that an English improvement course for
teachers was not only desirable on the part of the teachers (see 4.2.1) but also
feasible (in terms of what ELTIC was able to offer with limited resources). On the
basis of the findings and available resources, it was decided to implement a three
year pilat project in a specific area for a limited number of teachers. Owing to the
wide-sanging needs of the rteachers in relation 1o English language and
me..«xdology, the following three year pilor programme was proposed:

.y - Year 1: Teachers® English language proficiency

\\ .~ Year 2: The teaching of English as a subject

" Year 3: The use of English as the medium of instruction

- Hems which emerged at the end of the first year were basically the same
" me . shich were identified in the subsequent years. Thus, although over the

" "t wiars, vares schools and nine teachers dropped out and the course content

changed, viily the first year is reported on here.

4.5.1 Setting up the course

Nine scficols in the Skeerpoort/Hartebeeshoek area were selected. These schools
were chosen because they were in close geographical proximity and this facilitated
the bringing together of teachers at a central venue. All 30 teachers (including
principals) responded positively to an invitation to attend the course.

Based on the research findings (the n-wds which the teachers expressed in the
structured and unstructured interviews and the questionnaire survey and the needs
identified by the researcher in the interviews, questionnaire and observations), an
integrated language skills course with a focus on reading was proposed. Before the
course was fully developed, an outlined was prepared for prospective participants.
"They were then given the opportunity to suggest aliernatives or to withdraw if they
felt such a programme would not meet their needs. All 30 teachers cxprcssed
interest in participating in the course.

4.5.2 Rationale for the course
Besides the reading skill being a necessary and important skitl for all teachers in
its own right, a facility in this skill would enable the teachers to inform themselves

79



0 ~ =~ W
m o W O
i J

August Test Percentages

P Y
L= T & ]

g & 3

more fully of the facts as well as the, background to the content subjects (see 4.4.1,
4,42, 4.4.3). In addition, the provision of reading texts for the teachers would
enable the contextualization of language structures such as tenses, pronoun usage
and subject/verb agreement - all these aspects of perceived needs (ses 4.2.1) which
had emerged from the research, Also, reading texts provides an opportunity for
vocabulary development in specific subjects, background topics and for classroom
langnage (4.2.1, 4.2.2, 4,2.3),

4.5.3 Organization of the course

The researcher became a tutor and one other tutor was employed by ELTIC. One
2 - 2 1/2 hour workshop was conducted one afiernoon a week. On two mornings
a week the two tutors visited the participants in their schools. Each school was
visited once every two weeks. Initially, the purpose of these visits was to follow up
on work{fh ¢ in the workshops and to assist teachers with any specific problems
relating fo-uspects of English in the classroom. Once the teachers were familiar
with the workshop routine and were progressing with the course, the purpose of the
visits was meant 10 change to helping the weachers transfer skills learnt in the
workshop into their classrooms. '

Comparing August and October Test Results
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Figure 4.1 - Teachers Test Results
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4.54 Impiemen tution

In the weekly workshops, each tutor worked with 15 teachers. The groups of
teachers were not specifically aitached to a specific tutor. Each week each of the
wutors worked with a different combination of teachers.

The course was divided into 15 units. each unit dealing with an important reading
skill such as previewing and predicting, finding the core of sentences, reference and
logical connectors etc. (see appendix G [a], [b], [¢]). Most units were designed so
that the important issues could be covered in one workshop and the more difficult
areas were allotted rwo or three workshops. In all it was envisaged that the course
would be completed in the 22 workshops that were available for the year. In
practice only 19 workshops were available and the last unit was held over for the
following year.

Input by the tutorg was kept to & minimum, They functioned largely as facilitators.
‘The reading activities were designed around tasks so that the teachers needed to

- write as well as to talk in pairs, groups and in pienary to come to grips with the
principles of the unit, In addition, a variety of listening tasks were used to reinforce
understanding of impcrtant points apd processes. Each unit was looked at with a
view to its applicability to the classroom.

At least half of the materials were either based on texts from the textbooks of the
different content subjects or on texy dealing with content subject topics (see
Appendix G {d]). The remainder of the materials were based on short tories or
articles of interest expressed by the teachers. The view that ’all teachers are

teachers of language’ (Builock Report, 1976) was a fundamental principle which _

informed the research and later the materials development in relation to the content
subjects. By makmg the teachers aware of important structures and vocabulary that
oceur in specific subjects and by giving exwa exercises to ruinforce these, the
materials aimed at getting teachers 1o wansfer these aspects of language to the
pupils in content subject lessons. Moreover, from error analyées of the writing tasks
done on the course and teachers’ requests, specific language items which were
troublesorne were dealt with,

Teaching methods were not a specific focus at this stage. However, a wide range
of methods such as pair and group work, using realia, getting teachers to conduct
and participate in plenary sessions etc. were selected o teach the reading skills.
This enabled the teachers 10 experience a wide variety of methods firethand, To
raise consciousness of these methads, this experiential approach was discussed with
the teachers at various points,
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4.5.5 Evaluation - the positive aspects

The teachers were tested three times in the year. Before the course began a »

diagnostic test {(Appendix H [a]) to establish the reading and writing levels of (he
teachers was conducted in March (see Fig. 4.1(a) below). Early in August a s!pcond
test (Appendix H [b]) to measure progress was administered. This tes{ showed a

wormalization of the curve which in turn indicated that exposure to English and

practice through tasks and activities had caused a positive change (see Fig. 4.1({b)
below). At the end of October, a third test, the end-of-year assessment test was
given. The results of this test are shown on Fig. 4.1(c). '

The results of the third test (bar graph (c)) show a similar trend to the August
marks, though some teachers performed at a lower level, In August there were 8
teachers in the ¢’ category whereas in October, there were 11 teachers in the ¢’
and 'd’ categories. There were still a large number of teachers (August - 12:
October - 13) with average marks. Three teachers attained only an *f”. Despité extra
help they were still experiencing major difficulties and they lagged further and
further behind. Two teachers made very good progress; they began in ’g” in March,
moved up 1o *c’ in August and rnaintained this standard to the end of the year,
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The scattergram (Fig.4.2) shows a very high positive correlation berween the
August and October test results. The teachers who achieved the highest marks on
both tests (11 teachers) are grouped in Section A. The teachers who achieved
average scores are in Section B (14 teachers) and the lowest marks (3 teachers) are
in Section C, '

Based on involvement in and observation of the course as it progressed through the
year, a different interpretation of aspects of these test results follow. Those teachers
who scored in the A category in all three tests are those who were either Unisa or
Vista students, Those teachers whose pretest scores were low but whose grades
improved through the year probably indicate improved proficiency. In addition,
there js a strong possibility the positive reinforcement created a Hawthorne effect
{Cohen and Manion, 1980:166) - they exhibited positive psychologlcal cifects as
a result of part1c1pat1mg in the programmc

The response of the tcachers as regards attendance-remained good throughout the
year. The average attendance rate for the year was 90 % wuh IU of the 30 teachers
- having 100% attendance,

In addition, an important aim of the course appeared to be being’

fulfilled, The teachers mesting one another once ! “aweek provided them with the
opportunity to get to know one another, to share problems and-to have the
opportunity to be lesss isolated. '

4.5.6 Evaluation - the negative aspects
Despite the good attendance, the maintenance of the original group number and the
obvious pleasure the teachers had in meeting with one another once a week, by the
end of year one some dissatisfaction was made manifest. The teachers expressed
dissatisfaction concerning certain aspects of the course and the tutor was concemed
about the spread of un¥ "‘thy rivairv among the teachers and the resistance wtpch
teachers had shown to's .«ie parts of the programme. y

i

One principal who acterd as the spokesiman for six other teachers, said that they
wanted to learn more grammar. Further investigation showed that these teachers
believed that if they conld learn the grammar of English they would then know the
language. Moreover, they said that once they know the langaage they would then
be able to teach it in the same way. These teachers wanted a course in grammar
which was made up of rules aud exercises which they could then use verbatim to
teach their pupils.
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About 60 % of the teachers wanted to coutinue working at improving their
proficiency in English. They were satisfied that working through language skills
would be beneficial but they did not want to deal with English language method.
All attempts to introduce methodology in the workshops met with resistance. In the
follow-up visits to the schoois, the teachers were unwilling to allow the tutors into
their classrooms. This included those teachers who had willingly aliowed the
tutor/researcher to observe their lessons during the rescarch stage. Except for four
teachers any talk about meihods and transfer of work done in the workshops was
either ignoreid or dismissed after cursory discussion. One teacher said: ’I don’t need
to learn how to teach’. Similar statements were made to both tutors independently.

It was evident from ¢arly on in the year that there was fierce competition among
four of the schools in this group for a cup for the best Standard 5 results. Two of
the principals involved accused each other of altering mark.. Late one afternoon the
tutor found a Standard 5 class rote learning 2 model letter in English and one in
Afrikagns that had been writters'on the chalkboard. The schocis not directly
involved in this competition grouped in support behing, one of the four schools.

_ g

This competition filtered through into the workshops: the teachers wanted marks for
every homework assignment and collusion in these assignments was clearly evident,
Various attempts by the tutors to diffuse this situation were unsuccessful. The
negative feelings engendered by this *competition’ caused & deep rift within the
group. After the first two months of the following year, one faction consisiing of
two schools (seven teachers) withdrew from the programme, Three of the teachers
did not want to leave the programme, Their principal ensured that they followed
him by giving them various duties on the afternoon that the workshops were held.

This particular principal regarded himself as ihe leader of all schools in the area,
He had been very supportive during the research phase. His interest and support
continued until he found that the programme was not concerned with local intra-
rchool politics. He saw the approach of bringing teachers together and treating them
as important as a threat 1o his position. This withdrawal orice again isolated these
schools and denied the teachers the opportunity for some change.

These events have been recounted because programmes in other areas at later times
with other tuitrs met with similar power struggle problems which partly
undermined the efforts of the implementors. The overt resistance of these principals
towards change was a reflection of the cover({’resistance“: shown by the teachers io
change in their classrooms. "

i
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Every effort was mads to address the problems outlined above in the p}anhing and
developing of the programms for the following year, To this end it was decided that
the workshops would sontinue to focus on improving teacher proficiency until the
middle of the year when the emphasis would change to learning how to transfer
these skills to the classroom. To help the teachets to overcome their resisiance to

"classroom interference’, they were 10 be asked to develop cldssroom activities
based on workshop input in each workshop.

The net result was very similar, The few teachers who had shown promise and
commitment continued to develop and grow, the iemainder did no: show any
change and they appeared to have no motivation to do so.

The examination of the socio-economic context of the farm schools, the eliciting
of teachers’ felt needs and the observation of farm school classrooms in operation

have provided insight into many of the aspects of this very complex situation.”

However, the resistance of the teachers to change indicated that an understanding
of the teaching and learning situation in the farfn schools was far from complete.

1

)

i

=

in Chapter 5 some cognitive and change thcones will be examined to try to fill in h

this picture more completely. -
. \} ' '1\. ,
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CHAPTER 5

TOWARDS A DEEPER UNDERSTANDING OF THE FINDINGS:
SOME THEORIES OF LANGUAGE, LEARNING AND CHANGE.

Man's achievements rest upon the use of symbols.

Alfred Korzybski

s (quoted in Hayakawa, 1973:23).
5.1 Introduction

The findings documented in Chapter 4 indicate that the problems which the farm

school teachers bring 10 and meet in their classrooms are mot in the first instance

"located in a need to imprdve their English language proficiency nor in 2 need to

improve their classroom methodology. Some theories of cognition and language
development and change will be examined in an attempt to try to 1llum1nate further
the difficulties mamfested in the farm school classrooms.

Vygotsky’s theory of cognition which incorporatcs language development provides
the starting point for the discussion of cognitive theories (sec 5.2), A discussion of
the viewpoints of another cognitive theorist Bruner (see 5.4) and the linguists
Donaldason, Cummings and Gee follow (see 5.5-5.7). In some instances these
theorists take up the main teneis of Vygotsky’s theories and they develop them in
relation to education and language leaming. In other instances, they formulate
similar notions which branch into different areas of education and language
learning. In the last section (see 5.9), further insight into teacher problems is sought
in a different but complementary aspect of education is explored - theories of
change in relation to teacher education,

5.2 Language and thought - Vygotsky
The three most important issues for this study which arise from Vygotsky’s theory
are: ' :

a) the role of learning and language in the developmen: of the child

b) internalization and the development of language and thought

¢} the role of the teacher.

These aspects are closely related and they cannot be discussed in isolation, Thus,
in the first part of this section these issues have been contextualized in a general
discussion of some of the central aspects of Vygotsky's theory of cognition. This

i
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~is followed by a more detailed discussion of the points salient to this- study. The
section concludes with an account of Vygotsky § visws of learning a second -
language. :

5.2.1 General ouﬂine

In the mode! of cognition proposcd by Vygorsky, language and thought are closc!y
interrelated and interdependent: language is the critical tooi of thought and shapes
the form of thought. Vygorsky interpreted thought and speech as instruments for the
- planning and carrying out of action. In *Mind and Society’ (1978:26) he said:

Children solve practical tasks with the help of their speech, as well -
as with their eyes and hands. This unity of perception, speech and
action, which ultimately produces internalization of the visual
field, constitutes the central subject matter for any analysis of the
origin of uniquely human forms of behaviour.

Central 1o Vygoisky's theory of cognition is his idea of internalization. All
processes - speech, emotion, play etc. - *go inward’. Once these have been
internalized they intéract with one another and through this interaction they become
. ordered, systeratic, logical and goal oriented, After the internalized actions have
become ordered, the learner can stand back and reflect, In other words (s)he has
become free of the immediate. This enables the learner to apply logic to practiiﬁal
action, '

Vygoisky’s notion of internzlization involves firstly, social processes and secondly,
language which mediates between these social processes and the individual. It is
language which provides the bridge between the external social activity and the
individual internal activity.

According to Vygotsky’s argument, tools, whether oractical or symbolic, are
initially ’external’. That is, they are used outwerdly on natre or in elementary
communication with others. But tools affect their users: language, used first as a
communicative tool, fi inally shapes the minds of those who use and adapt its use.
Thus initially the tool language is used to communicate socially, It © Ll MOves
inward and becomes ’inner speech’ or thought. Thougbt is both an mdmdaal
achievemen: and a socizl one.

Vygotsky (1978:27) contgnded that neither acron (ine interpsychological
relationship with the external world) nor thought (the intrapsychological working
of the internal being) is sufficient 1o explain cognitive development. He sxplains
development as the interrelationship of thought and action mediated by tools and
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devices. Important among these tools is language. Langaage enables hi:. :ans to sort
and order thoughts while thought is a way of ¢ ganizing perception anu action.

- The interrslation of language and thought is bound up with the idea of the link
between external and iniernal activity as well as witd, the concept of internalizadon.
Both internalization aud external and jnternal acfivities are tied to Vypotsky's
concqi’ﬁ with the acculturation of the child. The social origins of internal activity
and if(:amalization are centrzl 1o Vygotsky's theory,
)
I

The chief instrument of integration and order in human life is language which is
used 1H the service of other higher mental functions. Vygotsky 1987:15) argued
that Ianguage is & powerful system of tools for use initially in talk, but increasingly
and once inwardness is achieved, in perception, memory, thought and imagination,

5.2.3 Specific issues of Importance in-Vygotsky's theory

a. Internalization

Vygotsky contenied that the relation between external and internal activity is
innate. He claimed that the transformation of external processes to create internal
processes is not simply a mapping of external activities onto an existing internal
structure. The exiernal is ubsorbed to become the intenal, In Leont’ev’s words
(1981:57 quoted in Wertsch, 1985: 163):

the provess of internalization is not the transferal of an external
activity to a preexisting, internal 'plane of consciouaness’: it is the
process in which, this plane is formed,

It is important to note here tha the word activity as it is used by Vygotsky
concemns social processes: activity is a "sy~ :»” in the "system of social relations’.
According 10 Vygotsky, everything the individua. does emerges from social action,

Social phenoniena form the starting point for his theory. Vygrtsky formulated a
*general genetic law of cultural development’ (quoted in Wertsch, 1985:164). This
provided the framewurk for his approach to-~~any of the developmental issues with
which he wax concerhed. He staies this "law s follows:

Any function of the child’s cultural development appesrs twice, or
on iwo planes. First it appears between people as an
interpsychoingical category, and then within the child s an
intrapsychological category. This is equally true with regard to
voluntary attention, logical memory, the formation of concepts, and
the development of volition (Ihid:164).
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b. The zone of proximal development {ZPD) :

Vygotsky introduced the idea of the ZPD to deal with the following practical issues
in educational psychology: the assessment of children’s cognitive .. lities and the-
evaluation of instructional practices.

Vygotsky’s assessment of the cognitive abilities of children is Liied on the idea
that the mlationship between the external and the internal is reflected in the
relationship between learning and development. Two separate issues are involved
here: firstly, the general relationship between learning and development in the
home and secondly, the specific features of this relationship when children reach
schoul going age.

[

Vygotsky (1978:84-81} made a distinction between two levels of development: the
actual developmental level and the level of learning capability. In the aciual

\ ' developmental level the development of 2 child’s mental functions has already been

eS{abhshcd as a result of certain already completed developrrental cycles. This
lev\\*\l is determined by what the child is capable of doing independently.

In contrast, the second level is that which the child accomphshcs only with the help
of an adult or a more knowledgeable peer. It is that which the child has the
potential to do, By demonstrating this distinction, Vygotsky showed that the child’s
learning capabilities exceed the actual developmental level. Vygotsky (1978:86)
explained the relation between learning and development in his notion of the zone
of proximal development (ZPD) as follows: ‘

the distance between the actual developmental level as determined

‘by independent problem solving and the level of potential

development as determined through problem solving under adult

guidance or in collaboration with more capable peers.
Vygotsky also explained a second practical issue through his idea of the ZPD - the
evaluation of instruction. His argument heme is also based on his view that
intrapsychological (internal - thought) grows out of the interpsychological (external
- social).

He (1978:89) claimed that;

learning which is oriented tow:urd developmental levels that have
already been reached is ineffective from the viewpoint of a child’s
overall development. It does not aim for 8 new stage of the
developmental process but rather lags behind thi.: process. Thus,
the notion of a zone of pros:mal development enables us to
propound a new formula, namely that the only *good learning’ i«
thai which is in advance of development,
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In his nction of the ZPD, Vygotsky explains his idea of the 'moving inward” of
speech. He introduces the idea of ’scaffoiding’. Learners can do far better in
reaching an understanding of a point when there is someone with them who is more
knowledgeable and who can provide a scaffolding’ th.. *hey can on their own.

In the scaffolding process, attention is focused on the role of dialogue between &
more expert teacher and a less expert learner, The explanation of a concept can
gradually unfold in the course of a dialogue. The leamner is then able to reflect on
the dialogue. Reflection empower: i- learner to make use of differences and
connections to reformulate his own thosght, The language of the adult used in this
dialogue (external action) thus becor s the medityn through which the child’s
mental structures are formed and refo: ned. These structures eventually reach the
higher mental functions of abstracting and generalizing, Thought then, is both rn
individuul achievement and a social one. In Vygotsky’s words:

- The history of the process of the internalization of social speech is
~ also the history of the socialization of children’s practical intellect
(1987:27), '

¢. The development of word meaning

Wertsch (1986:165) demonstrates that Vygotsky’s account of *semeiotic mediation’
is fundamental to the concept of internalization, In brief, he explains that signs
{words) are uséd inivally for the social purposes of showing or telling others what
to do and later they are used for influencing oneself. Children can only use those
forms of behaviour that have been used with them or have been transmitted to them
in the form of speech. That is, inter-psychological semeiotic processes require the
use of external sign forms. A result of this is that it is possible for a child o
communicale seemingly appropriately whereas (s)he does not yet recognize all
levels of significance of the utierance/s as they are understood by more experienced
members of the culture. When the child comes to understand what is meant by what
is said then the cognitive skills develop.

According to Werisch (1985:169), Vygotsky argued that "aithough it is tempting 1o
attribute an understanding of meaning to children when they begin to use word
forms in what appear to be appropriate ways, the appearance of new words marks
the beginning rather than the end point in the development of concepts’. Adult-
child interaction is very important here. When the adult refers to objects, the child
does not necessarily at this stage understand the meaning of the word but (s)he
understands the reference. This agreement on reference gives the child an entree to
participating in social relationships.
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Vygotsky extended his notion of the progression in the child’s developmeni by
dividing this advancement into stages. He argued that the child progresses through
three stages in concept development: in stage one, the child's ideas are in the form
of ’unorganized heaps’; in stage iwo, these ideas are organized into
‘complexes’(pseudo-concepts) and lastly, in stage three, the child is able to
understand and grapple with “concepts’. The adult-guide is very important in
‘helping the child through this progression. An important point to note here is that
until the child reaches an understanding of word meanings or masters the concepts,
words may be based on relatively simple, context-bound sign-object
relatlonshxps > but as the child develops there is the gradual erperging of 'he new
significance of old signs and new definitions of old sctw gs for the child
(1978:176),

In brief it can be said :hat the heurt of Vygotsky's theory is that development and
learning are inextricably bound up wiih the internalization process. The child is
guided by an adult or significant other in taking in the =xternal and making it
internal. The external activity is a socially metivated activity and the mediating tool
is lunguage. These points will be taken up in the next section in relation to learning
a second language (L2),

524 A Vygotskyian perspective on learning a second language
In an orticle entitled’ 'The road 1o competence in an alien lund: & Vygotskian
perspective, Vera John -Steiner (1985) examines how Vygotsky’s views concerning
second language acquisition accord with present research and theory. The points
identified in the previous section will be explored further in the light of John~
Steiner’s reviews and conclusions,

The following imponant generalizations can be made on the basis of current
research and theory reviewed by John-Steiner: :

a) The acquisition of an 1.2 is linked to the use of linguistic and cognitive
strategies. As these are developed te 4 greater extent in older children and
adolescents than in younger children, the former acquire an L2 more
effectively than do the latter,

b) The active participation of learners is central to the task of dual language
acquisition. In cases where young immigrants experience a great social and
einotional distance between themselves and speakers of a target language,
their learning is likely to be inhibited by a sense of passivity or alienation
(1985:368). '
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Of first (L.1) and second (L2) acquisition Vygotsky said it was unlikely that L2

learning at school could repeat L1 acquisition in the natural situation of the home.
Howevar, he claimed that no matter how different these two experiences are, they

are processes that are ’internally united’ by the use of linguistic and cognitive

strategies (1985:348). He claimed that the L2 learne: comes into the learning

situation having developec the strategies (s)he needed to leam the L1. (Sihe then

uses those same strategies 10 learn the L2. It is thus in the strategies that leamning

the L1 and L2 come together.

Vygotsky made an additional point in relation to the differences between L1 and
L2 acquisition. He said that the acquisition of an L2 is represented by a different
line of development from that of the L1,

.if the development of the native language begins with free,
spontanecus use of speech and is culminated in the cunscious
realization of linguistic forms and their mastery, then development
of a foreign language begins with conscious realization of langusge
and arbitrary command of it and culminates .n spontaneous, free
speech., '

..Thig kind of conscious and deliberate acquisition of a foreign -
language obviously depends on a known level of development of
the nalive language (Vygotsky:nd:48 quoted John-Steiner,

1985:350). '

Vygotsky further developed this argument when he said that being literate in one’s
L1 plays a central role in the interaction of L1 and L2 development. On this basis
John-Steiner (1bid:350-352) argues that comtemporary research indicates that
pressure on young children (7 - 8 year olds) to acquire another language may
interfere with their learning of their L.1. It is at this stage that young children are
learning to read and write. It is also at this stage that they are learning to
differentiate between social, private and inner speech where the finely tuned
interactions between children und their caretakers are very important. Older children
and adolescents are more cognitively mature and can Jhus apply various strategies
to their leaming, -

Furthermore, Vygotsky proposed that the attainment of literacy itself contributes to
linguistic-cognitive development, as it requires 'the conscious realization of one’s
linguistic processes’ (1985:352), Vygotsky’s notion of the inter-relationship between
the external uses of language and the internal functions of speech is applicable here.
John-Steiner cites the work of a number of other linguists and psycholinguists
which support this view, For example, Wertsch and Stone’s (1985) studies
demonstrate the role of task-relevant dialogue in shaping children’s problem-solving
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behaviour, Their work also indicates that to reach full development is a lengthy
process. On the basis of their research they argue that education in an L2 at an
inappropriate time may interfere with childrens’ conceptual development.

The critical role of the social enviromnent in learning a second language was
stressed by Vygotsky, He argued for more research into the social and educational
factors which shape the competent use of L2 as well as the difficulties cxpcnenccd
by the learners.

John -Steiner (Ibid:352) recounts how the research of Ervin-Tripp (1981) and Wong
Fillmore (1979) stress the importance of social and cognitive strategies in L2
acquisition. In brief their research isolated the following important strategies which
children use: 1) When children are playing are in the classroom, the context often
provides clues and cues which help the children to work out what is happening. On
this basis the children assume that what is being said is directly relevant 10 the
 situation at hand and 2) the children rely on formulaic expressions.

She argues from this research that these strategies were particularly effective in the
situation where the children had varied opportunities to learn informally in the
context of play. Flowever, when children do not have these opportunitics the
process is interfered with and slowed down:

" Immigrant children who are firast exposed to a target language in
a highly structured classroom do not find adequate contextual
support for their language-learning efforts. In these first and
second grade classrooms, activities are of a pencil-and-paper kind
and the teacher doas most of the {alking. Thus in such settings,
there are limited cpportunities for L2 learners to connect familiar
activities with new expressions ... They were oo old to learn their
second language through play ... At the same time they were too
young to have developed literacy and cognitive sirategies, which
were available to their older siblings who had a few years of
education in their native language (John-Steiner, 1985:354),

The issue of the place of formal instruction in learning an L2 emerges here. The
research reported above and other research has shown that younger children learn
in highly contextualized settings while older children need a mixture of formal and
informal situations. The consideration of affective factors for all learners has been
shown [0 be important in langeg ~¢ learning.

The specific points discussed at paragraph 5.2.3 were shown to be based on general
theory in 5.2.2. The specific points were then discussed in relation to current
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research and theory in L2, The following overall points relevant 1o this-study have
emerged: : i _

» the. paths of development of L1 and L2 acquisition are different but the
linguistic and cognitive structures that were developed to Iearn L1 are then
used to learn L2

» acquisition of the second language is dependent on the Ievel of acqmsmon
of the first language

~+ literacy contributes ta linguistic-cognitive development; thus L2 at the wrong
~ time may interfere with the child’s conceptual development

» the role of the social environment is crucial in learning an L2 - informal

" instruction is important for children '

+ the role of the adult or significant other in providing scaffolding and then in
mediating in the developmental process is essential

+ the consideration of affective factors is imporiant in the lgnguage lcarnmg
process.

In the following sections these points will be discussed further as they have been
developed by other theorists.

5.3 Beyond Vygotsky

Vyzotsky's research and theory shows the importance of language in cognitive
development. Fundamental to the understanding of the relationship of language and
cognition is Vygotsky's notion of internalization. This is the process of the child
acting on and in society. The other people involved - caretakers or significant
others - help in the transmission of what )/ outside to what is inside by providing
the scaffolding. These issuss have bgzh further researched and developed by a
variety of researchers in number of different directions. One of these issues -
language proficiency - which is fundamental to this study, will be examined in this
section from a number of viewpoints,

Language proficiency is the relationship of face-to-face communicative skills or oral
language competencies on the one hand and language skills on the other. In the
following section the theoretical positions of Jerome Bruner, Margaret Donaldson
and Jim Cummins will be outlined in order to illustrate attempts to describe
differences between the linguistic demands of the school and those of face-to-face
sitvations outside the school. There are many similarities in the views of these
theorists to those of Vygotsky, These theorists, however, locate their positions more
strongly in relation to the classroom. Later, this will provide a theorstical
background against which the language issue in the farm schools can be analyzed.
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5.4 Beyond the information given - Bruner

Braner (1966: 8-10) presents a view of human beings who have developed three
systems for processing and representing information. Cehtral 1o the first system
{called the enactive mode) arc manipulation and action which take place largely
in relation to the immediate environment. Perceptual organization and memory
comprise the second system (ikonic mode); objects are no lenger dependent on
action, and memory generally relates to the visnal, concrete and specific. The child
can reproduce what has been learned but he cantiot use it to come to new
conclusions or to deal with different situations, In the third and last system, the
emphasis is on the symbolic system of representation: experience is translated into
language.

These three systems are not stages, they are rather emphases of development. The

systems operate parailel to one another. Although it is language which makes the

symbolic system possible, it is not language per se thar makes the difference; rather

it is the use of language that acts as the instrument of thinking Language is thus

a general or all-cmbracing tool. It provides direction and amplification for the way

we use: :

a) our muscular apparatus when action in the immediate environment is ali
important in the first system;

b) our senses when perceptual organization and memory are at the forefront of
development in the second system and

¢) our powers of reflection when we internalize language in the third system,

in his research into cognitive development, Bruner shows the importance of the
interaction between learner and ttor, He says: ’intellectual development depends
upon a systematic and contingent interaction between a tutor and a leamer, the tutor
already being equipped with a wide range of previously invented techniques that
he teaches the child * (1966:6). Mental growth is thus largely dcpcndcnt upon
growth from the outside to the inside.

In the early stages of the child’s development (Bruner’s “enactive® phase), the tutor
rephrases the child’s utteranees so that they are *correct’. The child then alters his
utterance to match what he understood the adult model to be. Bruner suggests that
an extension of this child/tutor interaction which is both a formational and
transformational exchange goes on all through childhood. This interaction thus
continues into schooling even though the tutor changes to the teacher and at times
older children,
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5.4.1 The role of the school

As our technology grows more complex in terms of machinery as well as human
organization, the role of the school becomes more ceniral in society as both an
agent of socialization and as a transmitter of basic skills. As there is more
knowledge and skill in the culture of complex societies than any one person can
know Bruner (1965:439) argues that: |

. increasingly, there develops an economical technique of
instructing the young based heavily on telling out of context rather
than showing in context. In literate societies the practice becomes
ingtitution~lized in the school, or the teacher.

The school and the teacher are instrumental in promoting this necessarily abstract
way of instructing the young..In the detached school, thers is frequently no
relationship between what is imparted and life in the society. There is oniy an
indirect relationship between the content of what is conveyed and the demands of
the technical society, Bruner ([bid:440) maintains:

.. these indirectly imposed demands may be the most important
feature of the detached school. For schoal is a sharp departure
from indigenous practice. It takes learning, as we have noted, out
of the context of immmediate action just by dint of putting it'into a
school. This very extirpation makes learning become an act in
itself, freed from the immediate ends of action, preparing the
learner for the chain of reckoning remote from pay-off that is
needed for the formulation of complex ideas. At the same time, the
school, (if successful) frees the child from the pace- settmg of the
round of daily activity.

He continues his argument by saying that if the school in its turn can rise ahove
"pace-setting’, its trivial routines and conventions, it may be crucial in fostering
reflectiveness. In addition, in order to follow a lesson in school, the pupil must be
able 1o follow language removed from the concrete situation. Deccntextuahzanon
involves highly abstract uses of language. :

Without the school, the child will acquire *communicative competence’; the ability
to make and understand utterances in accordance with the circumstances in which
they are made. However, without the school, the child will not acquire *analytical
competencs’: higher cognitive thinking. In other words the school promotes
"analytic competence’, The tool in this development is language (1974:388-350).

Bruner (1966:29) has argued that; the lack of opportunity to share in dialogue, to

have occasion for paraphrase, to imemalize speech as a vehicle for thought,” can
cause difficulties for the learner. He goes on to say that: °It appears that unless
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certain basic skills are mastered early, later more eiaborated ones become
increasingly out of reach.’
i

The role“of the teacher is wide-ranging. Bruner (1965:445-448) discusses the
following functions of the teacher: to introduce the child to the different way of
thinking contained by each discipline; to stimulate thought and maintain interest in
the school setting; to reassure the child ‘that it is all right to entertain and express
highly subjective ideas (447)"; to ensure that the child knows what the teacher is
talking about; to use personalized knowledge meaningfully and to encourage self-
conscious reflectiveness,

In addition, the task of the teacher in educating children fr?m disadvantaged groups
should include in the first place, the need for the te(achcr 10 recognize the
educational difficultics of the pupils in terms of 2 difference not a defici. A change
in teacher attitude may proguce change in students’ performance.

Secondly, the teacher do@s not have to try to make the student develop new
intellectaal swructures, (s)he has to concentrate on finding ways to get the child
transfer skills already in place to the task in hand. Relevant materials are essential
here. Relevant here means more than an aid to motivating the student. 'Relevant
materials are those to which the child already applies skills the teacher seeks to
have applied to his own content, It requires more than a casual acquaintance with
ong's students to know what those materials are (1971:{165)’.

According to Bruner (1974:389) the essentigd role of ihe school is that of
establishing context-free modes of thinking through the separation of the written
word from the thing it-stands for and the separation of school from life.

But achool itself provides the same opportunity to use language out
of context even spoken language, for to a very high degree, what
one talks aboyt are things that are not immediately present
(Ibit: 389)

5.5 Embedded and disembedded thought - Donaldson
In her book Children’s Minds, Margaret Donaldson (1978:113) writes: ... there is
a fundamental human urge o be effective, competent and mdcpenclcnt to
understand the world and to act with skill’.

Donaldson claims that when the normal child comes to school (s)he already has

well-established skills as a thinker, These skills however, involve the human senses
and hence the here and now (Ibid:88).
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Young pre-school children often appear to understand with ease what is sdid to
them. This has often been taken to be un indication of skill with language per se

' at this is not necessarily so. The situation in which the child is at the moment of
understanding or not understanding has to be examined to find out just how skifled
the child is, For example, a child may understand a particular word in situation A
but not undersiand it in situation B. Perhaps in situation A, the child initiated the
discourse and the particular word used by an adult fitted in with what the child
wanted to say or was saying whereas in situation B the word did not fit in and
there was nothing in the sitnation which could help the child to work out the
meaning of the word. '

Donaidson (1978:74) also claims that as knowledge of word meaning grows, it
undergoes development and change. The process of understanding an urterance does
not just depend on adding one word-meaning to another. It is an active process of
structuring and making sense of the whole, Thus although pre-school children can
often reasos! well and they show remarkable understanding of the langnage, they
are working with a context of fairly immediate goals and intendons and within a
familiar pattern of events.

Thinking which does not move beyond the human senses 50 that children operate
within the supportive context of meaningful events Donaldson calls embedded
thinking (Ibid;77). These skills are directed outwards onto the real world where
other peoples’ utterances and situations can be understood not necessarily from the
words which are uttered, but from non-linguistic cues such as actions and objects.
In other words, the context helps understanding.

- Donaldson (Ibid:88-89) in a discussion of the failure of the school system in the
UK to help children to explore, understand and be effective wrote:

What is going to be required for success in our education system
is that he should learn to turn language end thought upon
themselves. He must become able to direct his own thought
processes in a thoughtful manner.

In addition she said that the child must be able to choose what (s)hz wants to say, .
make comparisons, think abstractly and manipulate symbols. The young child
already has access to oral langnage as a symbalic system and thus, the first step at
school is for the child to leam to conceptualize language so as to able to free it
from its embeddedness in the concrete,
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When some children come to school, Donaldson (1978:91) argues, this process is
already quite far advanced, for others the process has begun and for others this has
not yet begun. The first two groups begin school with a remendous advantage
while the remaining group is at a disadvantage.

Donaldson (Ibid:93) explains the importance of reading as an important facior in
freeing the child from the concrete. She argues that reading is important in
becoming aware of language in its own right. However, when the child has actually
to grapple with words on a page this provides the child with the impet s to become
free of context. Because the written word is lasting and it can be free of non-
linguistic context, the child can stop and think and so consider various possibilities
and make choices, These features of the written word not only encourage an
awareness of language in the learner but also encourage the learncr to become
aware of his/her own thinking,. This is an important aid in intellectual development.

The gap between those children who enter school prepared and those who are not,
has to be closed quickly otherwise it grows. This can be done but some children
need more help than others. For these children what their teacher does can
potentially make a great difference. It has been shown abave that the early masiery
of reading is essentiz] for cognitive development thus an early introduction to
reading can promote the development of these children,

Donaldson (1978:96) found in her investigations that for those children who are
unprepared there is
ay little awareness of spoken language even though thc child can use thc
language competently in everyday situations
and
b) the child may have no clear idea at all abc st what kind of activity ‘reading’
is. -

There are strategies that the téeuer can employ to help the pupil in relation to h).
Bruner’s (1960:411) claim that 'one can teach anything at any age if one goes
about it adequately’; is reflected in Donaldson’s (1978:99) comment that, ’the
manner of icaching is equally important’. For example, if as a result of the
teacher’s approach, the pupil masters only part of a subject and hence he ‘does not
see this part in relation to the whole, the development process will not be advanced.
The subject will tie the learner down rather than become the means by which the

_learner can become free.
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From the beginning of his schooling the child has to be helped to sothe
understanding of the general nature of the learning activity. Teachers have an

essential role to play in this process but they need 1o be aware of cxactly what is

happening in the learning sitwation.

According to Donaldson, it is fundamental to cognitive growth that learners want

to make things congruent. However, if the child lacks sufficient information or if
insufficient care and attention has been given to the sffective fictors the child may
withdraw and the withdrawal may become permanent. If this occurs the
development process could be seriously hindered (1978:119-112),

Education in our culture requires us to think on demand. However, this is in some
sense unnatural. But o allow children to grow their own way also leads to negative
outcomes because if children are left to their own devices very few would win

through on their own. Childrir: need the guidance of a ’tutor/teacher’ to be initiated .

-and instructed into the more abstract levels of the culture. Chlkimn have 10 face
chfﬁculncs if they are to attain the skills our soczetles reqmm

\& 5
Donaldson makes a distinction between smbedded and discmbéa&.d'-'/’;:ognitivc
processes from a developmental perspective. In this ber view is similar to Bruner’s.
However, she is miore oncerned with the 1mp11cat|ons for children’s adjustment
tc  formal schoolmg/ Donaldson emphasizes the increasing autonomy or
disembeddedness that emerges from literacy activities in comparison with face-to-
face communication. Her view, like Bruner’s, revolves around two types of

: language proficiency.

5.6 A theoretical framework for 'language proficiency’ -
Cumming

Cummins has developed a framework in which he attempis to conceptualize

language proficiency in such a way ‘that the developmental interrelationships

between academic performance and language proficiency in both 1.1 and 1.2 can be
considered’ (Cummusins, 1983:119),

In relation to the acquisition of second language (Enghsh) proficiency in bilingual
programmes, Cummins (1980, 1983,1984) distinguishes between two typus of
language proficiency - basic interpersonal communicative skills (BICS) and
cognitive/academic language proficiency (CALP). BICS is the ability to use
language for social interaction: it is contextualized 'surface fluency’. CALP is
language proficiency related to basic cognitive levels and conceptual knowledge and
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is decontextualized deep level fluency. As the ;;pé of language used in school

subjects and achievement tests is dezontextualized, the school learner thus has io :
~ be proficient in these academically related aspects of the language (CALP) if he is
1o be successful academically. BICS is not sufficient to make progress in the school -

‘situation.

Cuammins (1980) claims that L1 and L2 CALP are “interdependent and the
development of proficiency in L2 is partially a function of the level of L1

~+oficiency at the time when iniensive exposure to L2 begins. That is, previous
language Icammg functdons in L1 will predict future learn’ng of these sams
functions in L2,

* There is an obvious difference between L1 and 1.2 in terms of the surface features
of phonclogy, syntax and lexicon. However, there is<an underlying commonality
which determines the perfcrmance of the individual in relation to cognitive
functioning e.g. in reading or writing, in both L1 and L2. :

The BICS/CALP distinction proposed by Cummins is also subjéct to the criticism |

that it is a dichotomy which has oversimiplified the issues and thus is open to
misinterpretation. In order to overcome this difficully, Cummins proposes a model
to explain L1 and L2 proficiency which is made up of two intersecting continua (so
forming 4 quadrants) rather than a dichotomy.'By setting up the framework in this

way, all the different combmatlons and permutations of context and cognition in . .

relation to commumf;dtwe proficiency can be taken into account (see Fig 5.1).
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The horizontal“continuum  shows context einbedded and context reduced
communication. Here the relationship of the range «.f contexteai support available
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for expressing or receiving meaning is shown. The exuernes of this-continuum
range from context embedded communication to conext reduced communicasion.
In the extreme position of context embedded cormmnunication the learner relies
solely on linguistic cues for meaning. Here manipulation mey have to come into
play 1o imterpret the situation. In the extreme of context reduced commaenication the
learners can actively negotiate meaning, for example, by asking for explanations
when the meaning is not clear and where language is supported by paralinguistic
and situational clues.

Tannen (198C) revicws reseurch which suggests that *minority students’ failure in
mainstream classrooms may occur because these students apply context-embedded
strategies in situations where contexi-reduced strategics are expected and rewarded.
The wmount of cognitive involvement ir not high enough for the particular task or
activity. The result is surface or superficial answers and interpremtions. Cognitive
involvement can be explained as the amount of information that must be processed
simultaneously in order to cairy out an activity. ‘

‘The vertical coatinuum on Cummins’ framework represents cogniti\;c invoivement,
Cummins points out that the upper parts of the coutinuum consist of communicative
tasks and activities in which the linguistic tools have becomie largely antomatized
and thus little active cognitive involvement ix required to complete a task
successfully. An example of this type is completing an information gap activity on
prepositions for which the answers have been given.

At the other end of the continuum are tasks and activities which require active
cogritive involvement and here the linguistic tools have not become automatic.
Activities such as writing an essay on i complex there or unalyzing an unssen
poem require Righ cognitive progessing,

According to Curamins (1980, 1983), L2 learners acquire vontext embedded English
skills which became indistinguishable from L1 speakers in face-to-face situations
in 1 reasonably short period of time, However, Commins® observations show that
it tukes L2 students much longer to acguire contexi-reduced skills than it does for
them to Iearn L2 smbedded skills.

An inwmortant tinding of Cummins (1980} in relation to acquiring 1.2 CALP is thu
the interid pendence of the two lunguoges would predict that older L2 learners
whose L1 CALP is better developed, will acquire cognitive/academic L2 skills
more rapidly than younger learners. These findings echo Vygotsky’s argument that
L1 literacy facilitates the learning of the L2, In 5.2.3 above it was shown that
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Vygotsky thought that an L1 and ean L2 are “internally united’. Despite the
acquisition processes being different, there is & “mutual dependence’.

It is interesting o note that the acquisition of L1 BICS for older iearners does not
have the same predictability as there are too many variables in acquiring 1.2
communicative skills. However, the strong suggestion that the level of 1.1 CALP
in older learners is a major determinant in acquiring L2 CALP is important here.

Cummiings (1980) also found that if a learner has little or conflicting motivation for
learning a second language, the cognitive skills may not be adequately utilizex.

In sum, Cummings’ view is that 1.2 acquisition is dependent on the level of L1
development and hence older learners cope tetter with CALP, that the development
of CALP is much slower than the development of BICS and that learning an L2
requires motiv :tion.

8.7 Literacy and discourses - Gee

One more theorist is reviewed in this section, James P, Gee, His views concur with
those outlined above but he extends many of the main tenets such as "embedded -
ard disembedded” language and the BICS/CALP distinction 10 formulate his notion
of literacy.

In 4 series of articles collected under the title Literacy, Discourse and Linguistics,
James Gee (1989) proposes a way of talking abc + Hteracy and Jinguistics. He
expounds the view that when we are using language it is not the Janguage or the
grammar of the language that is important but saying ¢r writing the right thing in
the right way while playing the right social role and zppearing 10 hold the right
values, beliefs, and attitudes. Gee (1989:6) calls this combination of saying
(writing)-doing-valuing-believing, Discourses, (He distinguishes this kind of
Liscourse from linguistic discousse ie, connected sirsiches of language which
miake sense, by capitalizing the D of the former.)

In a hfetime each person generally acquires vnany Disccurses e.g. those of a man,
a father, a woman, a mother, & poliician, a teacher, a siudent, a South African, a
fuory worker, a member of a sports club etc, Each Discourse has its own "identity
“kit" (1989:7) which contains all the signs, instructions and descriptions of the
appropriate behaviour, talk and even dress that will enable others to recognize the
particalar role,

Because Discourses are not bodies of knowledge they cannot be taught. Thus, we
acquire Discour:es, we do not learn them and we acquire them in society from
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those who have already mastered them. This acquisition takes place by means of
"enculturation or ‘apprenticeship’ into soeial practices through scaffolded and
supported interaction with people who have already mastered the Discourse’
(1989:7). We do not get intn the Discourse unless we gain access to the social
practices that make up the Discourse,

Every person through initial socialization in the home with intimates (family, peer
group, clan) acquires a first or primary Discourse, It is the primary Discourse
which children use to interact with others and to make sense of what is happening
around them. Gee's elucidation of the primary discourse is not dissimilar to
Cummings’ BICS: what is innovative in this synthesis, is his distinction between
primary and secondary discourses. :

He explains the secondary Discourses as follows, Beyond the intimates and the
immediate surroundings lie other Discourses - secondary Discourses. These belong
to non-home-based institutions for example, schnols, play groups, churches, local
stores ete, Each of these demands one or more secondary Discourse which we
acquire in the process of gaining access 1o these institutions.

There are aiways differences between any two Discourses and thus there is always
eonflict and tension between any two Discoursex. The amount and intensity of
conflict will depend on the differences. When this conflict is very intense it
interferes with the acquisition of the secondary Discourse and it can obstruct the
acquisition altogether,

Gee defines literacy as ‘the mastery of or fluent control over & secondary
Discourse’ (1989:9). From this definition he draws two main conclusions. One, as
there are many secondary Discourses so there are many literacies, Discourses and
hence lireracies are not like languages in that you can be partially tluent in a
language but you cannot be partizily fluent in a Discourse - you are either in the
Discourse or you are not. It follows from this that we cannot talk of notions like
functional literacy® and “competency-based literacy’. Gee (Ibid:10) thus argues
that: °As far as literacy goes, there are only "fluent speakers” and "apprentices”
(metaphorically speaking, because remember, discourses are not just ways of
talking, but ways of talking, acting, thinking, valuing, etc.”. |

The sccond conclusion that Gee draws from his theory is that "primary Discourses,
no matter whose they are, can never really be liberating literacies’ (Ibid:10).
Because primary discourse is the first discourse to be acquired, it is complete in
itself. Later the primary discourse can be contained and critigued within a
secondary Discourse but not on its own. The primary discourse can never act as 2
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meta-language. All secondary discourses involve uses of language, whether written
or oral or both, that go beyond our primary ciscourse {1987:22). Gee calls those
uses “secondary uses of language’.

Although secondary Discourses all build on, and extend, the uses of language
acquired as part of the primary Discourse, primary Discourses are very limited.
It thus follows thyr in order to be ‘empowered’ or 'liberated’ any person must
acquire at least one mere Discourse as it is only with a second Discourse that we
are able to analyze and critique our own primary Discourse. In other words, we can
only review, evaluaie and hence seripusly change a Discourse if we have meta-level
knowledge of two Discourses. “The control of the secondary use of language used
in a secondary Discourse provides a meta-discourse to critique the primary
Disconrse as well as other secondary Discourses and dominant Discourses’
(1987:23) We thus need to know the language of the secondary Discourse and, as
it is a secondary Discourse, the language will be 2 meta-language.

The learner masters Discourse (both primary and secondary) and hence literacies,
through acquisition and acquisition occurs by exposure to "models in natural,
meaningful, and functional settings’ (Ibid:23). However, meta-knowledge is best
developed througlh learning, In order to be conversant with Discourses and
literacies we therefore need both acquisition and leamning. Gee says that acquisition
and learning are means to different goals. .
Gee argues that at school, mainstream middle-class children often appear to be |
learning the mastery of or fluent control over a secondary Discourse (1989:9), That
is, the children uppear to be learning literacy or literacies, However, research
(Wells 1985,1986) indicates that these children are in fact using school to practise
the literacies they acquired at home and before and after school. “The learning
(emphasis added) they are doing, provided it is tied to good teaching, is giving
them not the literacies, but meta-level cognitive and linguistic skills that they can
use to critique various discourses throughout their lives® (Gee, 1987:24).

Gee (1bid) coniinues his argument by itlustrating the importance of the school and
teachers in the Discourse acquisition process. One of the most important attributes
of good teaching is the creation of an environment where both acquisition and
- learning can take pluce. A poor teaching environment can be characterized by the
emphasis on learning to the exclusion of all else.

Unfortunately it is non main-stream children who most frequently are in the
situation where they do not have good teaching. Tt is also non main-stream children
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who do not have access to dominant secondary Discourses that include those
connected to the school because their parents lack access to those Discourses, Thus,
at school these children cannot practise what they have not got. n addition they are
exposed to Tearning rather than acquisition. These children are being exposed to

neta-language which does not make sense without having the Discourse first.
Moreover, as many school discourses ofien conflict with these children’s primary
~ discourse and other community-based secondary discourses, the azquisition process
is often obstructed and sometimes even blocked (1987:23-24).

Gee ciaims that what he has said about secondary Discoursss is tue about
acquiring second languages:
 Acquisition and learning sre differential sources of power: acquires
usually beat learners at performance, while learners usnally beat
acquires at talking about it, that is, at explication, explanation,
analysis, and criticism, - we are better al what we acquire, but we
consciously know more about what we have learned (1987:20-21).

Thus learners do not attain the functional use of & second language through formal
instruction in a classroom, Hence ihe teaching of grammar does not generally help
in the mastery of a second languaze. However, learning a second language in a
natural seiting does not make the leamer & linguist - thus acquigition is good for
performance and learning is good for meta-level knowledge (1987:21).

5,8 The importance of schooling

A resume of the important ideas for this study that emerge from the theoretical
positions discussed above follow. These points will then provide a basis for an
examination of the importance of 'the school’ or ’independent schooling’.

5.8.1 Resure
The theories of language proficiency of Vygotsky, Bruner, Donaldson, Cummins
and Gee share the following cornmonalities:

1) These theorists agree that language scquisitipn’ is part of the socialization
process: langunge comes from the outside to the inside. Initially children
acquire their language from watching und listening to their care-takers and
from imitating them, They therefore agniire not only language forms but
also the puralinguistic features and socially accepted behaviours that
accompany them.

2) While children themselves are actively involved in the process of acquisition
their caretakers are essential in this process. For young children it is usually
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the mother who is the ’tutor’ although sometimes the tutor is another
significant adult. Once the child goes to school, this role is taken over by the
teacher. In all instances the wtor is an adult or an older child: someone who
is experienced in the culture and can therefore guide and instruct the child
into the culture,

3) The notion is promulgated that the early language of the child revolves
around the child, his world or his environment but once the child goes 10
school, (s)he gradually decontextualizes his world as (s)he internalizes the
language thgs making development of the higher cognitive functions
possible. The internalization of language is tied up with thought and the
development of higher order and abstract thinking.

4) Finally, they all stress the importance of "good teaching’ at school. *Good
teaching’ is that which facilitates the internalization process and leads to
cognitive development.

5.8.2 To be schooled or not schooled

Holmes (1978.135) says: 'The most general function of the school is usually
considered to be 10 instruct children, to transmit to them facts, opinions and skills’,
In order to receive this instruction in subjects or in areas which the society deems
important, children go to a place away from home on a regular basis,

Sylvia Scribner’s ressirch in West Africa in the 1970s (Hudson,1980:220-224)
indicated the importance of "formal’ schooling to promote cognitive development.
She found far-reaching differences between schooled and non-schooled people. She
concluded from her research that the school teaches the child A\schema for "logical
discourse’ £0 that the child is able to use his knowledge theoretically. Schema for
- “logical discourse” in Bruner’s words iy *school language’ (5.4.1) and disembedded
language’ according to Donaldson (5.5). '

Scribner does not, however, claim that all schooled people have these schemata but
that they are far mor: commoi among the schooled than among the unschooled. -
this argument the important consideration is those people who go to school ard do
not leam the schema or the school language.

Hudson (1980:220) hypothesizes that the reason that all school going children do
not learn the language of the school is that some children do not want 0. He
suggests that if the child is threatened by the school language in any way, he might
resist learning it. There may be a linguistic mismatch which may interfere with
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language per se. This in turn prevents the child from learning the school languzge.

‘Moreover, the child may feel psychologically as well as academically threatened.
A resulting fear of failure and its impiications for the child could block the learning
process. Furthermore, children may come from homes that do not support school
going. For them, the school experience is a temporary arrangement. The consequent
lack of motivation on the part of the pupil can only hinder his progress.

Donaldson (1978:113) suid that fundamentally sll humans want to be useful,
independent people This' urge , - .+ from a very early age. By the time
children come to school they ¢ .ve a vast store of e-periences. Bruner (5.4.1) has
shown that unless children grasp certain basic skills early ia their school lives, they
are unable to make them up later. Similarly, Donaldson has :. zaed that unless the
gap is closed as soon as possible, the pupils fail forther and further behind. Bruner
and Greenfield (1974:388-389) claim that the longer the pupil remains at school the
better as the longer the school experience, the greater the exposure to school
language and the better the ability 10 decentre. The need for lengthy exposure is
supported by Cummins view where he muaintains that the development of CALP
takes up to four years to develop (5.6). :

Donaldson says that "good teaching’ can help children to overcome most of the
problems they bring to school because of the lack of school readiness. Gee
maintains that some of the problems the pupils bring to school, can be overcome
by exposing them 1o both 'acquisition’ and ’leaming’ (5.7).

According to Bruner and Greenfield (1974:388-389), it is not the actual content of
what is beir ransmitted that is important but the language of the school that is
used in the transmission process. However, the content can provide the setting in
which the language is used, Thus it is the way in which the content is used to
promote learning that is important not the content itself. In addition, each subject
has its own discourse and these are secondary discourses. Gee has discussed the
importance of, the leamners (from deprived situations) gaining access w0 the
secondary discourses if they are to become 'literate’, Gee (1987:24) argued that the
content subjects can hecome the vehicles for learning meta-cognitive and linguistic
skills which will help the learner to gain mastery of the particular secondary
discourses of the content subjects. In his discussion of the ZPD, Vygotsky
(1978:91) wrote:

Each school subject has its own specific relation to the course of
child development, a rele jion that varies as the child goes from one
stage io another. This sads us directly to A reexamination of the
problem of formal discipline, that is, to the significance of each
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‘particular subject from the viewpoint of overall mental
development.

The argument above revolves around children leaming in their mother tongue (1.1)
but of central concern in this study is the learning and use of L2, Vygotsky claimed
that L2 learning is facilitated by fluency in the L1, Cummins® research accords with
Vygotsky’s statement. This haz a direct bearing on the age of the pupil, I the pupil
begins L2 instruction too early, not only will his L2 learning be affected but his L1
fluency will also be interfered with. Gee claims that second languages are acquired
in the same way as secondary Discourses - a situation where both ‘learning’ and
- "acquisition” wiil aid the leamer.

All the theorists agree that whether the learner requires a scaffoid, &« mediatdr,
school language, disembedded, decontextualized language, schema or secondary
Discourses, the most important underlying feature is good teaching,

The question thai emerges here is: can effective teachers be developed?

5.9 Change
The theorists discussed in the previous sections have emphasized the importance of
*good teaching” to promote cognitive development which in turm will develop
higher level and abstract thinking. On one level farm school teachers ace willing 1o
work towards helping the pupils as was demonstrated ori numerous occasions.
Despite all the odds, the teachers: persist. Their overall attitude can be summed up
in their own words:

o 'I feel for these kids, that’s why I’'m here.’

» I wouldn't be here but for these children,’

» 'If some of us don’t help them (pupils) who will?*

The focus of this study is the needs of farm school teachers in relation t using
English as the medium of instruction. In order to understand the position of these
teacheis as fully as possible, their situation has been examined from a number of
viewpoints. These aspects are: their appointment, qualifications, TPR, language and
subject knowledge, classroom and teaching skills, provision of accommovdation and
isolation, The findings which have emerged from the study centre arcund the
problems pertaining to the learning/teaching situation, In brief these difficulties are;

» some teachers are unqualified

+ the majority of teachers are underqualified either in terms of a lack of

sufficiznt certification or inadequate and inappropriate covrses
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» teachers have insufficient knowledge of both the use and usage of the
language of the medium of instraction

» their knowledge of the content of the subjects across the curriculum is
inadequate

» their classroom management skills are wanting in every respect

» teachers’ approaches and methodologies are generally inappropriate

« weachers are isolated from exposure to English and from the mainsiream of
education thought and courses

« teachers are constrained to follow a syllabus which is rigid, overloaded and
irrelevant to pupils’ needs -

» teachers lack confidence

The kind of *good’ teaching which these thecdsts discussed above promulgate for
bringing about optimal learning would necessitate considerable change in the
current practices of the farm school teachers.

Displacement is a notion which maintains that any person who is required to act
under presy. & or in a situation where that person is insecure, will fall back on a
pattern of learneu hehaviour. On the whole, the teachers who have been observed
are in a pressurized and insecure position. There are many reasons for this, namely,
large classes, combined classes, teachers’ own difficultics with the language,
insecurity in the knowledge of the coment of the subject/s being taught, the packed
syllabuses, an examination-orientated system and, in many instances, a lack of the
requisite qualifications.

Subject to the above stresses, the known behaviour on which the teachers rely is
that behavior which enables them to have full control of the classroom, For these
teachers this means that the classroom must be teacher-centered. The IRE
interaction pattern - teacher initiation, student response, teacher evaluation (see 1.4)
with the concomitant rote-learning will help them maintain their dominancs. As
long as the teachers are in control in the classroom, they feel secure that they are
fulfilling the official requirements. It then becomes a matter of doing what is
officially required and not a mattes of best meeting the educational needs of the
pupils.

While it is clear that the language issue in all its aspects i.e, teachers’ own English,
English as a subject, and the use of English as the medium of instruction is
hindering the <stablishment of an optimal teaching/leaming environmeny, it is siso
clear the Jack of classroom management skills and isolation entrench the language
difficulties and so exacerbate the problems,
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Further, it has been demonstrated that the effective functioning of the fam:l school
system is hindered by political, economzc\ d social factors. Each of these issues
separately does not satisfactorily account rer. ﬂ{e oducatwnal failure in the farm
schools. Even adding them all together does not cétplaizi ‘what has ~ne wrong. The
views of the theorists discussed in this chapter have shed some light on this issue:

the teaching/learning environment in the farm schools fails to make the kind of
educational provision which could empower the pupils to lift themselves out of the
cyvele of poverty.

The kind of educational change which is under discussion here is innovative change
rather than quantitative change i.c..change which attempts to tntroduce new ideas,
new curricula, new methods and new attitudes ectc. rather than changes to the
infrastructure of the educational system.

In innovative change, the main emphasis falls, "not on design and planning, but on
what we may call project monitoring or implementation analysis’ (Hurst
1978:56), This means that perhaps the responses of participants to the innovation,
their rates and levels of its acceptance, and the reasons for low levels of adoption
all have 1o be carefully monitored and analyzed because it is at the implementation
stage that the amount of change and hence the effectiveness of the intervention can
be assessed.

In a review of the literature of educational change, Hurst (1978:4) shows that
implementing innovative projects has not been effective in the past. He argues that
there are lessons to be learnt from past failures. The most important of these
lessons is' that the purposes of change should not be to tmplement innovations per
se, but to aim for improvement, greater fairness and greater efficiency. Innovations
should thus be seen as a means o an end not as an end in themselves.A closely
related point which is discussed by Straker Cook (1988:25), is that innovations are
seldom, if ever, fully adapted and developed for the contexts for which they are
initially proposed. As a result, a substantial proportion of the changes will thus be
found to be unworkable. Those which are successful are a small proportion of all
the changes promulgated. Moreover, these changes take a great deal of time to filter
through into the system and then only after expeiientation, trial and error,
adaptation and development. "Most successful change in education is evolutionary
and gradual, and it is fitting that this is so" (Hurst 1978:56).

' The words "change’ and 'innovation’ are co-occurrent in that while innovation entails
change, change does necessarily imply innovation Straker Cook,1988:17).
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Hurst claims that the idea of dispensing with the traditionel education system
simply because it is conventional, is unsonad. Any traditional gystem has been
developed and adapied over many, many years to meet changing human needs, The
system can and does develop and change its character, but this cannot be achieved
simply by one, two or three education innovations. The planners and innovators
tend to over-estimate the value of their own ideas and to give too lule credit w
potential adopters in being able to assess the value and relevance of the innovation.
In his review Hurst (1978:56) shows how time and again change theorists over-
simplify and reduce the coraplexity of human responses t% new.jdeas. For example,
teachers keep to traditional methods and content - those they saw in use when they
were studen’. at school - because they know they work up to a point.

Many theorists have taken this to mean teachers are absolutely set against change.
Hurst argues that this does not mean that teachers will oppose all change, mther it
shows that they are opposed to taking unnecessary risks. For teachers risk-taking
is a two-edged sword. Firstly, there is the risk of investing resources of time,
energy or material for litle or no return or beaefit {material, intellectual,
psychological) and secondly, among the unintended and unforseen outcomes of the
innovation, there will be undesirable consequences {Joss of confidence of pupils,
discrimination from colleagues etc.) None of thes%;risks can, however, be predicted.
Hurst {1978:57) claims that careful, sensitive and slow innovation, and on-going
monitoring is the best that can be done during implementation so that new ideas are
rried out in such a way that corrective action can be given and taken if necessary,

Torn Hutchinson (1988) adds another dimension to understanding and managing
change. His view is that change is a pervading part of life, it is arouad and about
us at all times. The problem is that change is often thought of in terms of change
itself rather than as a change in behaviour, And it is the contemplation of a changc'
of behaviour that disturbs the framework by which people make sense of the world.
Hurst has said that teachers are not fundamentally opposed to changé (sse
paragraph above). Hutchinson does not oppose this view but he places greater
emphasis on the changes which the implementation of an innovation would entail
for the adopters - here the teachers.

To the teachers change poses a potential threat to their staws, habits, beliefs and
norms and the commonest reaction to change is resistance. It has been shown above
how fear of displacement reinforces old approaches. In order to meet and overcome
this resistance the why?, how? and what? of resistance must be known.
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An essential consiclpr&iion when thinking aboyt introducing change is to take into
account the fact that individuals are members of many different groups and groups
have great power over ine individual mainly because they provide the individual
with benefits, Thus, 4f group affiliations are removed through introducing
innovation, then benefits are rcmovcd Accnrdmg to Hutchinson (1989) groups
provide:
« reality testing (in particular, people test their vaiues in rclatwn to what they
think is supported by oi..r peopis)
~« affiliation and recognition (if these aspects are ignored then the participant’s
affiliation can break d>wn eg. solitary confinernent)
» self-esteem (people feel important becanse oiher people think they are)
~+ power and achievement (people can sncceed because they have power)

Hurst, Hutchinson et al have demonstrated the difficuliies involved in bringing
about change. On the bases of the available knowledge and insights about change,
they recommend various strategies for implementing innovations. In sum, the kind
of implementation strategy which should be sought is one which aims ‘at bringing
about a state of affairs in which participants perceive that a change of practice will
probably be an improvement and that the risks involved are accepiable’ (Hurst
- 1978:60).

‘The review of the literature of the theory of change indicates that what.is required
for successful change to be attained is that the ‘right’ variables have to be
manipulated. Hurst argues that practice has shown that this view is profoundly
mistaken. *They {innovations] can be iraplemented successfully, but only some-
times, and by taking thought afterwards as well as before’ (1978:57) - (insertion
and emphasis added).’

It is, however, clealy demonstrated in the literature that there are certain conditions
of acceptance, and that unless these conditions are satisfied, it is highly unlikely
that innovations will be adopted. The general conditions of acceptance as outlined
by Hurst (1978:57-59) are:

* communication (adequate and accurate information about all aspecis of the
innovation must be given. Trust, confidence and feedback from participants
are vital)

v relevance or desirability (outcomes must accord with the participants’ value
systems and promote benefits: sometimes values have ta be changed.)

+ effetiveness or reliability (innovation must be perceived to fit context)

» feasibility (necessary nesonrce requirements cannot be underestimated)
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+ efficiency (participants will go for whatever serves their sitnation ¢+ - st
‘eg. roie-leamning)
« trialability (poiential adopters trial change themselves)
-+ adaptability {flexibility to accommodate adaptations and :modifications to suit
adopters and/or context)

Hutchinsen et al claim that change will only be successful if it takes into acconnt:
both the intellect and emotions of the adoptees; the impingement of the
implementation on the adoptees value systems; that not only individuals are affected
but also groups and organizitions and the structures, norms and envirom.jent of
each of these. From what these reviewers have wmten, it appears that innovatons
have not been successful.

In his book The Quality of Education in Developing Countries, C. E. Beeby (1966 -

quoted in 1981: 5-7) advances :+ *hypothesis of the stages’ in which he argues that
teachers’ competence, flexibility and ability to innovate, depend largely on their
leve! of education and training. 1t has been shown above that Hurst’s view is that
teachers have difficulty in embracing change unless they can see that there are
advantages and no risks. Hurst’s view is suppomd*w Hutchinson who elaborates
on the difficulties that people have in accepting change because it threatcns them
Ibcth pcrsm.a}ly and in relation to their vanous gmup\loy\lues

S ; - \
Thus, it wOuld appear that if the level of educatlon and training of teachers can be
improved they will develop confidence in their ability to innovate and to be
flexible, If the teachers can be assured that only advantages will accrue by re-
training and they will not be threatened in any way, the evidence submiited by
Hurst ¢t al indicates that there is a strong case for change coming about provided
that the process adopted is slow and careful. However, perhaps there is still 2
missing element if change is really to be promoted.

In an essay entitled Beth Sides of the Wall, Raymond Wilson writes of his
expcx;ienc'e in bringing a grouyp of adult learners to realize the need for change. He
saysff'(1970‘204)-

*. Itis the problem of all social change: that a system produces kinds

! of human beings who then seem to illustrate the justification of the

it

i system, Breaking throagh to a different world involves not just the
: rejection of authority but the faking of authority., with all its
" consequent demands on oneself.

"~ ‘Phus according to Wilson the process of changs involves a careful and critical
examination of the current system, retaining those elements that would work
positively for the situatic~ and rejecting those that are negative. In order carry out
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these functions effectively, a commitment to and acceptance of the rcSponsi'bility
for change is essential, In relation 1o the teachers this would mean their taking
responsibility for their improvement by actively seeking and participating in the
chatge. ", ) - |

L

In ihe light of the additional insights provided by the theories of cognition and._

exducational change discussed in this chapter, in the next chapter (Chapter 6), those
areas of the farm school situation which would not be and those which migl;t be
amenable to change are examined. In addition, on the basis of a} the main tenets
of cognitive theories and b)- thuse aspests wher  hange might be effected, a
suggestion for an intervention iv put forward. '
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CHAPTER 6

A CHALLENGE FOR CHANGE

Where there is much desire to lears, there of necessity will be much arguing,
much writing. many apinions; for opinjon in good men is but knowledge in the
making.

John Milton; Areopagitica

6.1 Introduction

'.Efe{‘ +farm school resexch began as an investigation to determine the feasibility of
’ iﬁiﬁlcmcming an E- jish Janguage course to help toachers meet their needs to use
English as the medium of instruction, This narrow research focus lefi important
issues unexplained. The research was thus extended to include the socio-economic
background of the farm schools, This backgrounding yielded essential information
coucerning the living and working environment in which the farm schools are
established. However, observation brought to light important aspects of the
teaching/leaming situation which needed clarification. In addition, the results of the
pilot intervention riised more questions concerning the teachers. Theodes of
cognition and change were ihen s _amined to try to fill in some of these gaps. While
this provided further insights into the situation, the picture remains far from
complete.

From the outset the research conducted for this stedy was based on the underlying
assuription that once the needs of the teachers had been identified, a programme
could be developed and implemented and change would follow. The study has
demonstrated that both the farm school sitvation and the notion of change itself are
miany faceted and any approach awop.ed has to have breadth as well as depth.,

The culmination of the problems and difficulties that have emerged from the
findings, is the poor performance and the high drop-out rate of the farm school
pupils, The response to the enormity of the difficulties which the farm school pupils
bring to and find in the school and which for the maijcrity ends in failure aad
dropping out is tie question: can anything be done to reverse this situation?

Essentially, it would take large scale pofiticai change to eradicate the problems the

farm schoot children ans faced with both inside and outside of the school. However,
even if the new South Afrisa begins tomorrow, it will be some time before the
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changes filier down into the rural areas and in particular into the rural schools
(Wilson 1989:134). The body of under-qualified and non-qualified teachers, the
economically and socially disadvantaged children and the poor provision of
buildings would remain very much the same as they aré now for some time to
come.

As basic change will take time, it is i-nportant to re-examine the situation to find
out whether or not there are aspects which can be addressed now in order to bring
about some shift within this plethora of constraints. The most urgent needs
identified in the farm school system are:
+ 16 get all farm school children to enrol at school
s 1o get the pupils o attend regularly
» to make provision for children who lack school readiness - to improve the
language teaching and learning situation '
» 10 help the teachers to become more proficient in the language of the
medium of instruction '
» 1o improve their knowledge of their subjects and their classroom
management skills
= 10 bring about a change in teacher attizudes to farm schools and to teaching
to improve the physical conditions of the school buildings
* o provide basic equipment and classroom libraries.

Although in the current. political and econcmic circumstances, it is not possible to
meet all these needs, one of the two most important components in the
learning/teaching situation is accessible: the teacheis. The teachers could be the
focus of change in two ways: they themselves couid be the subjects of change and
then they could become the agents of change, However, this can only happen
subject to certain conditions pertaining to change Leing met.

Following the theorists of ‘change’ fsee 5.9), it can be argued that in order for
teachers themselves to be open to change, they have to be sure that the *change’
is advantageous and that it does not extail risk to them personally or to wheir group
loyalties. For the teachers to effect change, they need to be competent, flexible and
innowvative. These characteristics are in turn dependent on the levels of education
and wraining that the teachers have received.

In paragraph 6.3, the use of the medium of instruction and the classrocm practices
of the teachers will be re-examined in the light of the principles ot _Jod teaching’.
On the basis of the points which emerge from the second section, patagraph 6.4
looks at what changes might and might not be accepmble tr: the teachers.
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Thereafter, possibilities that could enable teachers to redress the sitnation will be
presented. The chapter concludes with questions and suggestions for further
research in this area, .
\

8.2 The 'ideal’ ﬂ \3

The theories presented iit this/Atudy have a central common point: the importance
of language in relation to the development of thought. Furthermore, all the theorists
point to the essential role of the teacher in promoting this process. Each of the
theorists has the following to say about the role of the teacher:

+ Vygotsky argues that once the child is at school, the teacher is the gaide
who provides the scaffolding for language which is the mediator in the
internalization process.

» For Bruner, cognitive development depends on the ‘systematic and
contingent interaction between the learner and the teacher’® (1966:6).

« Donaldson maintainis that the tole of the teacher is both informational and
transactional in Jeading the child to leam to disembed.

» Cummins demonstrates that for both L1 and L2 learners in the initial
instruction stage, coptext-embeddedness should be maximized if learners are
to develop successful context-reduction skills.

+ Gee argues that the good teacher can provide for both ’learning’ and
*acquisition”.

In practice, the implications for the teacher of adopting these theorstical
underpinnings are:
a) Where the medium of instruction is in an L2, the teacher needs a high level
of communicative and analytic competence in the L2.
b) The teacher needs a thorough knowledge and understanding of language as
well as pedagogical skills.
¢} The teacher needs to know the subject/s well enough to feel comfortable in
any eventuality and for any demand in the classroom.
d) A teaching styie which is sufficiently flevible 1o accomraodate the demands
of bath instruction and transaction.
e} A worhing knoevledge of a wide range of classroom management skills is
important.
t) A clear understanding of the working of and the relation of affective factors
to the weaching/iearning sity ation is required,
g) The ability 1o trear the s Habus with flexibility.
h) The skill to develop and adapt material to maximize the learning situation.
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8.3 The reality

6.3.1 The use of English (L2) as the medium of instruction

The data from the classroom observatlon, the survey results and the attitndes of
most of the teachers to the mtervermon programme indicated clearly that the
teachers are tar from being able to promoie what the theorists advocate as the kind -
of learning/teaching situation that will promote language and thought, More
specifically two main issues pertaining to the teachers are at the centre of the
problems in the farm school classroom: the part played or not played by the use of
the medium of instruction and the hinderance or help of the teachers® classroom
practices. '

Firstly, the tzachers own level of communicative and analytical competence is not
high enough to enable them to pass these on to their pupils. This is illustrated in
the frequency with which the teachers revert to the use of the vernacular. It must
be pointed out here that codeswitching is a vseful and valuable technique if it used
consciously to help L2 pupils towards comprehension. However, when the teachers
use the vernacular far more than they do the L2, it becomes a hindrance rather than
an aid to the progress of the leamcrs. For example, the vernacular of the school is
not necessarily the mother tongue of all the pupils and the resulting linguistic
mismatch can only cause confusion and prevant development,

Furthermore, in a content subject lesson, the teacher explains a concept (4.2.3) in
the mother tongue either because (s)he is not able to explain it in Engt
because (s)he finds the pupil cannot undefstand the explanation in Er .. %,
Observation showed that in these instances the follow-up continued in the
vernacular but eventually the pupils will have to write a test and an sxamination
using that concept in English.

Also, in the follaw-up it iy the teacher who continues to do the talking in the
vernacular und the chance for communicative practice has been ignored. In this
instance, the opportunity for pupils 1o 1y to use the language analytically to try to
come to grips with the concept with the gaidance (scaffolding) of the teacher has
been lost. The opportunity 'to share in dialogue, .. to internalize speech as a
vehicle for thought® (Bruner 5.4) has been denied the pupils. In addition, their
exposure to the L2 has been limited.

It can also be argued here thai the weacher does not know the subject well enough

10 feel secure in any eventuality. Because of this, the ieacher resorts to the
vernacular. The teacher thus does not avail her/himself of the opportunity of
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allowing the pupils both to use the language and to explore ths subject through the
language in a meaningful way. B
The issue of the lack of exposure to English in the farm schools is a very important
one (see 4.4.2 and 4.4.3). Because of the isolation of the farms and hence the
schools, the pupils do not have the opportunity to hear or speak English.
Furthermore, the language of business transaction in the area researched is mainly
Afrikaans. Virwally the only exposure the pupils get to English is limited to their
classrooms. ™

By not heving a thorough knowledge’ and understanding of language skills, it is
difficult for the teacher to help the pupils to get to know and use these skills.
Donaidson (5.5) has demonstrated the importance to cognitive development of
children learning to read as early as possible. For both Cummins and Gee, a sound
knowledge of these skills aids the learner in obtaining access to CALP and to the
required secondary Discourses.

6.3.2 Teachers' classroom practices

The majority of farm school teachers do not reflect on their classroom practices and
they do not know what alternatives are available. The result is that these teachers
are tied to the teacher-centered, rote-learning model. Thiz model encourages & lock-
step approach dictated by the syllabus and the text book/s. No room is lefi for the
provision of needs of individual pupils and pupils gain no understanding of the
general nature of the learning,process.

Combined classes can be {dentified with the farm schals researched in this study
(3.5.4 and 4.4.4) and large classes are also very coramon. It has been demonstrated
above (3.5.4) that by far the majority of farm school pupils have been in a
combined class at some time during their farm school years. It has also been shown
rhat combined classes have problenis which are peculiar to them (4.4.4) such as
tetching two different standards the same syllabus at thne same time. Because of
a lack of relevant training the teachers do not know how to use this situation to the
~udvantage of the pupils and they thus regard the combined class as a burden, The
best they cun do is to use what they know: the teacher initiation, student response,
teacher evaluation pattern (IRE)(see 1.4) or the teacher-centered maodel, |

All the negative aspects of classroom practice found in the non-combined class are
evident in the extreme in the combined class. In the majority of lessons, half of the
class is not being taught and is sitting by idly while the other half is learning
passively. In all the combined classes -nly a handful of teachers are able to make
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leamning opportunities available by maximizing classroom management technigues,
Pupils in these classes get half the exposure to the language, half the syllabus and
half of *he atiention that the pupils in the classes which are not combined receive,

The generally inadequate teaching/learning situation in the non-combined farm
school class is thus exacerbated in the combined class.

The creation of 2 leaming environment where the pupils are actively engaged in
exploring ideas by mea.s of language and with the guidance of the teacher is very
far removed from the farm school classroom as it exists at present.

6.4 Recommendations

6.4.1 An action which has a good chance of success

Both the teachers’ perceived needs (see 4.2) as well as their reque: s at the end of
the first year of the pilot programmie (see 4.5) were a clear indication that they
wanted an English language proficiency course. However, the reasons given by the
teachers in the first instance were. that they ueeded the English for teaching
purposes while at the end of the first year the teachers said openly that they wanted
the English to improve their qualifications (see 4.5).

The rationale for assessing the teachers perceived needs is that if you give the

teachers what they want there is a good chance of successful transfer of

information. It could be argued against providing a course that would meet the
personal needs of the teachers that it is unlikely to have any direct effect in the
classroom. However, the theory has clearly shown that the teachers must be
proficient in the language they are teaching if they are to guide the development of
their pupils. :

Moreover, Beehy (see 5.9) claimed that one of the rc uirements for change
depended on the level of education of the teachers, On /Ahe basis of the Vidws
promulgated by the 'change’ theorists (see 5.9) it can & argued that once the
teachers become more proficient thereby gaining access to higher and broader
cducation and thus better qualifications, they will be more confident in their
abilities. Increased confidence will in turn facilitate greate~ flexibility in teaching

styles and allow teacher to have greater freedom in syllabus interpretation. It is

reasonable to assume that the teachers will then begin to reflect on what happens
irc their classrooms and hence want to improve their practices.
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The argument here is not that there will be direct transfer but gradual change. This
accords with the change theories discussed in Chapter 5, where it is maintained that
the only effective change in education is slow change.

6.4.2 An action which has a fair chance of success

Not all the teachers showed resistance to a course in classroom management (see
4.5). Provision could be made for those teachers who wish 0 participate in such a
COurse. _
In order for such a programrae to be successful regular classroom follow-up would
have 10 be conducted. In addition, a regular back-up system would have to be in
place. Adequate resources such as reference books, pictures and stationery would
have to made available. Finally, teachers® views and opinions should be consulted
and incorporated at each stage of the course.

Provided that the teachers are not put in a position where they feel threatened and
they arcf__;"int overloaded with alternative information and method - this programme
would Favc a fair change of success.

Only about 25 % (see 4.5.6) of the teachers showed an interest in working on their
classroom management practices. Implementing a course with a small group is
expensive in terms of human resources and economics, However, if the teachers’
enthusiasm can be captured and maximized, other teachers ¢an probably be
motivated to join in. Demonstrations of what the participants have achieved could
be used for this purpose.

6.4.3 Actions which are not likely to help

From the findings of the research, the experience of the intervention and the
theories of language, thought and change, two distinct problematical areas have
emerged in this study. Firstly, any kind of programme which poses a threat to the
teachers will meet with resistance. The threat may come from: the content being so
theoretical that teachers cannot see its relevance; & course so packed with content
that the wachers feel overwhelmed and finally and most importantly, a top-down
approach which diminishes the teachers.

A second approach which has not proved useful is a needs-based negotiated
programme, Experience has shown (see 2.8.4) when the researcher does not want
to lead the reachers to answers, (s)he siinply asks the teachers to state their needs
in relation to what goes on in the classroom. The result is that the majority of
teachers do not know what to say becanse they do not know what the possibilities
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are, When more information is given in, for example, a list of what aspects can be
offered in a course, the teachers often do not know what each item entails, For
example, there was an instance wher the teachers understood speaking skills 1o~
mean pronunciation skills (see 4.2.2). A misunderstanding of this nature cau casiiv '
demotivate the teachers and hence affect the intervention.

6.4.4 What can be done? -

Clearly, offering teachers an English language course which will help them to
hecome more proficient can meet some of the uifficulties which are manifested in
the farm school classroom. However, this is necessarily a long-term progranuze.
Although initially it appeared that the focus of the intervention should be on
teachers {see 4., It has subseque: iy become clear that this would give rise to the
untenable sitvation where the pupils continue to fail and drop-out while the teachers
improve their proficiency.

On the other hand, any intervention that addresses the pupils and bypasses the
teachers would arouse such a negative reaction in the teachers thar it would not
work. Further, (sce 6.4.2 and 4.5.6) any p- sme which focuses on what haippens
in the classrooin but which does not hav, ¢t access 1o the classroom from the
outset, has a minimal chance of attaining a positive outcome.

The suggestions for change outlined sbove all revolve around scheol-focussed
interventions i.e., where the teachers are taken ont of the classroom for courses. The
advantage of this approxch is (hat many schools can be involved at the same time
and it is thus cost-effective in terms of human resources, time and monegy. The
disadvantage of this approach is that the pupils are not directly involved at any
stage of the process.

It is now proposed that a school-based programme has a better chance of success.
This is & programme where a member of the project team (tutor) works in one or
two schools, The tutor is available in the school, to ali teachers for a certain
numiber of hours each week or each day. The tutor is thus there as support in and
out of the classroom. In this way problems and difficulties can be dealt with as and
when they arise and the classroom follow-up can take place immediately. The range
of aspects that can be dealt with iy increwsed. For example, the choice of material
for a particular topic, the necessary language structures and how the topic relates
1o the syllabus are sors of i areus 1hat could be covered for ore lesson.
Furthcrmore and most importantly, the pupils are directly involved both in the
trying out of alternative approaches and in the change process.
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A further specific advantage as far as the farm schools are condcmed{;ié: the: fact that
to date schooling has proceeded with very little if any interruption, Thus, whatever
the problems in the farm schools, a school-based programme is viable.

It is further suggested that an integrated language/content course for farm schools
could go long way to addressing the underlying and most basic problems of farm
school pupils, namely, no school readiness, large and/or combined classes, linguistic
mismatch and an inadequate teaching/learning environment.

Underpinning the theory presetted in this study is the notion that language is a 100l
through which the child come: to understand the world, and language and cognition
are constantly interacting. The process of thought itself is dependent on language,
and the growth of thought depends on the development of language. For children
who are L2 leamers traditional methods for teaching an L2 do not take into account
that learning for cognitive or academic development are interdependent with
language learming. Bruner and Greenfield (see 5.4.2) have pointed out that it is not
the actual content of what is being transmitted that is important but the language
of the school they, % used in the iransmission process. However, the content can
provide the scttmg in which the language is used. An integrated approach would
bring together the domains of language learning and cognitive development.

This approach would maxirnize the learning sitation and would thus help the farm
school children to bridge the gap caused by the lack of school readiness, this gap
which interferes with later academic development (see Chapter 5).

All the theorists have discussed the points indt language is learned most effectively
for communication in meaningful, purposeful, social and academic contexts. Gee
(1987:24) sums this up when he writes:

Settings which focus on acquisition, not learning, should be
stressed if the goal is to help non-main stream children attain
mastery of lit~vacies. These are not likely to be traditional
classroom seit.. - .. but rather natural and functionsal
environments.

Children need to know about their school subjects and thus their school subjects
can become the means of exploring and using the language meaningfully in *natys al
and functional environments’. Moreover, language facilitates the purpnseﬁxl
exploration of the subjects. By working in an integratedflanguage programme, the
farm school children would be exposed to using language meaningfully and thus
would be able to build i inguage skills. In addition, they would be acquiring subject
hackground at the same time as developing communication and analytical skills.

124



Content can provide both a motivational and cognitive basis for language learning -

cognitive because it provides ~oncepts to which language functions and structures
can be attached and motivational because it can be made re! zvant 1o the experience
of the pupils. *Relevant’ is used hers in Bruner's sense of - that which the pupils
have had some experience with (see 5.4.1). The content could thus become snother
kind of scaffold which would help the pupils to make the transition from the known
to the unknown and from contextualized to decontextualized thinking.

Lastly this approach could help the pupils to realize the differences between the
informal communication of the home and social environment to the more formal
’school’ language. Once the pupils are *tuned-in’ to the register of the school, they
are freed from the context and they can begin to think on higher and higher levels.
Learning the school register may be one of Gee’s gateways to access to secondary
Discourses and academic *snceess’,

6.5 Conclusion
Gee (1986:59) maintains that:

Literacy in and out of itself leads io no higher order, global
cognitive skilis; all humans who are acculturated and socialized
are already in possession of higher order cognitive skills, though

- their expression and the practices they are embedded in will differ
across culiures.

However, Gee argues that essay-text Iiteracy is the literacy of Western technology
and it often replaces other jndigenous literacy forms all over the world, He
(Tbid:60) concludes his argumint by saying:
- Wa should not fool ourselves into thinking that access literacy
automatically ensures equality and social success or erases racism
or minority disenfranchisoment. But nonetheless English (all
teachers) are gatekeepers: Short of radical change, there is no
access to power in the society without control over the discourse
practices in thought, speech, and writing of essay-text literacy and
its attendant world view (insertion added),

If, teachers ultimately have to be concerned with teaching the discourses rather than
"lariguage’ or ‘subjects’ so that their pupils can gain access to the essay-text
literacy, any change that is instituted should have as its aim that:

Teachers of ... are not, in fact, teaching (Janguage or subjects) ...
Rather, they are teaching a set of discourse practices, aral and
written, connected with the standard dinlect of English (which will
lead to essay-text literacy).(insertions addcd) Adapted from Gee

{Ibid).
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6.6 Possible research questions arising from this study
1n this last section three questions which are deserve further research arising out of
this study are discusstd briefly.

6.6.1 Linguistic mismatch

In 3.6.2 it was indicated that linguistic mismatch in the farm school classroom is
not unusual, Latterly, in the Soweto English Language Project (SELP) project
(1991), it has come td Light-that linguisiic mismaich in the urban areas is also very
common. The implications of this for future language polizy formulation are far-
reaching. For example, if a very lerge number of children are not being taught i
the mother tongue from the point of school entry, other options might be
considered.

From an educational and psychological viewpoint Vygoisky's claim that acquisition
of the second language is dependent on the level of development of the first
language becomes a very importaht consideration, Further Curnmins’ et al reseaich
supported Vygotsky's claim and went further to show that if the first language is
not fully developed when the second is introduced the L2 interferes with the
acquisition of the mother tongue. This situation is further complicated by the
inroduction of English as the medium of instruction,

A research question emerging from this could be: How many black children in
South Africa are enliterated in their mother tongue? What are the educational and
psychological implication for those who are not enliterated in their mother tongue?

6.6.2 Importance of parental involvement in the schooling of
their children

Principals and teachers reported that parents are either too busy or to tired to
become interested in the schoolmg of their chiidren (see 3.3.3). The lack of this
impaortant support has been promuigated as a reason for fack of schonl readiness,
irregular attendance and early removal fron 1 hool. Mashishi (1991) in a talk given
at the ELTIC Forum, recounted her experience with an urban parents reading club,
where many of the parents were reluctant to help their children as they were
illiterate, If this is the case in Soweto, it is likely to be » much higger problem in
the rural areas. Parents can play an importaut part in the scaffolding process.

The research question here would be:

What help can be given .o rural parents to enable them to become partners in their
children’s schooling?
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6.6.3 Combined classes :

The study has shown the enormous problems that the combined classes brmg for
_both the teachers and the pupils. Literature concerning rural/one teacker schonls
in other parts of the world (USA, UK, Europe etc.) shows that a very successful
teaching/ leamning situz<ion can be created in the combined class. These schools
however, have developed an . excellent back-up system {e.g. in Alaska highly
developed computer centers in contact with one another) and the teachers are highly -
trained. As the possibility of SA being =ble to provide this kind of infra-structure’
for the farm zchools is unlikely in the near future, and as the pupils in the
cotnbined classes are really at the end of the education line, a solution may be to
-do away with them altogether. '

The research question would thus be:
How viable are combined claksm in the SA farm schools?

6.7 An overwhelming challenge

The problems both within and surrounding the farm schools are exmemcly complex.
However, an acknowledgement of these inadequacies and constraints does not
explain them, As Lawrence and Paterson (1991:2) have pointed out:

.[Tlo say that education does not answer simply and
unpmblematmcally to the needs of rural scciety, does riot really
contribute in any way to owr understanding the diversity and
enormous potential for conflict and contradiction in and arcund
rural education. N

In the final analysis this study was an attempt to gain greater msxgh? into the issues

which make up the complex farm school system. Three aspects in particular were

highlighied by the research - the high rate of atirition, combined classes and

linguistic mismatch. On the basis of the findings a possibility for an. aleradtive

programme was promulgated (6.4.4) and suggestions for further research were put

forward (6.6). There is a great deal more that needs w0 be understood concerning

the farm schools in order to change possibilities and suggestions into an appropriate
policy. The challenge thus remains.

((”';‘“\
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i, Std2

5. Do you need help {o improve your own Engfish?

' APPENDIX A - Questionnaire .

THE ENGLISH LANGUAGE TEACHING INFORMATION CENTRE (ELTIC)
Name «f schook o

Suiname: Firstname: .y e o
Last Std pessed stschool: ;.. Name of Teachars’ Dipioma
Narne of Teachers’ College: ... Do you come rom this are= originally? ___

Standards and subjacts being laugﬁt:
Standards: Subjects:’ __ “No. of pupils in clags
Sub A

SubB

St
Std4 .
Sts |

]

1. How long have you been taaching at thie school?

2. For how many years have you besn teaching?

3. Are you doing any upgrading course eg Unles, Matrie?
4, Which course/s are you doing? |

8. Do you need halp to temch English?
7. In which arens? {sg speaking, randing, grammar etc)

8. Do you naod help to tench any of the content subjects?
8. What kind of help de you think you need?
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APPENDIX B - Structured Interview

Schedule
His_togg
When did the school begin?
Who began it?

Has # changed much? (bwildings, managers)

Enrolment

How many pupils are enrolled?

From how many farms do they come?

Do all the children from this farm attend school? .

[Po all the children from the feeding fartns at end schcml"

T
K] .

| Classes and numbers

What is the highest standard of the school?
How many classes are there in the school?
Are any of the standards combined? _
How many pupils are there in each standard?
What is the TPR? :

Attendance and transport

What is the furthest distance the pupils have to wavel?
What is the shortest distance to the school?

How do the children get to school?

What is the attendance like?

Is there a seasonal fluctuation in anendance?

Pass rates and drop-put rates

What is the pass rate generally? '
What is the percentage pass rate in Std 57 (last three years)
Whes ¢o the children €0 to school after Std 5 (Std 4)7

How many (%) of pupils go on to High School?

What happers to pupils who don’t go to High School?

What is the drop-out rate during the H.P. years?

Is shers any point at which the drop-out rate is inost marked?
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go

Do you run double sessions?

Where do the teachers live? . ()
Why have the teachers chosen to teach here?

- Do you have any difficulties in finding staff?

Are all your teachers paid by the DET?

Have yon or any members of your staff atended any in-service training
courses? _

What extra-murg] %ictivities are the staff involved in?

Do the tzachers move frotn school to school often?

il
i

Language

What language is used as the mother tongue?

What is the medium of instruction from Swd 3?7

Do the teachers really use the medium of instruction?
Are there any problems with the medium of instruction?

Physicnl conditions

How m: , classrooms are there in the school?
Are there sufficient classrooms?

is there an ablution block, office, staffroom?
Do you have water and electricity?

Do you have a telphone? _

How efficient is the postal service?

Is there sufficient furniture? -

Books and equipment

Are there sufficient textbooks?

Do the textbooks arrive in time?

Do the pupils have 1o buy any of the textbooks for themselves?

Are the pupils able to provide sufficient stationery for their needs?

Do you have 4 library (general and/or class)?

What teaching aids are available to the weachers (worksheets, charts, science
equipment etc.)?

Lo you have any copying fucilities?
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10.

11.

Is & health service available for the pupils?

Is there any pravision for remedial teaching?

Is there a feeding scheme in the school?

Who provides the school uniforms?

What extra-mural activities such as rips are available?

" What do the children do after school?

A2 the parepus interested in what the children do at school?
Are the parenits involved i any kind of non-formal education programmes?
Is the school in any way a community 'Fnttu"

T\\

Emzmm

How often do you see the manager? '

Do you feel that you can approach the manager with any school probigm?
Does the manager have any interest in the teaching and learning that goes
on in the school?

Does the manager have any other interest in the school?

Change

If you could havc any changc you wanted, what would you hke 10 see in
relation to:

buildings
gonft
pupils
syllabus
"y in-servicy training courses
> or any siher not listed above?
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APPENDIX C - TALOS Observation Scheme

TALE}S _Ofs;rvation Schame iThe Low infersnce TA;.OSJ (a._\
T S o Tl I
I P L

o -y -
O suvobel 1y

o
[}
=18

na

HE

Who ~student.
To whom What - typy
:
a
i
[ ]
[
i
]

Grode

Dots
?
H

tecenee’s
name
DS

School
Frangh

Who - teocher
To whom  EWinot - type of
4 HHHOH
]
i
|
i
]
i

8 |

o
U UIDP AIEOD |nan glaanasuaana;n:aeacqam‘q:

€. Dilmaps and E. Geva, OISE 1982
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TALOS Observation Scheme
{The High Infersnce TALOS)

TEACHER

APPENDIX ¢ (b)Y
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fair

[
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ey
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[ £ B
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TALOS Dbservation Schama
{Goneral Information}

2

Mame of homeroom tencher

Observrr

APPENDIX

Date

School

Name of French wacher

Girade

_ Obrervation {circie one)

Lesson stan

ind

Ird

Ath

Losson end

French room icircle ope)

. Tescher Erench displays?

Student French displays?

Francophone French teacher?

i 8 3 3@

© R. Ullmann &nd E. Gews, QISE 1922
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APPENDIX D - Observation Scheme

TEACHER:

STANDARD:

SUBJECT:
TCPIC:

(Adapted)

SCHOOL:

COMBINET CLASS: (¥) (N)
STANDARDS COMBINED:

NG. OF PUPILS IN BACH STANDARD:

SKILLS:

CONTENT:

METHOD:

LERW .

Words

Semenser S
Paagraphs & 7 s

Intreduction
Incty

new ‘o
contepis
re-cyvling
re-inforcement
mvision
checkingficsting
}ectore
explanation
damonstiation
discovery

drll

chorus (Tr.Tx)
dramntization

dintogoe 1

QUESTIONING:  noasked by iehr,

individ. ans,
class ang,
tohr, ans.
probing
prompting
re-directing
disiributing

pupils’ques.

© CLASSRM. MANAGEMENT:

TTTPTT
instructions 1,17 £27
Aroangenet

pip help

monitoring
fucititating

tehraz meotree
accurscyfilvency

COMBINED CLASS:

COMMENTS:

sids.tuught together or sepaminly?
if stpanately. how was the std, withoul tehr. occupiad?

NR: If LI is used st any sge hidicae this,
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APPENDIX E - Carroll Rating Scheme

SPOKEN ENGLISH - CRITERIA FOR ASSESSMENT

Section A - rating by specific aspect

1. Fluency

A thc‘tf,acher can speak effortlessly and smoothly on .a wide variefy of
topics

B the teacher can speak easily on topics she knows

C - the teacher is able to express the general idea of a toplc but his/her
language does not flow easily

D - the teacher struggles to express .him/herself.
2. Accuracy

A there are no r'_xoticeablch errors and the teac.hcr uses a :1.ra'ri‘ety of

stractures appropriately -

B there are accasional errors and the variesy of structures is limited
C errors but no hindering of communication
D there are constant errors which interfere with communication.
3. Yocabulary
A extensive knowledge of vocabulary and accurate usage in all
situations
B general vocabulary adequate to cope with complex problems and in

a variety of sitnations
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C “adequate vocabulary for specific purposes but stambles in other

D in accurate use and fimited knowledge of vocabulary.

Sectipn B - overall rating

A s Excelient: the teacher is completely fluent, makes very few errors
and has a wids range of structures and vocabulary.

B Good: the teacher is reasonably fluent, makes some grammatical

~ errors and has a fair rarige of structures and vocabulary.

C ~ Satisfactory: the teacher’s language does not flow very easily; (s)he

makes quite a few grammatical errors and hag a limited range of
structures and vocabulary.

D Weak: the teacher struggies to express herself in English; she makes
grammatical errors which hinder communication and has an
inadequate range of structures and vocabulary. .

Adapred from Carroll, J:8. (1932) Testing | nicative_Performance. Oxford:

Pergamon.
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APPENDIX F - Standard 4 English Exam
DEPARMEN OF EDUCATION AND TRATNING,

STANDARD, FOUR ANNUAL FROMOIION MXAMINATION. H/RKS
ENGLLGH FINST Pit bt . TIkE: ~45nins

1. SHUNTENCE b,
(2} VYot more than fire sentences:-
Nl BETEN kY & ukaCh.

Ooc Goy T owent tothe 54 44 3495 two metres from Bo.
under a tree, I su ddenly saw = Jerked in and out,
sncke about esuseaes o It# bedy - Then it ‘ompe. :
w2s half raised ‘and it8 tcungue threw a stone at it.

PR ANANT wme Iwaﬂ shhess e e thla I was Blttm&."

z.wld not-w-tiye move cr  shoub river tc fish

sasenesens TOwWRrda: I Jumbed a0 Frightened bistli

np 0l eaes sree 4t on the haad Luﬁkll:f 4 hi%

and killed; it. _ E’IL/
2. PiutaGitarEds -

(v) Arrangoment of simple sentaces In logloal order =

(1) In the gardeh we grow lillies, roses, violets, carnations and
. other flowers, + '
(41) My new huss is oomposed of a si’stmg-room, da.nm.nguroom, kichuan
_ bathe rovm and two bearooms..
(i2i) There fiher grows many kinds of vegetables.
(iv) In tk front of the Hu u se we have grass end flower gaden..
{v) Cur geden is in the back yord. .
(vi} In winter we spend much time in the sitbing~rocnm,
{vii) Ve hove our menls in the dimning recim,
(viii) At night we sit befora the Fire wntil it is time $o zo to bed.
(ix) There i3 o warm carpe + on the floor, ad the fire burs brightly
in the fire-place, . Jic/
3 HG

3e  EARAGATE Wnl

r

{c) .G!mc:ae'only UNE topic from the tpices given below.
: H,E, Mot more than 5 oré sentences.

{a) tur school
(b} o street a ccident. _
) _~{c) A sed story cr The, stgry I have read. 1

4,  INFURMAL LETuEX U o FRIEND G G(BIATIVE,
¥.,I, The ccmplete ietter shon 1ld not excead Su words.

(=) Writeon e K of the 51 lowine latbers:-

To your father/ mother and ask for money. Tell what you are going
t0 use it fur,”

or
To your friend and invite him/her to your birthdey party. i/

138



4.1

APPENDIX G - Reading Skills Course

ELTIC FARM SCHOOL PROJECT

READING SKILLS COURSE\

Session 43 Previewing (4) -

Work together in your groupsa.
Read and follow the ingtructions aarefuZZy.

1.

Lsok at the heading at the top of ﬁ ge¥3=
heading suggest tn you?

Whbat doss this
v

Look at the clues anjpage's-

How do these clues relate to the heading?
in 3 wain headings.

a)

Give your answer

b)

c)

Find the blurb om page /4 and read it,

What did‘yon learn from the blurb?

How does the blurb relate to the heading end clues?

Are there any other clues? What are these cluss? What

do these teil you?

From what you have learut from the clues, predict what you

think the text will be about?
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10.

11.

12.

Bead the text through once. Do not stop for any words or
sentences you do not understand. , ,

Ebheck your prediction. - Make any alterations to your pre~

diction that you think necessary. Write any changes below:

Read the text again. This time read it more carefully.
Check your prediction again.

Say briefly what the text is -about.
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Can YOu"F?ead?

FIVE YEAR REPLACEMENT GUARANTEE

This heater, 88 specified hereundyr, is guars - sed by Dion Discount Cantras
_ . sgainst element failure solaly for « period of five years from date of purchase sm
TRAIN TIMETABIE -~ JOHAWNNESBURG specifically excludes consequrytial damage caused thirough misuse or careless

PRETORIA ness, ar any other cauze wiatsoever.
r."_'}‘PT’fdﬂSBUR{; ' GONDITION OF GUABANTEE

1. The guarar&ee shalt oniy apply to the original purchaser and Is no
transfarable qr assignable.

OANG ' 7. ‘The guarantet shall not aonly to any damage rasulting from, accident tg
E 'q ' altgratine ~* .- ha heater, nor to eny damage caused thereto in
s : Gad.

~ed only on the vol and current supph
nm:mouﬂ‘f...----““‘“ only taga pE

comE HoME
Eb!
pare WASHING INSTRUCTIONS
1. Use only cold we
2. Use a mild soap
3. Dry flac
4. Do not dryelean.
- At
. . - Keap ali cleanin agetis and
SP EC1g L D I A out of reach ufsgmalchiidrenp
L S - S " y -
3 P
2 Day O S8 FOR Ay
¢ M by Y ‘g{'ﬁggﬁiﬁ*fo RS, Ry
3 ar Caoy 25 ;:as;r;:c%gbwcgo,ve:a# ;I.:g,nbier aters, 0
4] r,
/ k e < B0 Moy g, gg:zf eng " W:drfnm“"’mthe; I:'SM' C
I, 3 0USty Efforn tong ¥ fepe ﬂe;?g?,‘é”"ﬁ
SC n‘MH ySwnddusigg

TRESPASSERS WILL BE PROSECUTED.

Tjrst aid for food poisoning ‘ WARM I N ﬁg
{a) If you know what the person has eaten, keep it to show the doctor, "

{b) Make the person vomit. The quickest way is to push twe fingers down his

throat. If this does not work put two Jarge spoonfuls of salt in warm ’ Sockets are dangerousl!!
water and make him drink it, This Is called an emetic, "
{¢} When he has finished vomiting give him as much milk to drink as possi- Keep your fingers out!ii

ble. This helps to take away the poison.

(d) After the. emetic and milk, give two spoontuls of castor oil to help the
poison ta pass through the intestines.

Tk
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ML peupglt droliu e

world in the past dida't know how to read and write to live.

But in cowmtries like Britain where people are expected to be

gble to read and write, it'a a hendicap if you cen't., Srill ... )
about 4 in evexry 100 adults in Rritain csn't resd mnd write S

well enou:™ to deal with most of the things in our life that
They're not stupid: ther just miseed .
out on leasrning. _This is a story sbout one of them. s

need rsading and writing.

Brenda Linson never goes anywhere without an
empty spectecles case. She doesn’t wear glasses.
The yenson she can’t do without hex specs case
is because she can’f read or write. If she ever gets
into uny situstion where she might be expected to
do either of those things, she fishes around in her
bag for the specs case, finds it empty, and asks the
ﬁerson eoncerned to do the reading or writing for
er.

Brenda is now in her late thirties, She’s capable
and intelligent and until a few months ago havdly
anybody knew she was illiterate, It never cccurred
to her hushand in 10 years of marriage. He is away
a lot for hit work; he insists on handling all'the
letters and bills that ceme into the house; he
accepted it a8 normal that Brenda should phone
her friends rather than write to chem. It has never
becurred to her childrer either, When they were
young their mother told them storiea rather than
read to them. Now that the oldest is quite 2 good
reeder Brenda can get her to read any notes

brought home from school simply by asking ‘What's

this all about then?'

She managed to hide the secret at work too -
even when she was promoted fo head waitresy in
the private club where she worked, She devised a
coding system for the meny: 20 that she didn’t need
to write out orders, She4lso memorized the cluh
members' names for the bills, and knew she could
always get one of the others to do things she

couldn't manage by blaming it on her missing spacs.-

or on her bad memory, She also ran her own bus-
iness &t iome, compieting hn.iting patterns for
various firms, She hed no trouble with numbers
and she learned knitting patterns oft by heart; she
could atways use the phone when she stuck, pre.
tending she just wanted to check an oxder by -
getting someone at the firm to read it over to her,

P

But then things started to go wrong. She went to
see her children’s headmaster bacause she felt they
weran’t getting on in school as well as they ought
to be. (She was determined they wouldn’t have to
face the problems she'd had to face.) The head.
masier suid there was no need to worry - provided
that the children were getting help with their work
at home, For the first time in ber life, Brenda felt
torced to admit she ~was iliiterate and couldn’t help
them, The headmaster was shocked and could
haxdly believe her, Then there were problems at

- work when a change in the system mesant that
Brenda was on her own at work for 1% hours each
night, Without anyone to turn to if she got stuck,
ghe decided she couldn't face the worry and gave
in hex notice. - : :

A couple of months later che noticed a siraple

« poster in her local laundrette, It said ‘Can You -

‘Read? above & pieturs of someone reading, Brends
knew snough simple words to make this out and
she memorized the felephone number to ring. She
forced herself to contact the local adult reading

- gcheme. The morning of her first appointment she

finaily told her husband what he hadn’t guessed in
their 10 years together, o :

Brends now goes to reading and writing lessons
for a couple of hours each week. She is making fast
poogress, and is on the track of another job. She’s
now herself helping her youngest child with the
simple reading books he brings home from school.
That’s extra practice for Brenda too, But her zon |

doesn’t reslize that he and his mum are lsarning to” ..

read together, :
fodap. from The Secret Faw People Guess, Jenny Stevens)
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' - o - R APPENDIX G (B)
a1 ELTIC FARM SCHQOL PROJECT
Sessisn § .~ READING SKILLS :UG”SE
" Vécabulary (3)
ACTIVITY .v---.‘ Revision
.
_ a) The entlre cxty was annihilated by the war. That is, all
s the bu11d1ngs were ruined. All \he arimgls were killed,
the vegetation was destroyed and not = sLng%e hyman
; survived. "y
i (i) Meaning: )
. (ii}) Technique: k
N n;--Although Maria and Anna are sisters the;r personalxtleé
are quite different. Maria talks a lot wheteas fFans "is
usually taciturn.
(1) Mean1ng'ﬂh
£ (ii) Technique:
i c) I was carrying my zud'ﬁﬁéna;hemhandle broke and all my
L books, files and pencile fei] e the ground.
= (1) Meaning: : Voo c j// ‘%,m
o p (ii) Technique: : 7 Lo
L ' :
- - c) Becauge their business prnveg 86 lucrative thef'ﬁ\re able
R to double their profits im a year.

(1) ” Meaning:
(ii) Technique:

ACTIVITY 2

Work together in pairs.
Read and follow the instructiony carnfully.

a) Look at the hexiling on £.2. What do you think the article
will be about? .

b) .Look at the ~ictures and drawings on §.2. What inforw tion
‘have you gained from thmse pictures and drawings? AR




¢} Relate the heading and the clues from the pictures and say
what you think the article will be about. {predict)

d} Read thiough the text once, Do not stop for amny words
or sentences you do not understand.

e) Check your prediction. Make any aluerations to your
prediction that you. think necessary. Write any changes
below. /

E) Read the text again.

g) In this aceivity you have been given & list of the more
difficult words in the passage. Below each word are
Yﬁhree worde., Ore of these is the correct explanation.
“Use word-formation and/or the contextual clues to help
you find the answer, After you have decided on your
answer say which technigue you used,

1, durable (line 3) _
(i) recognizable (i}} temporary (iii) lasting

» . l:lr
technique: . - helping word/s:

2. portable (line 4)
(i) to divide (ii) to carry (1ii) to communicate

technique: helping word/s:

3. barter (line 10) : .
(1) buy (ii) bargain {iii) exchange

techniqhe: helping word/s:

4, currency {line 28)
(i) money (ii) fianance (iii) supplies
cvechnique: ' | helping word/s:

5, supplanted (line 37) e .
(i) replaced {ii) waried (1ii) f£ixed
technique: helping word/s:

6. picturesque {(line 38)
(i) valuable (i1) colourful {(iii) decorate?

techoique:  helping word/s:

145



Session 8 (centinued)

7

h)

remote (lina 39)

{i) nearby
technique:

hoard (line 39)
(1) cultivate

technique:

primitive (1line 40)
(i) new

tachﬁique:

[
]

(ii) smalil (iii) far away

helping word/s:

(ii) save (iii) invest

helping word/a:

(ii) old (1ii) historic

» helping word/s:

Are there any words and/or phrases which yvou did not
understand and which do =~nt appear in g) above. If there

_are, write them down an. "ry to work out their meanings,

I

J

N \Qﬁ/
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Coins nsed in the Middle Agesiv

England

A Romun coin

Money

Aristotle, the Greek philosopher, summed up the four chief qualities of

money some 2,000 years ago. It must be lasting and easy to recognize, to
divide, and to carry aboui. In other words it must be, *durable, distiact,
divisible and portable ' When we think of money today, we picture it

either as round, flat pieces of metal which we call coins, or as printed 5
paper notes. But there are still parts of the world today where coins and

notes are of no use. They will buy nothing, and a traveller might starve if

he had none of the particular local ‘money’ to exchange for food.

Among isolated peoples, who are not often reached by traders from |
outside, commerce usually means barter, There is a direct exchange of 10
goods, Perhaps it is fish for vegetables, meat for grain, or various kinds of
food in exchange for pots, basksts, or other manufactured goods. For
this kind of sirple trading, money is not needed, but there is citen some-
thing that everyone wants and everybody can use, such as salt to flavour
foad, shells for ornaments, or iron and copper to make into tools and 15
vessels, These things - salt, shells or metals - are still used as money in o
out-of-the-way parts of the world today.

Salt may seem rather 2 strange substance to use as money, but in
countries where the food of the people is mainly vegetable, it is often
an absolute necessity. Cakes of sait, stamped to show their value, were 20
used as money in Tibet until recent times, and cakes of salt will still buy
goods in Borneo and parts of Africa, '

Cowrie sea shells have been used as money at some time or another
over the greater part of the Old World. These were collected mainly from
the beaches of the Maldive Isiands in the Indian Ocean, and were traded 25
to India and China. In Africa, cowrles were traded right across the
continent from East to West. Four or five thousand went for one Maria
Theresa dollar, an Austrian silver coin which was once gccepted as currency
in many parts of Africa. :

Metal, valued by weight, preceded coins in many paris of the world. 30
Iron, in lumps, bars or rings is still used in many countries instead of
money. It can cither be exchanged for goods, or made into tools, weapons
or ornaments. The early money of China, apart from shells, was of bronze,
often in flat, round pieces with a hole in the middle, called ‘cash’. The
earlicst of these are between three thousand and four thousand yearsold 35
- older than the earliest coins of the eastern Mediterranean.

Nowadays, coins and notes have supplanted nearly all the more
picturesque forms of money, and although in one or two of the mere
remote countries people still hoard it for future use on ceremonial
occasions such as weddings and funerals, examples of primitive money 40
will soon be found only in museums.

From: Mosback, G.& V. '"Practical Faster Reading.' 0.U.P.

L These copper bars we
Cainc, Paper monay, iren F?nsc importanl:li’;ceuuﬂ;!‘erican
oael  shalls e verst ax monay. trace a Jong time befure the
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ADING 1
Session 15: ERENCE (1}

ACTIVITY
Look carafully at the drawing below.

8) What is ’gt'?

b} What huiped you te work out what "it" 1sa?

The most comimaon refersnce words are:

1. All the personal pronouns n.b. ft and its

2, him, his, hers, their, theirs, our, ours, your,
yoursa., :

.
5,

%,  them, onw, this, those, there, that, here, which,
fow,

148 f 2 ...



ACTIVITY 2

Below iz & short text. Read 1t and decide what the
underlinsd words refer to. Write your answers in the

Samir &nd Pushpa sometimes oalled their
tather Daddy and they sometimes called him
Pitaji wmeccording to Indian custonm. 1t
depended on his mood. I he was angry or
imcturing them about how Indian boysz should
behave or not behsvse, how Lhey oould s
easily spoil {is guod name in the town,
then they said, *Yes Pitaji’. 'No Pitaji’.

Wward . Word/s referrad to Foarward or back-
from . ward refersnce
teaxt

their

they

him

It

his

he

thanm

they

his

they

' ot : R . / 3. ]
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ACTIVITY 3

Read the paragraph below. Look at the ungeriined
reference words ang show by means of arrows which wardss
they rerer to.

\‘ \\ . . . .
i But Nutaka had atrter all, prought something

R
%-&f%ta eat, At the bottom of the sultcase was

M_L""‘i“.ﬂfi{e pucket or mixed sweets, Ghe had

SR )
“Nght them for her family but as she ook

 “u%ﬂ§§g;hjgt she saw that the doorway of her
‘ﬁéiﬁ}%gg house wax suddenty filled with
childiﬂﬁ.” They watohed her wi:P sclemnn
eyes, Nudaks tock Hlamlo'glthin dry hand

and went out with s inte the hot sun.

She gsthared the ragged childraen nfcund her
and placed the sweets one by one into thair
outstretched hands. Thei: eyes shone with

thanks but if caused & jerk in-.-her heart,

/ q LI B
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Hetow is & list pf reference words. Use them to fili in
the blarks in the pszsage. Some of the reference words
will be nsed pore than once.

“You, | she, [ it, we, har, their, the

s
Tt

Nudaka colimbed down from the Port Eifzabsth train and

watohed s dwindl ing nwny:in the dilinncn.
Then 'cam§ down into the valley and suddenly
: the druugﬁt wvas all around » Everything |
-fwns brown and shrivelled. . was a dead
laﬁdtcnpa. r

She pushed open the gete and sterted waliing up and stesp

bhroken iill to the housss, A few pacple skt &t

donrvays. did net graeet her, did not

recognine .

How different was this homescoming from what
had besn dresaming for four years. There were no shoutis

af: 'How mre

Tr 0 have missed you',

.o Thers was only sllence sround the housas.

/5 - %
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ACTIVITY O

Rend the short text below and dacidu'whnt the underiined
wordg rafer to., Write your answers in the table below.

A sigspie axamination problem

' Some students find jE difficult to do exam-
inations because they do net know how to
begin. JThig is not a difficult problem to
gslve howevar. Here iz one way of doing
it, Before you do anything, resd the
instructions carsfully. Note whether thgy
g8y "Answer all the questiiong' or ’Angwer
gome of fhep'. If you only have to answer
three out of five guestions read through
the paper and choose fhose you think you

; can do. Then, chegk the times allowed and

.W /’ divide j¢ by tha number of questions you

"/ must answer. Make sure you do not spend

j too much time on agnyone. Lf_you do, you

{ will nat bes _able to finish the
examination. o

Word from Word/g raferred to Forward or back-
text Y ward referemce.

it

they

this

hers

they

tham

thoaw,

it

anyona

tof you do

!6 LI A
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AGTIVITY &

Below are two columns oF words: one consists of prafixes,
the other of poots. Build as mpany words as you c&n by
combining the prefixes and the rootis.

PREFIXES. | - _ROOTS

in- , im- , (in, into, onto) - VENT C(cume)

- Sub- (under, away, benaath) - POSE (put)
Ri— tbaak, again) ~ FORM (shaps)
Trans- (across) ~ TRACT (pull)
Do~ ' - faway, down) | : ~ PORT <(carry?
Coni~, com- (with, together) - VERT (turn)
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ELTIC FARM SCHOOL PROJECT

2.

a)

b)

c)

Read the parvagrapha below cavefylly and then underline the

tovie sentencees. In addiition, write down what you think the
topie of each pavagraph ia. '

Bones break quite easily. When & bone breake, cracks or splinters, it is

painful because the bone cells are alive. You will recognize a broken

bone because: - . . T i

1. ftis painful,’ ;{“j“; 72 ‘;i

2. #is usually swolien, P

3. itis.usually brulsed, and _ ..

4. in certsin cases, the ends of the broken bones, e.g. in arms and legs,
““can plarce the flesh or show an unnalural dent.

{ from: Health Education in Action. 3)

Cocoa trees grow in hot, wet places such as South. America .
and western Africa. They grow to about 9 metres high and
have few branches. Beveral years after planting, tiny

pink flowers grow from the bark and branches of the tree.
Some of them turn Ints oval-shaped fruits called pods.

Each pod contains about 40 seeds usually known as beans.
(from: Junior Encyclopedia. Bamlyn.

3 o

!
In South Africa we have many rivers and tributaries, Some
of them are Jong and wide, like the Orange River, Some are
smaller. Only a fewof our rivers are as deep as some of the
rivers found in other countries. Because of this ships can't
be used to carry things from one city to another like in
Europe. But our rivers can be used to water dry areas {ir-
rigation) and to make electricity (hydro-electric power).

(from: Geography to the Point. 3§.)
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SECTION A

APPENDIX H - Tests

1. Resd the psssage below through once tn get the genersl ldes.

Malnutrition

Many people think eating food is simply
something which is pleasant and nec~:
essary to satisfy hunger. They do not
realise that @ great dea) of their ill health
*is due to eating the wrong kinds of food.
The reason for this is that they do not
know enough about what food is for.
In many parts of the world, norably in
certain Asian countries, rhere is much
6 starvation, and many people die each
year because they eat insufficient focd. In
these countries the main problem is the
low production of food. In Africa, how-
ever, starvation is not as common as in
¥ Asia because in most areas the climate
and soil ailow the people living there to
produce enocugh food for their eeds. A

person belonging to-a family in which

hunger is unknown finds it difficulr to
2 peafise that some of his relatives may be

il) because of something lacking in their *

diet, But food is necessary not only to

" satisfy hunger, but also to provide the
body with certain substances t¢ keep it
#healthy. I health due to a poor diet is
known as malnutrition. In most cases in
Africa, mainurrition is due not to lack of
food, but to lack of knowledge about
food, and the solurion o this problem
* lies in the spreading of this knowledge.
It is important for people to realise
that malnutrition causes & great deal of
illness and death. Moreovar, apart from
the people who are obviously ill, there
» are many thousands who are tired or
weak, or have poorly developed bodies,
simply through lack of proper feeding,
These, people are far more likely o ge:
common diseases (for exampls, tubercu~
*Josis, infections, dizrrhoea) than those
with a good diet. :
It is extraordinary how many people
are unaware of the serious pfoblem of
malnutritio:. in their own country,

From: Toward Protein Feeds. Adaspted from an article from

Deily Times of Nigeria.




Re=~raad the passage. When you have read the passage again,
say whether the statewents helow are true or false by
placing & circle ground the T or ¥ next to the statement.
For example:

The passage iz about malnutrition. (:)' /I F
Use the passage to help you find the answers.

a) 1Illpess caused by eating the wrong kinds of
foods ig called malnutr1tion. T/

b) ‘the main difference between certain Asian
countries and Africa is that there are
more people in Asia than in Africa. T/

¢) Thers is no starvation in Afnjca, T /

d) Many peopla eat the wrong kiné of food
~ ‘because thay do not know enoug& about good
and bad food. - T /

,

e) Malnutvition often leads to disease,
under~deve loped bodies and death, T /
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Read thfnugh_the pazsage below once to get the general idea.

The germination of beas seeds . )

Water, warmth and oxygen ars all
necessary for the germination of seeds.

I cor.ductad an experiment to show that:
water was an important factor in germi- -

nation. I washed and dried two glass jars
and placed a layer of cotton weol in the
bortom of each one. I moistened the
+ corton wool in the first jar with clean
 weeter, but I left the-wool in the other jar
_dry. I then placed five bean seeds in each

jar and put the jars in a warm place neara

sunny window. Every day I moistened

the cotron wool in the first jar so that it
remgined damp. The other jar was
completely dry. Both jars were warm,
and thers was plenty of fresh air {o
provide cxygen. After a few days, tiny
radicles started to show on the beans in
the moist jar. The seeds on the damp
corton wool were germinating. But there
was no sign of growth on the beans in the
~ dryjar. :

T~

Fal.t- W ~ = 1 0

From:; Resdine for 8 (‘urpcse, Yook 3.
He.»4l00T and il.J.if.Grant. Longman

Rt

-.;——-.___._,.__1_‘__-‘—:-,______,__,_/}
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f 2. Re=CrHuw . , wwwaDe more slowly before answer;ngﬁ?ﬁ£$Queétiuns

belows. _ A -

[ TN : PER

In esch questicn or statement below only one ansuar is correci.
Circle the number of the enswer which you think ls correct.

a) Germination means: 1) development
11) hirth
i1i) orowth

h) Whish word helow is similar in meaning o ttse word ‘molsturef?
. 1) warmth
ii) damp
iii) sunny

g) The experiment showed that for germination ta take place
i) moisture, warmth and fresh alr are necessary. °
ii) water and a wsrm place only 8FE NECEBSSATY.
11i) dryness, oxygen and sunllight are necessary.

d) How long did it teke four germination do take place
: i) two days :

1i) 36 hours

1i1) 12 hours?

) Tne writer says that each day he
i) gleaned the Jars '
i1} he wet the cottonwool in one jar
iii) he moved the Jjarae lnto the sun

£y Does tne fact that the radicles started to show mean that
the bean seeds are
i) drying up
11) dying
iii1) growing?

3. This pessage is 8 descripticn of an experiment. Im=gine that
you are golng to do this expériment for your class. Using the
information from passags, write up the steps of the experiment
for your lesson plan. There are eight steps in the experiment.
The first two steps have bheen done for you.

le Clean and dry twb glass jars.
2. Place a layer of epiton wonl in each jar.
3 - ' § |

&,

5.,

6. _ -

7
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1. Read through the passage below once to get the gensial idea.

Lucia
The Teacher wore s white blouse and ¢
green skirt. Njoroge liked the white and
green because it was like a blooming
white fiowsr on & green plant. Grass in
this country was green in wet weather
and flowers bloomed white all over the
land. ... Njovoge, however, feared her
{vhen two days later she beat & Dboy,
hack! whack! (*Bring the other hand’)
) ack! whack! whack! The stick broke
injo bits, Njoroge could almost feel the
pain. It was as if it was being com-
municated to him without physical con-
tact. The teacher Jooked ugly while she
punished. Njoroge hated seeing anyone
being thrashed and he was sorry for the
boy. But he should not have bullied a
Njuka, It was on that day that Njoroge
learnt that Njuka was the name given to s
new-comer,

From: Weep not, child by Ngugi.

?. Read through the pessage sgain hefnré“ﬁhsuering the guestions
below.

a) The colours 'white! and 'green'! are frequently mentioned
at the beginning nt %the passage. Do these colours suggest
that Kjoroge

1) liked the teachar
ii) lpved the teacher
i1i) atwmlred the teachsr?

h) Duoes the sertence 'The temcher looked ugly while she punished!
ghow that Njoroge
i) disliked the teacher
1i) feared the teschar?
ii1) admired the teacher?

c) Did Njoroge's feelings for the teacher change? Yea / Lo.
"~ Give a zresson For your anewer. Wrlte one sentence anly.
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g) who was punisned? . _
why wis this person punished? Write gne gentance only.
¥ _ 11 _.

H
et |

i : 3

) Why was i joroge so vpset?
because

£} fp & teacher, how would you have acted in this situation? Give
reasons for your answer . Do nat wrlte more than Lthree sentences.

e - a

T

SECTION D. DIOTATION.

b S e R
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SECTION E. CLOZE.

TRead the following passage and fill in the blanka with the words
from the bottom of the page. Please note that in the list at

: the bottor of the page there are more words than there are blanks.

. This means that some of the words in the 1ist are incorrect.

Choose those words which you think are the correct ones.

¥ |
Reclaiming desert lands

For many years agriculturalists have
attempted to reclaim desert land for
productive use. Up to now this has
always proved expensive and required 2
great deal of hard work, Where sand is
drifting, .oarse, quick-growing grass has
to be planted in trenches, As seedlings
and small trees can sasily be buried by
drifting sand or destroyed by sand

stormns, hard work is often wasted. A

large propostion of plants do not survive,
for sand dunes drifseven in light winds,
An oil compeny in Libya has dis-

Trees also help to increase the general
mpisture cvel__the sir. Warter is drawn
up from :ae . .by the roots of the
trees, It ' -avels through the tree trunks
and evaporates . the leaves into
the air, In twenty-four hours, a )
evcalyptus tree can draw up more than
=70 litres of « A forest moisiens the
air 50 that rainfall ... _ in the area.
The rainfall encourages more fertile land

—..helps plants to grow, Unfortunately,

people in ‘ancient .. cut down the
original forests, This destroyed the water

covered a . _to prevent sand drifting . system that trees provide,
over new plants. This help us to  When goats ate___the grass as well, the
reclaim desert land all over == world,  dessrt took . the land, But the Arabs

The experimenters found thar was
possible to spray sand with a fine layer
petroleum emulsion, which was pre-
pared from oil, ___ _: kept the sand firm
and still even in gales of aver 100 kilom-
etres__ huur.

FROM:

Word ligt:

have s saying: *“A large forest has a moist
breath”, and,.__new trees can survive in
the desert, it may.._ possible to reclaim
land where good food could once more be
produced,

Experts believe this ‘task is possible,

Modern Africa by Barry Williams.

an, decresses through 8 one if at

anto it a way these ground
watar manner - in should over of

and this times small large cireulation
all may be inecreas s because

the
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B ' Dictation from % - %

» Elephants live together in family groups, Several
families consisting of mothers aad their
offspring — sometimes as many as a hundred
animnly = keep together in & herd ond move

from one area to another, searching for food

and fresh water. The leader of the herd is always

the nidest and largest female, She is called the

matriarch, :

Adule bull elephants do not travel with the
herd. ‘They either travei alune or form a group
with cther adult bulls,

The herd travels and eats during the ool
night and eurly-morning hours and then rests in
the shade during the day, The matriarch always
stands guard while the others doze,

Elephants are peaceful animals, bur if the
matriarch senses danger she will roll down her
teunk, throw out her sars — which makes her
look larger and more frightening - and charge.
If she screams to the others they will follow her.
Usually this is enough to frighten away any
intruders, 5

Feom African Elepbant, Judy Ross, Zoo Book 4, pp. 3~

4, Ginn & Co. Ld. 1981,

The cow ¢lephants are completely responsible
for raising and protecting ¢ young. The males
associate with the cows and calves only at
breeding time.

You can tell which calf belengs to which
mother in a group of elephants by the way the
calf moves up close to the mother and tcuches
her trunk or tastes what she is sating, Some-
times the mother will discipline her caif with a
whack of her trunk. When a calf is alarmed it
will always run under its mother’s belly to its
secutity position between her front legs.

An elephant’s teeth tell us how old it is.
Twenty-four molar teeth grow during an
clephant’s lifetime, but only one of two pairs =
in both its upper and lower jaws /¢ in place at
any one time. New teeth are fymed behind
these, and move forward to repiace the older
reeth as they fail out, Each tooth is enormovs,
about 3.6 kg and 30 cm long. After the
clephant's last set of teeth wear down and fall
out, the elephant dies, because it can no longer
chew its food. ' oo
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ELTIC FARM SCHOOL PTILOT PROGRAMME

READING SKILLS COURSE

TEST 2
. ]
SECTION 1 PREVIEWING AND PREDICTING

1. Look carefully at the headiag and drawings below. That is,
look carefully at the zlues below.

2. In the space below write brief notes about the clues,
Try to group your ideas. '

3. Relate all the ideas you have giained from the clues and
predict what you think the text will be about.

4. Read through the text on 30.2 without stopping for any
difficulties, In other words read the text to get the
general idea,
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5. Check your prediction. Write down your additions and

‘alterations below.

6. Re~read the text. This time read more carefully.

SECTION 2 FUNCTION AND GENERAL UNDERSTANDING

1. What i3 the function of the text?

(10}

2. Say whether the statéments below are true or false.

the T or F next to the statement.

a)
b)
¢)

d)

e)

£)

g)

h)

e et

fhe main source of animal oil is fish.

Vegekable oil was knewn only in the ols -jays.
.(-.\/ !

The three mein uses of mineral oil are!
illuwination, 1lubrication and cooking.

Mineral oil becawe very important when the
internal combustion engine was invented.

Scientiste think that oil was formed from sea
water by processes of chemistry, pressure and
temperature. '

The driller is unlucky when the drill goes
near the oil but does not strike it.

When crude oil is heated, petrol rises from
it first because it has & low boiling point.

The four main areas of the world where oil
deposits are found all produce oil a% full
capacity.

/3 ...
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SECTION 3

VOCABULARY

1. Match the words given in list A with the meanings given

in list B.

a)

b)
¢)
d}
e)

£)

List A

atripped off

lubricated
minute
originated
confirmed

vaporises

{(t10)

{157)
{183)
r;93)
(183)

{1137)

1)

2)

4)
5)

6)

7)

List B has extra items.

List B

separated by a thin
film of oil

in the future

to turn a liquid into gas
to remove & covaring
very small

have one’'s heginning

prove that sohething is
right

"

(6)

Find the word in the passage that has a Similar meaning

to each of the following, The paragraph in which you will

find the word has been given begide the meaning.

a) sick people (p.1}

b) to provide light

{p.3)

c) exploring an area for z mineral such as oil (p.7)
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ilse word formation and/or contextual clues to work out
the meanings of the words below, Say in each caee what
technique you used or which words helped you to find the

meaning.

a} consumption (213}

b) antiquity (122-23)

e) marine {18g)

d) indicate (1711)

(8)

4. 'And where there ig shale there is likely to be oil'
(t1108-108).
Describe 'shale' and say to which class of rocks it
belongs.
; ' (3)
{20)
SECTION 4 CORE SENTENCES
In the sentences below:
a) cirgcle the finite verbs
b) bracket the dependent or subordinate clauses
¢) undevline the main clause or the core.
1. Because petrol has a lrw boiling point if a little is
poured into the hand, it soon vaporizes.
2. When all the presscnt oil fields are exhausted, it is
possible that tlie North Pole may become the scene of
0il exploration and production.
(8)
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SECTION 5

R ‘. ’l - r‘é‘

REFERENCE AND LINK WORDS

.

I

1, Say to which words the fecllowing reference words refer.

They have been underlined in the text.

These (12¢)

he (131}
This (135)
we {138}

2. Tick the function for each of the link words given below.

they (164)

They (178)

it

‘them (194}

They have been circled in the text.

(190)

(8)

FUNCTION
Addition

Link word

Contrast

Causal

Time

for (124)

But' {129)

Becauge (151)

+

hawever {187}

When (173)

For {189)

If (1121)

Last of all
(1139)

e

Another (1147

Yet (1155)
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SECTION 6 ' TOPIC _SENTENCES AND MAIN IDEAS

1. Find the topic sentence in each of the following

paragraphs!

a) DParagraph 2:

b) Paragraph 4:

e¢) Paragraph 6:

(4)

2. Work out the main idea in each of the followlng paragraphs:

a) Paragraph 3¢

b) Paragraph 5:

I

(12)
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1 There are three main groups of oils:

. animal, vegetable and mineral. Great
quantities of animal oil come from whales,
those enormous creatures of the sea which
are the largest remaining animals iv the §
world, To protect the whale from the'
cold of the Arctic seas, nature has pro.
vided it with a thick covering of fat called
blubber. When the whale is killed, the
blubber is stripped off and boiled down, 0
either on hoard ship or on shore. It pro-
¢ ey & great quantity of oil whick can
be made into food for human consump-
tion. A few other creatures yield oil,
hut none zo much as the whale, ‘Thes
tivers of the cod and the halibut, two kinds
of fish, yield nourishing oil. Both cod
liver oil and halibut liver oil are given to
sick children and other invalids who need
certain vitamins, These oils may be 20
bought at uny chemist's,

Vegetable oil has been known from anti-
quity, No bousehold can get on without
it, for it is used in cooking, Perfumes may
be mads from the oily of certain flowers. 25
boaps ere made from vegetable and gnimal
otls, -
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To the ordinary man, one kind of oil
inay be as important az another. But
when the politician or the engincer refers 3o
to oil, he almost always means mineral
oil, the oil that drives tanks, acroplanss
and warships, motor-caxs and diesel
lacomotives; the of} that ic used to lubri.

“cate all kinds of machinery, This ix the 35

oil that has changed the life of the com.
mon man. When it is refined into petrol
it is used to drive the internal combustion
engine. To it we ows the existence of
the motor-car, which has replaced the »o
private carrisge drawn by the horse,
To it we owe the possibility of flying.
It has changed the methods of warfare on
jand and sea. This kind of oil comes out
of the sarth, Because it burns well, it is .5
used as fuel and in some ways it is superior
to coal in this respect. Many big ships
now burn oil instead of coal. Because it
burns brightly, it is used for illumination;
countless homies are still iluminated with So
oil-burning lamps. Because it is very
slippery, it is wsed for lubrication. Two
metal surfaces rubbing together cause fric.
tion and heat; but if they arc scparated



by a thin flm of oil, the friction and heat s5
are reduced. No machine would work

for long if it were not properly lubricated,
The oil used for this purpose must be of

the correct thickness; if it is too thin it
will not give sufficient Iubrication, and if 4o
it is too thick it will not reach all parts
that must be lubricated,

The existence of oil wells has been
known for a long time. Some of the
Indians of North America used to collect
and sell the oil from the wells of Pennsyl.
vanin. No one, however, seems to have
realised the importance of this oil until it
was found that paraffin-oil could be made
from it; this led to the development of the
wells and to the making of enormotis
profits, When the internal combustion
engine was invented, oil became of world-
wide importance,

What was the origin of the oil which
now drives our rnotor-cars and air-
craft? Scientists are confident about the
formation of coal, but they do not seem
50 sute when asked about oil. They think
that the oil under the surface of the earth go
originated in the distant past, and was
formed from living things in the sea.
Countless billions of minute sez creatures -
and planis lived and sank to the sea bed.
They were covered with huge deposits 85
of mud; and by processes of chemistry,
pressure and temperature were changed
through long ages into what we know as
oil. For these creatures to become oil,
it was necessary thet they should be im-
prisoned between iayers of rock for an
enormous length of time. The siatement

that oil originated in the sea is confirmed
by a glance at a map showing the chief
oilfields of the world; very few of them are 95
far distant from the oceans of today. In
some plares gax and oil come up to the
surface of the sea from its bed. The rocks
in which oil is found are of marine origin
too. They are sedimentary rocks, recks /oo
which were laid dowvn by the action of
water on the bed of the ocesn. Almost
always the remains of shells, and other
proofs of sez life, are found close to the
oil. A very common sedimentary rock is 10
called shale, which is a soft rock and was
pbviousty formed by being deposited on
the sea bed. And where there is shale
there is likely to be oil,

Geolegists, scientists' who study rocks, 110
indicate the likely places to the oil drillers,

In some vases oil comes out of the ground
without any drilling et all and has been
used for hundreds of years, '

2]
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There is a lot of luck in drilling for oil. t¢#
The drill may just miss the oil although ir
is near; on the other hand, it may strike
oil at a fairly high level. When the drill
goes down, it brings up soil. The sam.
ples of soil from various depths are ex- 120
amined for traces of oil. If they are dis-
appointed at one place, the drillers go to
ansther, Great sums of money have been
spent, for example in the deserts of Bgypt,
in‘p ing’ for ¢il. Sometimes little 128
is found, When we buy & few gallons of
petrol for our cars, we pay not ~uly the
cost of the petrol, but also part of e cost
of the search that is always going on.

When the crude oil is obtained from the 130
field, it is taken to the refineries to be
treated. The commonest form of treat-
ment is heating,. When. the oil is heated,
the first vapours to rise are cooled and
become the finest petrol, Petroi hias a low 138

* boiling point; if a little is poursd into the

hand, it soon vaporizes, Gas that comes -
off the oil later is condensed into paraffin,

Last of all the lubricating oils of various -
grades are produced. What remains is 4o
heavy oil that is used as'fuel,

© There are four main areas of the world
where deposits of oil appear. The first

it that 91‘ the Middle East, and includes

the regions near the Caspian Sea, the %
Black Sea, the Red Ses and the Persian
Gulf. Another {s the area between North
and South America, and the third, bet.
ween Asia and Australis, includes the
islands of Sumatra, Borneo and Java,

The fourth area is the part near the
North Pole. When all the ent oil«
4elds are exhausted, it is possible that this
cold region may become the scene of oil
activity. Yet the difficulties will be great, 15s
and the “08t+ may be g0 high that no eim- *
_pany.wzll undertake the work, If progress
in wusing atomic power to drive machines
is fast encugh, it it possible that oil-driven
engines may give place to the new kind of 160
engine, In that case the demand for oil
will fall, the oilficlds will gradually dis-
appear, and the deposits at the North
Pole may rest where they are for ever,

I5a
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