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Al~STRACT
"\The research, conducted as part ofa project aimed at improving teachers' English

.skills, set out to answer the question: What are the needs of farm school teachers
" ,in relation to the use of English as the rnediu in of instruction? Clarification of this
" question involved the examination M' teachers' English proficiency, the teaching

of English as a subject and the.observation of the learning/teaching situation in the
farm school classroom. The research raised questions concerning the underlying
assumption that an English language intervention could bring about major change
in the classroom. 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 ligl.t or theories of cognition and change. A range of research
methods involving both quantitative and qualitative approaches were utilized to
penetrate this highly complex situation. The findings indicated a clear need on the.
part of ihe teach-es for an English proficiency course. At the same time. the
findings also indicated most strongly that a fundamental change is needed in tne
tcac'iers' understanding of their role if they are to become agents of significant
change.

ii



\

~"

Grateful acknowledgements arc, extended to

Edward Fren~h l\>r unfailing support and encouragement in the slow
process .Jf putting this study together, and for acute and pracncal guidance
in the supervision of this dissertation.

Peter de Vries: for motivating me to t.~gin this study.

Jeannie van den Beever and Ray-inorid Haynes for editing. advice
concerning prerentarion and constant support,

The farm school principals and teachers who rearranged classes, gave up
their lunch breaks and remained after school to be interviewed.

The teachers who allowed me to observe la-teirlessons.
\

iii



'I
1,\

'I

II
ABBl\tl£VIATION8

II
'I
,I

'i,

BED - Bantu Education Departmenf
BICS - Basic interpersonal communicative skills
CALP ., Cognitive/academic lsnguagelproficiency
DET - Department of Education 'mdll\Training

ELTIe . English Language Teaching I\\I~formationCentre
FLINT - Foreign Language InteractionSystem
HSRC . Human Science Research Council

IRE - Teacher initiation, student resti1onse, teacher evaluation
LI - Mother tongue or first langua,gle
L2 - Second language

SELP - Soweto English Language Projl:ct
TALOS - Target Language Observation ~kheme

TPR - ';eacher/pupil ration
ZPD - Zone of proximal development

IV



CONTENTS

DECLARATION " .

ABSTRACT . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. ... . . . . .. ii

ACKNOWLEDGEMENTS , . . . . .. iii

ABBREVIATIONS . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. iv

CONTENT"S ~ " .. It • " " " .., • • .. v

LIST OF FIGURES ' . . . .. ix

LIST OF l'ABl.ES . . . . . . . .. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. ix

CHAPTER 1 1
1.1 Overview ".. .. .. ".." ".. " II .. '" " •• " " 11 " .. .. .. .. .. .. .. 1
1.2 F(~rmschools ".. " " " " Ii! " " " 'II " 2
1.3 Language pollcy - the language medium in schools ,.... 3
1.4 Language and management in the classroom . . . . . . . . . . . . . .. 6
1.5 The initial aims of the study . . . . . . . .. 8
1.6 The emergent aims and the shape of the study ' .... , . . . .. 9

CHAP')"'ER 2 " ~" " 11· " " ".. 11
2.1 Introduction " " .. Ii! " " " " t " ".. 11;
2.2 Needs assessment. . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. 12

2.2.1 Needs in theory . . . . . . . . . . . . . . . . . . . . . . . . . . . .. 13
2.2.2 Needs in practice. . . . . . . • . . . . . • . . . . . . . . . . . . .. 13

2.3 Education research methodology 14
2.4 Instructional analysis 15

2.4.1 Methods , .•............... , . . . . . . . .. 15
2.4.2 Techniques . . . . . . . . . . . . . . . . . . . . . . . . . . . . . • .. 1$

2.5 Participant observation 16
2.5.1 The development of participant observation for

education .. . " " . . " .. , . " . " . It • " • " • • • • • • • " • , "" 16
2.5.2 Method and techniques 16

2.6 The positive and negative aspects of these methods 17
2.6.1 Instructional analysis , . . . . . .. 17
2.6.2 Participant observation , . . . . . . . . . .. 18
2.6.3 Juxtaposition of methods 19

2.7 Research in the Language Classroom 20
2.8. The research in practice . . . . . . . . . . . . . • . . . . . . . . . . . . . .. 22

2.8.1 Data required 22
2.8.2 Choice of approaches . . . . . . . . . . . . . . . . . . . . . . . .. 22
2.8.3 Methods of collecting data , . . . . .. 23

v



2.8.4 Prohlems experienced WIth the research in practice . . .. 26
2.9 Conclusion 27

Cf!APTER 3 .. . 0 ••••••••••••••••••••••• 28
3.1 Introduction ' . . . . . . . . . . . .. 28
3.2 The physical appearance of the school 29

3.2.1 The location cf the schools . . . . . . . . . . . . . . . . . . . .. 29
3.2.2 The school buildings 29
3.2.3 The classroom 29

3.3 The working of the school 30
3.3.1 School administration 30
3.3.2 Attendance rates 32
3.3.3 Drop-out rates· apparent ' , , . . . .. 33
3.3.4 Drop-out rates ~ real .........•............... 34

3.4 The background to the farm school situation . . . . . . . . . . . . . .. 35
3.4.1 Introduction .•............................. 3:5
3A.'2 Historical perspective . . . . . . .. . . . . . . . . . . . . . . . • .. 35
3.4.3 The power and control of the farmer . . . . . . . . . . . . .. 38
3.4.4 The DET and the farm schools ... . . . . . . . . . . . . . .. 39
3.4.5 Itinerant labour as an factor contributing to the poverty

of farm schools " . . . . . . . . . . . . . . . . . .. 41
3.4.6 Transport as a factor contributing to the poverty of

farm schools . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. 45
3.5 The reality of the school • the teachers . . . . . . . . . . . . . . . . . .. 46

3.5.1 Factors relating to the appointment of teachers 46
35.2 Teacher qualifications and upgrading. . . . . . . .. . . . .. 48
3.5.3 Teacher load and teacher/pupil ratios (1PR) .. , . . . . .. 50
3..5.4. The combined/multi-level class - structural aspects . . .. 50

3.6 The reality of the school - the pupils 53
3.6.1 The problems which the pupils bring to school . • . . . .. 33:
3.6.2 Problems which the pupils find in the classroom . . . . .. 54

3.7 Summary .. '" '" '"'" '" '" i"' , .. '" 57

CI-IAP"'rf:R 4 .. ~ <to '" ~ " '" '" ,a , II, 58
4.1 Introduction I • ; •••••••••••••••••••••• \,,' • • • • • • •• 58
4.2 Perceived needs of teachers ' . . . . . . . .. 59

4.2.1 The teachers' need to improve their own English ..... 60
4.2.2 The teachers' need for help in the teal-hing of English

as a subject 61
4.2.3 The teachers' need for help in teaching the content

subjects _ " '" ,. .. .. .. .. .. .. .. .. .. 61
4.2.4 Tne teachers' other perceived needs. . . . . . . . . . . . . .. 62

4.3 Findings - general 63
4.3.1 The teachers' own English proficiency 63
4.2,2 Teaching English as a subject . . . . . . . . . . . . . . . . . .. 66
4.3.2 The syllabus and the approach 66
4.3.4 Teaching language structures 67
4.3.5 Teaching the language skills . . . . . . . . . . . . . . . . . . .. 68

VI



\\
\:
4~3.6Teaching the content subjects 69
4.17 Classroom manage-tent skills .. . . . . . . . . . . . . . . . .. 71
4.3.'~ Setting of tests and examination 73
4.3.9\Summary of general findlngs •.................. 73

4.4 Findings ~ speciflc :1....................... 74
4.4.1 Int."Vduction , 74
4.4.2 Isohtion of teachers 74
4.4.3 Isolation of pupils .. . • . . . . . . . . . . . . . . . . . . . . . .. 74
4.3.4 The\ ~:'ombined or multi-level class . . . . . . . . . . . . . . .. 75
4.4.5 Surrxrary of specific findings . . . • . . .. 78

4.5 1'he i-uerventiou • . . . . . . . . . • • . . • . • . . . • . . . . . • . e • • • • •• 79
4.5.1 Seuing.up the course . . . . . . . . . . . . • . . . . . . . . . . .. 79
4.5.2 Rationn.e for the course .. . . . . .. 79
4.5.3 Organization of the course > • • • • • • • • • • • • •• 80
4.5.4 Implemeijation . . . . . . . . . . . . . . . . . . . . . . . . . . . .. 81
4.5.5 Evalaatioi the positive aspects ,.. . .. 82
4.5.6 EvaluatLon\" the negative aspects .....•......... ,. 83

CHAPTER S ...•....... \, ..••....•..............•....... 86
\

5.1 introduction i, " . • . . . . . . . . . . . • . . . . . . . . . . . •. 86
52 Language and thought \. Vygotsky , . . . . . . . . . .. 86

5.2.1 General out1in~\ ..•.•••...•...... , . . . . . . . . . .. 87
5.2.3 Spr:cific Issues (;1i Importance 10 Vygotsky's theory . . .. 88
!t2.4 A Vygetskyia» perspective on learning a second

language 91
5.3 Beyond Vygotsky •... , .. , .•.••.••.••.••...••.•..• 94
5.4 Beyond the information !~iv.:~n- Bruner , .. 95

5.4.1 The role of rhe.school 96

;'5.5Embedded and disembedded thought"!' Donaldson 97
5.6 A rheorerical framework for 'language proficiency' -

Cummins .. " .. '" ....... III ...... \':, ...... ., .. '" • " .... " ..... " ........ f.. 1(}o
5.7 Literacy and discourses - Gee .\'......................... 103
5.8 The importance of schooling .. '\., . . . . . . . . . . . . . . . . . . . .. 106

5.8.1 Resume ,................................ 106
5.8.2 To be schooled or not schooled. . . . . . . . . . . . . . . .. 107

S..9 Change ~.. , '. , '".. .. .. .. 109

(~HAP1'ER 6 \')0 • • • • • • • • • • • •• ••••• 116
6.1 !itroduction . . . . . . . . . . . . . .. . ...,............... 116
6.2 The 'ideal' , 118
6.3 The reality ................•. (. . . . . . . . . . . . . . . . .. 119

6.3.1 The use cl" 'Snglish (L2) as the medium of instruction . 119
6.3.2 Teachers' classroom practices \( . . . . . . . . . . . . . . . .. 120

6.4 Recommendations \\. . . . . . . . . . . . . . . •. 121
\,

6.4.1 An action which has a good cha()c~.of success 121
64.2 An action which has a fair chance of success .. . . . .. 122 1\

6.4.3 Actions which are not likely to help 122

vii



6A.4 What can be done? 123
125
126
126

6.5 Conclusion .
6.6 Possible research questions arising from thts study .

6.6.1 Linguistic mismatch .
6.6.2 Importance of parental involvement in the schooling of

their children ,....................... 126
6.6.3 Combined classes ,....... 127

6.7 An overwhelming challenge ,............ 127

APPENDIX A • Questionnaire ....................•......... 128

APPENDIX B .. Structured Interview Schedule .. . . . . . . . . . . . . . . .. 129

APPENDIX C .. TALOS Observation Scheme 132

APPENDIX D - Observation Scheme (Adapted) ... ,............. 135

APPENDIX E • Carroll Rah.ig Scheme . . . . . . . . . . . • . . . . . . . . . . .. 136

APPENDIX F ~Standard 4 EngUsh Exam ..... , . . . . . . . . . .. .... 138
c~

APPENDIX G ..Reading Skills Course. . . . . .. . . . . . . . . . . . .• . .. 139

APPENDIX H • 'tests. . . . . . . . . . . . . . . . . . . . .. ISS

BIBLIOGRAPHY ................•.•. 171

viii



LIST OF FIGURES
Figure 3.1 ~ Dropout rate of pupils in the group A farm schools in the

MagaliesbnrgValley area. . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. 35

Figure 4.1 - Teachers Test Results ..............•.............. 80

Figure 4.2 - Comparison of Test Results. . . . . . . . . . . . . . . . . . . . . . . . .. 82

LIST OF ~BLES
Table 3.1 - Enrolment of pupils in the group A schools in the Magaliesberg Valley

uarea "...,............".....".".......... 11 .. .. .. • .... ....".... ~ " • .. " " "" 31

Table 3.2 - Pupil drop-outs in the group A schools by number of years at
school ..... '""........ ~"..".. "..... "..... ~".. """"""......... "..... ". ,... 33

Table 3.3 - Qualifications of me teachers in the Group A Magaliesberg Valley
schools compared with all teachers in schools for Blacks . . . . .. .. 47

Table 3.4 - Teacher/pupil ratios (TPR) in the group A schools in the Magaliesberg
,,' Valley area . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . . .. 49

Table 3.5 - Pupil enrolement by number of combined classes ....•...... 51

Table 3.6 - Standards combined .. ~.... . . . . . . . . . . . . . . . . . . . . . . . • . .. 52

Table 4.1 - Number of lessons observed in farm schools . 65

ix



CHA\PTER 1

RURAL SCHOOLS AND LANGUAGE POLICY: A DOUBLE BIND?

..[Tlhe break within the configuration 0/ contemporary sociology itself, in
which theoretical reflection and empirical data collection frequently point
in opposite directions ... are by no means to be reunited by such measures
as so-called I 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 to be fostered, of a continuum extending from the specific
findings to the highest-level statements about the s)' tem 0/ society; while
still, as far as possible, the treatment of the specific phenomena must be
nourished by the conception of the interrelationship

(Horkheimer and Adorno, 1956:viii).

1.1 Overview
;This study is located in South African farm schools. generally recognized to be the
most needy and most neglected segment in South African education. The study
started out as an attempt to ascertain the English proficiency and language teaching
needs of farm school teachers in the Magaliesberg district in the Transvaal. The
original aim (if U.e research was to establish. whether an intervention aimed at
observing and improving English instruction could perhaps provide a key to drastic
positive change in farm school classrooms. The ambiguities of the findings led to
a reformulation of the inquiry and to an experimental 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 its final form, therefore, the study reports on the
investigation and the intervention, but moves well beyond these to reflect on the
experience in the light of current theories of cognitive development and educational
innovation.

The present chapter begins withan account of why the study was undertaken (1.2).
Discussions of language policy ,(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 study • combined classe, A brief review of how the



research was conducted follows. The chapter ends with an account of the emergent
aims and a more detailed guide to the study as a who1~

L2 Farmschools
A: . ird 'If all the pupils 'registered with the Department of Education and Training
(het,.....ter the DE1) are enrolled at 5 483 farm schools (Oosthuizen.1988:28).
Virtually aU the formal education c~·these pupils is provided by these schools.
With only a few exesptions, the schools are notorious for their material and
instructional poverty, and for being extremely marginalized.

Often elated from even small rural centres of population,
their existence is o:tJy occasionally acknowledged .... With
most of them ill-equipped to offer much more than the bare
archi tecture of a basic formal education, these schools form
the lowliest and most historically neglected link in the chain
of apartheid education (Nasson, 1984a: 16).

The plight of farm schools was acknowledged in the 1983 White Paper on
Education: 'there is an urgent need for an investigation into the situation as regards
farm scho(\Js 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) u

decided to examine the farm schoc .:ua..tlonwith a view to addressing the
question: What contribution could assmall agency for educational change make to
improve the situation?

The ELTIC researcher (who is also the writer of this study) was given 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 b)' mproving the
English language proficiency and English language teaching methodology of
teachers, significant change would be promoted by:

" Enhancing the quality of teaching across the curriculum. At the time 99 %
(Race Relations Survey 1979: 418) of the schools had recently epted for
English as the medium of instruction and the English proficiency of most
teachers was in question.

• Raising the academic r ~~lifications and self-esteem of teachers. When the
farm school in=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 teachers had the requisite
qualifications for the posts they were holding.

Ii

"y
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• Tying the farm schools into a network of resources and skills from which
they were almost entirely excluded.

1.3 J-anguage pulicy - the language medium ill schools
Like the other sectors of black education, farm schools have beer- 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 classroom. In order to contextualize the English language issue in farm
schools it is necessary rt this point to give a brief account of the relevant points in

the development of language policy 10 South Africa,

The most widely ht;lrl view of language policy is that of Fishman (1972) who
defines language policy (~S. 'conscious governmental efforts to affect the structure
and function of language varieties' (quoted in Tollefson 1989:24). It has been
demonstrated by researchers in this area (Kennedy 1989, Paulston 1986) that
Fishman's notion of language policy can be extended tc include planning carried
out at all levels i.e., from politicians at. the one end of the process to teachers at the
other. Moreover, this, process can be divided into two separate but related pans:
formulation of policy and implementation of policy (Tollefson 1989:24),

Formulation involves decisions of formally constituted bodies and their actions
while implementation includes all the actions needed to carry out the policies.

In bilingual and multilingual 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
virtually impossible to 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

t't nomic resources could be controlled and privilege safeguarded. These issues
were at the centre of the struggle for political dominance between the two white
groups. After the National Party was elected in 1948, the power struggle was
dearly manifested in the language question as it was language - English or
Afrikaans, the two official languages of South Africa ~which was the distinguishing
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

3



black education i.e., parents, teachers and students ~ had very little -say in the
education policies. The black community was not consulted about which language
or languages were to be used in their schools. It was In particular the policies
relating to language in education that had a major effect IJn black education.

Afrikaaner Nationalist thinking concerning black education was revealed in the
following statement mai' .. ' by the FAK (Federasil~ -n All'ikaanse Kultuur-
'vereniginge):

... any system of teaching and education of the nahves must be
based on these same prmciples trusteeship; no equality and
segregation), ... must be grounded in the life and 'i...·orldview of the
Whites, most especially those of the Boer nation as the senior
white trustees of the natives ... (Rose and Tunmer: 1975 :243).

These views were- put into practice after the recommendations of the Eis,ebn
commission (appointed by the new Nationalist government to investigate the
siruarionin black education) were promulgated. The major recommendarions of tb~3
commission which had investigated aU aspects af black education, were adopted in
the Bantu' Education Act of 1953. According to this \ct 'a .new central state
department was set up to control Black education: the Bantu Education Department
(hereafter BED). This department wrested control of black education from the
provinces and the missionaries and legislated for a rigid lang~a~e policy.

According to this Act, mother tongue instruction was to be ex'tYilaed to beyoI}.~
Standard 2 so that it became compulsory from Sub A to Standard 6. Althoughihe
Elselen Commission recommended that one of the two official languages was to be
introduced from the second year of schooling and the other from the fourth year,
both English and Afrikaans were introduced as compulsory subjects from the first
year. The inflexible attitude to 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 j'Tationalist dominance in politics and education
(Hartshorne 1987).

i(

These aims led to the Act being constituted so that Afrikaans COuld become the
dominant official language both .'~n.classrooms and in management, control and
administration as well as ill ~.;acher training i.e., in all education institntions under
the control of the Bantu Education Department (BED).

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

4
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extension of mother-tongue medium beyond Standard 2 nor to. the
dual medium policy in the secondary school (Hartshorne 1987:92),

The problems pertaining to the language issue reached a crisis in 1975 when for the
first time the public primary school-leaving 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'ry concerning the lam ige
issue, the BED remained obdurate. Strike action began in Soweto culminating in
riots which spread country-wide in June 1976.

The immediate result of these wide-spread upre.ings was that from 1977, English
was ahowed unconditionally as ~Je medium of instruction from Standard 5.
Afrikaans became a subject in the'! curriculum only. The problem of language in
black educauon now shifted to a decision concerning at what point English should
be introduced as the mediu- "n the final form of the Bill (Act No.90 of 1979)
some flexibility was allowed. ', lie; relevant section reads as follows:

that the universally ac ~pted principle of the use of the mother-
tongue as the medium of instruc on 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
consideration in the application of this principle after Std.2, and
also in the choice of one of the official iacguages as the medium of
instruction where the mother-tongue cannot be used ... after Std.
2 (quoted '0 HSRC Report 18:49),

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

Although the focus of this study is not on formulation of langua ..re policy but on
unplemeruation, formulation and implementation are different aspects of t:1e process
of language planning and they are thus closely related. What happens at any level
of the ~anguage planning process will have a bearing on the other levels and parts
of this process.



The formulation of the 1979 Act resulted in 99 % of the Department of Education
and Training (hereafter DEX)! 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 10 teach through the vernacular. The reversal of this P(~~lcyin terms
of the 1977 change left the majority of teachers unprepared to teach through a
different language 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. Moreover, the teachers'
knowledge and know-how of improved teaching methods and new theories of
language learning had been neglected, These deficiencies seriously hampered the
effecdve teaching of English and the use of English as the medium of instruction.

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

It could be argued that farm schools needed attentlon more than any other sectors.
Firstly. farm schoc: teachers were less prepared for the change in that fewer of
them 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 medium of instrucrlon.
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 classroem
In relation to the research into the teaching/learning situation, it is essential at this
point to background another important area for this study: classroom language and
management. Whatever subject is being taught, it is subject to fundamental

I According to the Act of 1979 thl.! BED was reconstituted as the Department of
Education and Training (DET).



classroom pedagogy. Thus a consideration of the teaching and learning of any
subject must be seen against what happens in the cJassroom.

The language policy and planning decisions pertaining to both formulation and
implementation discussed above 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 pan of the teaching/learning
process. Cazden (1988:4) describes this classroom discourse as: ' ... the result of
non-deliberate, usually nonconscious choice at the moment 0:use.'

Research has shown (Cazden 1988, Wragg 1984) that from the earliest 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-speech event
in which the 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 it) and who gets a tum to talk and how much can be said. Usually, the IRE
format involves a series of Iow-Ievc questions which deal with facts only.

Cazden (19R8:50) has cited research which indicates that the IRE lesson can
positively aid the learning process. This occurs when the -ractional format of the.
lesson fits factual knowledge, Its usefulness lies in the teaching of basic SUi .ects
in the primary classroom which have either a narrow skill-orientation or in work
which is facr Ill.

However, a great deal of well-founded criticisj J has been levelled 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 I r 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. ~o a less teacher-centered 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.
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To be able to make these changes 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. Frequently the only role
attributed to the teacher in the classroom is that of the instructor. Littlewood
(1981:92.1 writes:

The concept of the teacher as 'instructor; is (...) inadequate to
describe his overall funl"th,'!.. fn a broad sense, he is a 'facilitator
of learning' and may need 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
facilitate the learning process so that knowledge. goals and tasks extend the learning
process to take in discussion and exploration by the learner. the teacher's role
would extend beyond that of an instructor to becoming a skillful classroom
manager.

Bell (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
counsellor. These skills 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 classroom language and management into account.

This is especially relevant to farm schools. 11Qt only because of the multiple
deprivations already mentioned but especially because of a feature specific to farm
schools - the combined Of multi-level class. Combined classes are difficult for
teachers who are well-trained and who have many resources lit 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 arc vast age, size,
health and intelligence differentials in these classes.

1.5 The initial aims of the study
This study set out to answer the question: What are the needs of farm school
teachers ill relation to the teaching of English as a subject and the use of English
as the medium of instruction that c' -ld be met ny an informal sector project
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intervention? After preliminary investigations it became evident that the study had
to be contextualized: the English teaching and learning process had to seen against
socio-economic background of the black farm school system.

As a result the research was divided into two parts; Phase 1 ~ the socio-economic
background of black farm schools and Phase 2 -the language teaching and learning
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,
attitudes and relationships to the schools on their land; the teachers - numbers,
{l~\aHfications, workload, living conditions and attitudes; the pupils - numbers,

. ~"JICe,pass-rates, drop-out rates, their living conditions and parents.

the research set out to answer the question: What are the needsofblack
.;,-'')~.'" '. >1 teachers in relation to teaching English as a subject and to using
bl,gl :ll !~Sthl:.-medium of instruction?

1.6 Thb 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 locating the schools and then in obtaining permission
from the fanner-managers, the DET and in some instances from the principals, to
enter the schools, the researcher mile contact with 21 farm schools in the
Skeerpoort, Hekpoort and Broederstroom areas of the Magaliesberg district between
50 to 80 kms North West of Johanaesburg.

Preliminary research based on a questionnaire survey and a structured interview to
assess teachers' English language needs, in terms of English having been chosen
as the medium of instruction and classroom discourse and management procedures
were Instltuted. It soon became evident that this small area of concern could not be
understood in isolation from the broader issues 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 socio-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 the
teachers' language needs are described and discussed in Chapter 4.

The findings reported in Chapter 4 do indeed indicate a felt 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 concerning 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 experience 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 <t r '''pmeot of theory is constantly set against the textures and complexities
of adburiintervention

As a result of the unusual circumstances outlined above and because of the
researcher's commitment to coming to terms with the untidy process of
intervention, the dissertation follows a rather unconventional pattern In this
approach, intervention was the first stage and theory therefore, emerges after the
event, 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.

\\'C
\)

Because the procedure of the study was unusual and hence the stages were not clear
cut, 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 design is described and its effectiveness
analysed.
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CBAPTER2

THE QUEST FOR APPROPRIATE APPROACHES TO
UNDERSTANDING A LrTTLE~RE$EARCHED CONTEXT.

At root, what researchers do is extraordinarily simple: we look, ask and read
(Davies et al in Burgess 1985b:290).

2.1 Introduction
The first aim of this chapter is to discuss the theoretical basis for a needs
assessment as it is has been used in t:lis study, This will be followed by the
provision of the background of the two main streams of education research:
positivism and ethnomethodolcgy. 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 tenets of language classroom research follows. Finally,
the application of these approaches, methods and techniques to practice are
presented.

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
could meet the needs of the farm school teachers in relation to the use of English
as the medium of instruction. The compilation of a needs assessment was thus a
priority for determining the pedagogical needs of the teachers.

It was also 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 question 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 Sf! necessitated a far more defined focus.
Therefore the following set of questions were formulated in terms of the research
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problem. These questions were schematized and they can be represented
diagrammatically as follows:

r=_-_..,..-A_re __tea_C_he_rs.;;..pro_firlc_ien_t_in_En._;;_gli_·Sh__ ~

[
e. J i

Y
How is English as a subject being taught?z=Are the pupils learning English?

Are the pupils learning all the other
subject'?

-1'
I
i
!

Ale the te.achenccophg with English as the
medium of instruction when teaching

content subjects?

Do the classroom managent methods allow for an optimal Iearning
environment?

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 (1970:82)
further argued that:

... [Iln andragogy the starting point in program planning is always
the adults' interests, even though the end objectivemay be to meet
their <and an institution's and society'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 surrounded by a great deal of fuzziness
(Monette, 1977:120). An attempt to clarify the term was made by Scissions
(1982:20) when he summarlzed the various definitions of needs by grouping them
into four categories: basic human needs, felt or perceived needs, normative needs
and comparative needs. As the concern in this study is with esta~lishiri& teachers'
needs, the focus will be on assessing individual needs.
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2.2.1 Needs in theory
In general, when the term is applied to individuals. it is used in two senses:
perceived or felt need and real need. When need is used interchangeably with
'want' or 'desire' there is an implication of intention - this h a perceived need.
Real need refers to some lack in the individual, a gap in knowledge, attitude or skill
measured according to some objective criterion. The implication here is that there
ic; an outside observer using some criterion outside of the individual
(Monette, 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 these 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 ofassessing needs, and indeed the philosophical 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 (Scissons, 1982:20)

Needs are not really identified, they are inferred on the basis of philosophical
underpinnings, the variables found in the practical situation and the available
informationr , 'In other words, the process of needs assessment is inferential, based
on the analysis of data' (lbid: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 to be done 110t how to do it.

A needs assessment has many, varied functions. Of those functions the ones
relevant to this study are firstly. it provides an information base which enables
instructional resources to be acquired, reorganized or utilized. Secondly, when a
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task has several critical sub-tasks, these sub-tasks must be identified -so that the
instruction is focused and relevant.

A needs assessment involves listing goals, quantifying, measuring, and prioritizing
needs, and using this inforrnanon 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):

a. identifying desired goals and ranking them by priority (expressing desired
goals then ranking and rating them).

h. Determining existing conditions and degree of goal realization (questionnaire
survey plus observation of the situation).

c. Identifying and analyzing discrepancies between desired and existing goals
(analyzing the data from a. and b.)

d. Setting priorities for discrepancies (ranking the analyzed data).

Before the methodology which was used to collect the required data 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
At the heart of this study is the concern with what farm school teachers do in their
classrooms and, what happens in the classroom, is closely tied to teacher
effectiveness. The issue of teacher effectiveness is of central importance to
educadon.Questions such as: how can teacher effectiveness. ~e measured'! how can
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
underpinned the approaches adopted by education researchers.

The positivistic approach is based on the objective, neutral and rational methods of
science. For example, until the rr))d-60s in the USA, and the early 70s in the UK,
teacher effectiveness was not eX~{ninedin relation, to classroom processes but rather
in terms of mental testing, secondary 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 Hamilton and Delamont (1974:157)
•describe the education researcher of the 60s as someone who: 'limits himself to the

manipulation of studying of antecedents and consequences ... but never once looks
into the classroom to see how the teacher actually teaches and the pupil actually
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learns', As researchers realized the unproductiveness of their efforts, the emphasis
of education research shifted to the classroom where essentially the stream of
classroom events was observed. Instructional analysis ~ a major tradition of
classroom research emerged.

Alongside the interaction analysis tradition, another approach developed emanating
from the anthropological paradigm: ethnographic classroom research. Although this
approach was derived originally from anthropology, it was developed further for
psychiatric and sociological observation before it began to be used for classroom
observation. For some time it did not have the wide currency of the interaction
analysts. In this paradigm a global view is sought and the aim is to discover 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
Initially. the aim of classroom based research was to record and observe 'the
~nel of learning and teaching Jrhich take place inside the classroom "black
box" , (Hamilton and Delamont, 1974:157). 'rhe technique employed for this
~rch was interaction analysis: a research stylt . .nanating from the traditional
poMti(~istic-scientific paradigm with a basis in behavioural psychology.

\

Dcs:pite the change of focusbf researchers, the resulting proliferation of classroom
observation investigations contributed relatively little to the understanding of key
education issues. Gage (1971:3, discussed in Hamilton and Delamont Ibid.158)
reviewed 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 analysts of these results indicated that classroom research techniques
were not 11:,1Ochbetter than those they were intended to replace.

2.4.2 Techniques
Interaction analysis is characterized hy the use of the observation schedule. The
schedule enables the complexity of classroom 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 also avoided by
focusing investigations on what the teacher does, not on what the teacher thinks
about what (sjhe 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 objectivity (Hamilton and Delamont, 1974: 159-
161).

2.5 Participant observatton
2.5.1 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 time 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 battery 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 the study IS to be conducted.

The essential difference "'etween ethnography and traditional approaches 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 SUPPOIted by the results of the
study. Instead, the study of previous work results in zentative, working hypotheses
and strategies only' (lbid: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
research-based belief that behaviour is significantly influenced by the environment
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 collecting data in order 10 form new
hypotheses. This research is thus particularly suited to exploratory and descriptive
goals (Dane, 1990:147).

In this method, the researcher is involved in intensive data collection. Data on many
variables occurring over an extended period of time and taking place in a
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naturalistic '§ctting are sought. The typical setting is a classroom or a few
classrooms.

Following Dane (Ibid: 159), the participant can be at the one extreme observer-as-
panicipant {when (s)he is known to the participants as a res- .rcher but does not
take an active part in th-e 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 researcher could be in a position at any point between these two
extremes.

Although the basic methodology of ethnographic research is participant observation,
non-participant observation may also be involved. In conjunction with observation,
this aPI1foachinvolves a variety of data collection strategies such as, questionnaires,
intervid,~s, attitude scales, and other psychological instruments, recording devices

)/and exa#;~1ation of written records.

2.6 The positive and negative aspects of these methods '
2.6.1 Instructional analysis
The instructional analytical approach has been criticised by researchers and teachers
on a nu~ber of the aspects which make up this approach. These difficulties arefar
too num~lrous tcldeal with here. The discussion will thus be limited to criticisms
related to those aspects which rue 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 obJe,,:::fvityof this
approach. is that the context in which the study is conducted is not taken into
consideration. For example in the farm school situation, the one-way interaction of
teacher-pupil can be isolated, classified and analysed. However, the intense cold of
the unheated 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 research ':0cuses on
observable behaviour. As a result (he 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=ution that strict disciplir:e is always enforced in black
primary schools and hence the pupils responses are inhibited by fear of punishment.
Yet in the farm schools, further investigation reveals that these children often come
to school hungry and tired, haying had to rise early and travel long distances. The
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distance between the observer and the observed prevents the researcher ""'om
penetrating the situation meaningfully.

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

By ignoring the context, not looking beyond 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 reductionism - is one reason why
interaction analysis has not led \0 more significant discoveries about educational
practice' (Hamilton and Delamont, 1974:159)"

Another serious criticism has been levelled by Walker (1971: 143 quoted in
Hamilton and Delamont, 1974: 163) when he writes: 'any description of classroom
activities that cannot be related to the social structure and 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:

[T]he model of unilateral control mJy targely escape notice so long
as the participants in situations share a culture (share substantive
assumptions). But in a nation of many cultures ...in a world where
different cultures must learn tQ live together as one planet, at a
time when different cultural greups are increasingly refusing to
subordinate their values, and a1,a time when change is occurring
fast ... the model of unilateral control sin") y doesn't work." While
for research purposes it might be possible to r ....gard the classroom
as a social unit in its own right, it is only with difficulty that it can
he regarded as self-contained. An adequate study must
acknowledge and account fur both the internal and the external
aspects of classroom life.

On the positive side, the sample obtained from nositivistic research enables a
standard to be generated which can be extrapolat i to the wider community. In
addition it, ' ...is not an all purpose method but, rather, one way of collecting
survey-type data on the socio-psychological climate of the classroom' (Castle,
1990: 1(1). Furthermore, the results of these observations are useful as teacher-
training tools.

2.6.2 Participant observation
Became 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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important characteristic of ethnographic research is the relationship which is
established between the researcher and the researched. The success of ti:e research
depends on the reciprocal relationship which develops between the anthro=olcgist
and the key informants. Doubts have been raised about attaining the same results
from participant observation. Hence, the validity of an adult researching children
as a participant researcher has been questioned (Burgess 1985b: 11).

A further criticism of participant observation has revolved around the lack of
aeneralizabllity. Because participant observation concentrates on one or a few
classrooms only. the generalizability 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 {'If (L~a necessary for one
study is enormous and to continue the investigation into other classrooms would be
a very long term nrocess. 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:

[lit presents an image of non-ideological 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 a precursor
to change.

She points out, however, that a weakness also emerges here:
[Tlhe research itself cannot bring about the change as a major
problem with interpretive research 18 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 hypotheses generated
art' often more valid than those based on theory alone (Gay, 1981:174).

2.6.3 .Juxtapositlon 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
appears to be appropriate at the outset may prove not to be so c.;ce the research is
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underway and different approaches and techniques will have to be introduced. As
Tn (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
arguments for psychology versus sociology· and get with the
business of attacking our problems with the wide array of
conceptual and methodological tools that we possess and they
demand. This does not preclude discussion and debate ....

Wax's (1971:10 quoted in Burgess, 1985a:4) "":Irnine that: • Strict adherence to any
method, techniques or doctrinaire lull m. ,for the fieldworker, become like
confinement in l\ cage' both supports Trow's -peal and brings it into the realm of
practice.

Davies et al (19~5b:291) argue against 'integrating' methodologies, where this
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 due 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
research, have also 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 lias been demonstrated above that classroom-centered research is the inquiry into
what happens inside the classroom when learners and teachers come together.
Although in this research. inputs (the syllabus, the teaching materials) and outputs
(learner achievement scores), or the quantitative aspects of classroom research are
no! 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-learning process. These activities include
classroom organization, the use of group and pair work, the number of exchanges
in an interaction etc. (Allwright:1983. Gaies,1983).

Initially, classroom language research, tempted to determine what was 'good'
language teaching and to train language tc, chers accordingly. The approach was
prescriptive and narrow. This issue of 'what constitutes effective teaching proved
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to be so 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
traditional pedagogy, to trying to find out what happens in classrooms. Two distinct
but related viewpoints emerged from this change:

I) The language lesson is a socially constructed event. The emphasis is on the
interactive aspect of the behaviour of all those present in the classroom,

2) The language lesson is a setting for classroom language acquisition and
learning. The emphasis here is on the teacher's talk as Inpu- (Allwright.
1985: 197).

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 researcher 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 interviewee to make personal responses. The
usc 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 g(K~Sor. in the classroom may require a combination of
these methods. 'In practice the principle of triangulation can simply mean that it is
wisest to opt for a combination of observation and introspection and, within each
for a variety of observers and "introspectors" '(1985:193).

This fundamental change from prescription to description has brought claasroom
language 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 U1<l1'e insights. Each new insight in its turn
brings other aspects 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 establish farm school teacher needs is
evidenced by the research having to be divided into Phase 1 '!nd 2. In addition, in
each phase. multiple viewpoints were necessary to fill in the picture as much as
possible as well as to try to establish 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 most
effective means of data collection. These were:

a) history of socio-economic background of farm schools
h) DET policies a.id direcrives - the actual statements as well as how they an'

interpreted and implemented
c) .armer/manager attitudes to their workers, the schools, the teachers, pupils

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,
information was required concerning the following aspects:

a) the teachers' proficiency in English (L2)
b) the use of English (L2) as the medium of instruction
c) classroom management techniques
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 compare 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 learning 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
arguing for an approach which can take as many variables of the situation into
consideranon 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
utilized.

The multiple view-points which accompany participant observation took into
consideration the importance of using many viewpoints to try to establish validity
as well as to generate hypotheses.

2.8.3 Methods of collecting data
It is impossible for an observer to observe and record everything that goes on
during a session, especially in a natural setting such as a classroom, The researcher
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 categcries (teacher asks a question, silence etc.) and a check list of more
specific behaviours ( pupil initiation. teacher answers own question).

Long (1980: 19) stated that the instruments which have been developed for
observation in content classrooms are not appropriate for second language
classrooms. Ohe reason for this is that categories which are relevant to content
classrooms are 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 i~ not on how milch 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
~~)be informative, it should be grounded in the relevant theoretical constructs
(Ullman and Geva, 1984:115).lt 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 these factors into
account and which focus on second language learners.

One of these observation instruments 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 process variables which occur
during the implementation of second language programs in the school system'
(Ibid: 119).

The TALOS 'scheme consists of three sections: a specific low 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 e.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 chos\:!1from 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 to find any scheme which was suitable for
observation of contenr subject teaching where the medium of instruction was not
that of the teacher or the pupils. The FLINT scheme of Moskowitz was adapted by
the researcher 'to include such categories as 'codeswitching' , 'handling combined
classes' etc. (See Appendix D).

The following methods and techniques for collecting information were used in this
study:

Phase J
• information concerning DET policies and directives - obtained from source

and documentation
• information from managers and principals (initial meeting) - structured

interviews (oral questionnaire + closed interviews)
• information 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
The instruments which were used for collecting information in this phase included:
structured interview (questionnaire and formal interview); unstructured. informal
interview; structured observation (observation schedules); participant observation
(field notes) and numerical data analysis. The different methods and their purposes
are tabulated below.
Purpose
To establish the teachers'
felt needs

Method
a) questionnaire survey
b) structured interview
c) unstructured interview

To assess teachers own
English: structures and
language skills

a) questionnaire survey
b) structured interview
c) unstructured interview
d) Tales observation schedule
e) field notes

To assess the use of English
as the medium of instruction

a) adapted observation
schedule
b) field notes
c) unstructured interview

To assess classroom management a) adapted observation
practices schedule

b) field notes

To assess pupils' English and a) TALOS observation schedule
classroom interactions b) adapted observation schedule

c) field notes

To ascertain numbers of classes, a)Numerical data analysis
numbers of pupils, numbers of
responses, the teacher/pupil
ratios etc.

Where teachers were agreeable and where the situation was conducive to being able
!O record, tape recordings were made of structured and unstructured interviews and
lessons. Four interviews and three lessons were recorded. The quality is not good
hm where possible these were transcribed and some of the data has been included
in the findings in Chapters 3 and 4.
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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 as 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 fanner/manager and the DET,
she was Teja.rded with su..picion. It took a great deal of time and effort to assure
the principals and teachers that the researcher was neither an inspector nor a DET
emp~.

~ ~~ seriffilS~tome of the suspicion was that the principals and under their
i~fl~~ ~ teachers, responded to the questionnaire and the structured interviews
~i;"~~the researcher what they thought she wanted to know or what they
~~>i~ rhe acceptable response was. Moreover, numerical data was given in such
~:~y tha,t ,the school and the staff were shown in the best light. In some instances,
ilie 'n,Stareher had to return to the school to try to sort out contradictions and
~'v£~s exaggerations.

~t.would not be unreasonable to assume that the responses reported above were the
ksult of the 'Halo Effect' (De Vries 1985:6) argues that 'this can be a major socio-
psychological constraint acting upon the learner'. The respondent (learner) 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 idenrify and
stnte 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 individual fulfillment procedures of the
implementation of programmes on the basis of felt needs can easily
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disguise subt.le and perhaps unconscious manipulation on the part
of the educator's personal preference becomes the sole criterion tor
the sponsorship of educational programmes.

He argues further that, those educators who adapt the felt needs of the learners and
so limit the demands of the learners are still manipulating the situation. He adds,
moreover that 'those who disregard the aspirations of the learners by stimulating
more 'desirable' learning objectives which have not come to the learners' attention'
are also manipulating the learners. If Monette'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 itself 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 patterns in classroom
interaction, this schedule yielded {~r~uch data that in the time available for this

/;

study, it could not all be processej,

2.9 Conclusion
It has been demonstrated (6at 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 entailed. Thus
a juxtaposition of different methods which would allow a wide interpretation of the
different and varied aspects contained in this study was chosen.

Despite [he difficulties which came to the fore while the researcher was using the
instruments, 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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CHAPTERS

FAR" ,SCHOOLS OBSERV};jD (1): MATERIAL, HISTORICAL AND
SOCIAL CONTEX'rS

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 October 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
schools' is used, 21 schools are referred to. The Group A schools were selected for
in-depth stud), 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,
administration and attendance rates is presented. In paragraph 3.4, the historical
setting 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, d-a.tlSport,isolation and the power of
the farmer manager and the DET will be focused on in this section. Thereafter it
wi11 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 backgroundiug 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 discussed as they pertain to what the
tl":lchersand the pupils bring to the classroom and to what they find there. On the
one hand the position of the teachers in relation to 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
and what they find in the classroom.
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3.2 The physical appearance of the school
3.2.1 The location of the schools
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 provide transport. In addition, they are isolated from one another and
in some instances, the schools are situated some way away from the main farm.
One one-room school 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, ~ssible
by car in wet weather, is situated 3--4 km from the main part of the farm. The
schools are always fenced off from the farm and the adjoining playgrounds are
generally sandy and dusty.

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. Very few of
the schools have ceilings, most have concrete floors which are uneven and often
crumbling and there is a total absence of heating.

, ,/.1

Electricity is a rarity (three of the 21 schools have electricity) and 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
toilets, 16 have pi! latrines and 2 have no toilet facilities at all.

In some instances where school enrolment has expand, d rapidly 0\' where promised
I ~

extended classroom provision has not materialized, makeshift classrooms have been
established in disused farm buildi/ corrugated iron huts and, in one case, the
school verandah has been boarded 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 sufficient 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 Classrooms in
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six schools. In those classrooms the desks are crammed against each other and it
is difficult to move among them. Further, the condition of the chalkboard renders
what is written on it illegible and more than the requisite number of pupils are
sharing the desks.

In five of the schools researched, more than one teach,~r aad their groups share the
same space. In some instances an attempt to demarcataithe' space is made by using
pin boards; in all instances the noise is disturbing. Th~ ~rObiems with this kind of
arrangement are exacerbated when each teacher is teac~ing a combined class. One
school, which consists of three teachers and six classes (three combined classes),
share one room. The room is divided by three fl'eestandi~g pin-boards. Each teacher
has her combined class in one of these divisions. Th~1acoustic difficulty of this
situation is just one problem militating a~mst establishing an effective teaching
and learning environment. C) 'i "

I)

3.3 'The working of the school /;
3.3.1 SChOOl administration i \~.

\ . .~

The ceiling figure for the total enrolment of each farm ~Chool is set b~,~e DpI ..J
'This figure is arrived at according to how much physi(\al space is availafJie"'in a
school. The stipulated space requirement is 'one sqeare metre per child per

I
classroom' (Plaut 1976:6). Therefore, the number of pupils who can be enroled for

I

each grade, as well as the total enrolment, is controlled. Table 3.1 shows the
resulting vdiiktions ill individual class and school enfl~lments in the group A
schools where the lowest enrolment figure is 13 and the ~ighest is 315 pupils.

\
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Enrolment of pupils by .mool grade (y1'.8r· ).t school)

Schools 1 2 3 4 5 7 Total
Sub A Sub B Sid 1 Sid 1 Sid 3 Sid 5 enrolment per

school

1. 23 20 18 l:l! 12 4 89

Table 3.1 • Enrolment of pupils il. the group A schools in \he Magaliesberg Valley area

There are, in addition, other factors which influence thl! variations in total
enrolments. In some instances, with departmental approval, schools have a greater
?nrolment than stipulated. The plies are waived when one school closes down and
the pupils are transferred to the nearest functioning schooL Moreover, when there
are no other schools available for the pupils in a particular area, despite regulations,

/i : )

some schools accept ag/ many pupils as can physically be fitted in. The naraes. hf
the additional pupils do not appear on the role. There is :'thus sometimes a
difference between 'actual' and 'real' enrolments.

Owing to the situations described above some schools are 'legally' and others
'i1~,gally' overcrowded. In certain areas an overcrowded school can be found in
close proximity to an under-utilized school. The research revealed that in one
instance a school operating at f~ll capacity reports that they have daily enquiries
for places while the neighbouring school has small classes and an empty classroom.
Five instances: of under-used schools were fould in the 21 schools researched.

Principals and teacher, Ientified three main reasons for the lack uf rationalization
in these schools:
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• farmer/managers who are unsympathetic regarding the payment of school
funds and who demand that school uniforms be worn thus disqual.fying
potential pupils:

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

• finally, there are schools with a 'good' reputation: either they are known to
have high pass-rates or the parents like the way in which the 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 ic the urban areas
and from one au.nher.

Dilly one school has d telephone. The others have to rely on the postal service for
communication. One principal spoke of how she ami her staff had missed two
courses owning to the advice concern in!:, the courses arriving late. When" the
teachers need advice or have difficulties which concern the DET they have to go
10 their regional office. In all instances this means taking a day off from school.

One of t'ie important functions of inspectors is to advise the principal on the
administration of the school. Another 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 official language is being introduced in Standard 1.

The inspectorate is short-staffed. Where the schools are not easily accessible,
inspectors' visits are infrequent. One principal said that an inspector had net been
to her ::;,;,;11001 for two years

3.3.2 Attendance rates
Good attendance is regarded by ttw, principals as an average of 90 % per week and
poor attendance as 70 % or less. According to this criterion, good attendance was
found in those schools where the majority of pupils live on the farm on which the
school is situated and in those schools where transport is provided.

Only four of the schools researched fall into the 'good' category, In the remaining
17 schools the principals complained of fluctuating attendance. They talked of
attendance sometimes falling as low as 50%.

32



Manv 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 fa-ns. Although this is iilegal and principals are duty-
bound to report such incidents to the depanrn m:, they are often under 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
ocr +ons. 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, prompted 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 said that
truancy was a problem but 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.

7
Sid 5

'i''JIal

Table 3 2 - Pupil drop-oms in the group A $choois by number of yean at sehoul

The highest drop-out rate of 20 % occurs at the end of Standard 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 mother 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 insufflciert grasp of English
(see .:'1.:14).
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The 52 % cumulative drop-out rate has serious implications in relation to how
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 1994a: 35).

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, i': 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
Standard 3. This indicates that there are mere drop-outs than are shown in the table.

In addition, the figures given in Table 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 is 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
transfer cards there is no guarantee that they enrol at another school.

Furthermore, as there is no legislation regarding compulsory schooling for black
children, there is the issue of how many school-going children are actually at
school. At one school situated in the middle of the farm compound, there were
more 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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Figure 3.1 - DropOUL rate of pupils in the group A farm schools in the Magaliesburg
Valley area

3.4 The background to the farmschool situation
3.4.1 Introduction
In this section the farm school system is contextualizcd in terms of the historical,
economic 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 l.c., the learning/teaching situation.

3.4.2 Historical perspective
In the early Jays of black education in this COUIlUY, farm schools were not
diff ....rcntiutcd 1'1'0111 urban or community schools - all were treated alike as 'black
schools'. Thus, in order to place the farm school system in an historical perspective,
where it is pertinent black education in general i~discussed.

Umil the discovery of diamonds in Kimberley and gold in the Transvaal, South
Africa was essentially agriculturally oriented, Thus farm schools for both black and.
while children have been a part of the education system from the early days of the
sculcmcnt in the Cape Colony (Molteno 1984~Gaganakis and Crewe 19H7).
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Prior to 18()() very little education was provided for black children. Those few who
received formal education attended colonial 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 1 ilbut mostly rural. In many instances, the missionaries bought a piece
of land from a farmer and established a farm school on it (Gaganakis and Crewe
1987, de Clercq 1986).

In 1841, the provincial government of the Cape. recognizing .the importance of
black schools as a pacifying influence on border unrest, began making 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 011 the enforcement of racial segregation (Molteno 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 control. The
governments of Natal, the Orange Free State and the Transvaal began subsidizing
mission schools in 1884. 1878 and 1903 respectively. Molteno (1984:58) points out
that it is significant that in the Transvaal and the Orange Free State, interest in
black schooling 'coincided with the establishment of capitalist relations of
production in agriculture 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 unprecedented 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 to an urban black working class.

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

Although education at this time was still controlled jointly by provincial
governments and the missionaries, provision of education for blacks was separate,
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unequal and limited and directed to the expectations of the pupils' future
occupations. The attitude of the whites towards black education are summed up by
Pels (in Molteno, 1994:73) ' ... farmers, mine owners anti industrialists view with
alarm a process which, as present world experience ShO~lS, tends to stimulate the
laborers to unreasonable wage demands and uncomfortable social and political
aspirations' .

Whe-t 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 population as a threat. Thus while the Bantustan policy, enforced by
the Group Areas Act and the pass laws, was designed to keel' the blacks away from
white areas of wealth and control as far as possible, education for blacks was
planned to prepare them for their role as inferiors whether they lived in an urban
area or not. It was made clear in Verwoerd's notorious words how the imposition
or 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 reason it :ts of no avail
for him to receive training which has as its aim absorption in the
European community, where he cannot be absorbed (quoted in
Molteno 1984:92).

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 Education ACl of 1953 gave the government direct and total control over
black education. This Act wrested control from the churches and the provincial
administrations. III
After the passing 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 '·towns.If 'fundamental' education
can also be obtained on the farms the trek from the farms will be
combatted, more especially if the t.rl;l: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 farm schools were not accorded parity with other
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black schools in the system, Once farm schools came under the direct control of the
BED, they came to 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:
...women 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 'basic idea of teaching the
child in order to fit him for filrl'l W(Y ~ ''''-rell 1964:65).

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

The 1953 Act effectively curtailed mission involvement in farm schools with the
'law' that a farm school must belong to a bona fide farmer (Plaut, 1976:5). While
this Act disempowered 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 land on
which the school is situated, it is the white farm owner who is in such a powerful
position that he is pivotal to the black farm school system. Therefore any
consideration of black farm schools must 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 ....stablished on white-owned farm land for the children of
the farmer'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: he is both the
provider and the manager.

The fanner 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 1986).

J Iowever, because he owns the land, it is the farmer's prerogative to open a 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 fire 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 sc!1001 uniform,
As the land-owner he also wields the power as to which adults 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
oftep interfere in the running of the school outside of their jurisdiction as manager
th their use of children during school hours for farm labour. In some instances, a
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 can be dependent on the principal's willingness to allow
the pupils to work on the farm during school hours.

Research in rural areas has shown that there are wide variations in the management
and conditions pertaining to the farm schools as well as differing educational
standards (de V Graaff and Lawrence 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 administers the
education in the farm schools, i.e. it provides the syllabi, textbooks and equipment,
lays down the hours of tuition, and the terms of teacher employment, oversees end-
of-year examinations and appoints 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, til extension 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 lower 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 combat migration to the cities ... Beyond that, the relevant department's
attitude to farm schools was one of lalssez-falre, approaching 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 attitude 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 other systems.

However, as Gordon (1987;6) points out 'the current official policy towards black
education is contradicted 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 lie hands
of the farmers. The farmers are expected to carry certain costs (see 3.4.3 above) and
organization. This according to the DET Report (1976), has been an unfair burden
to 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 attitudes towards 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 (Nassorl,1984a and 1984b, Smith 1984,
Lawrence 1991) concerning this point in the fc'Iowing 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 at
school because the controls regulating schooling provision stem
from political, social and economic factors (91).
Security of tenure is fundamental to efforts aimed at mobilizing
the black community to improve schooling (72).

The research conducted in the 21 schools iq the Magaliesberg Valley isolated two
-specific problems arising from the political, social and economic factors which are
major constraints affecting the functioning of farm schools. These are itinerant
labour 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 amosg
fanners. As a result of mechanization and other up-dated farming methoc' 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 and women.

The Surplus People Project (Survey of Race Relations in Southern Africa 1983:158)
in d. 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 ownership in fewer hands, leading to a stream-lining
of the labour force;

• fanners' needs to extend the use of their land, thus limiting land for
workers' own agricultural use, with workers being given notice or leaving
voluntarily;

• change in farm ownership.

This situation has been further aggravated by the severe drought cycles experienced
in South Africa over the last decade.

Of the 21 principals interviewed, ten spoke about the reduced black populations in
their areas and of the implications of this trend 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 as a whole when the pupils are
frequently moved from school to school.

It was estimated by the interviewees that about 50 % of the local black population
from the Magaliesberg 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 1vJagaliesschools
to continue their schooling there.

Of those labourers who have remained in the area, very few are permanent workers.
This is evidenced by the low percentage of pupils enrolled in a school on a farm
who actually live on that farm. On average, in the 21 schools researched
approximately
12 % of the pupils enrolled 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 fanners rent out their accommodation to these famiH'!s
during their employment on a seasonal basis and, in some cases, when the labourers
are working on other farms in the vicinity.

One principal who 1S accommodated in a compound where rooms are rented out to
itinerant families said:

'There is always drinking and noise and trouble with the farmers
and the parents take the children out of school and go to another
place'.

Another said:
'The worst is they have no homes, they go from place 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 research was underway,
a new flower farm was established in the area and in less than a month a large
squatter 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.

-"I"

Some of these parents insist on their children attending school. While ~1ey are
working in this particular area, places for the children will be soug~t 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 (see
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 net 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 pupils coming to school hungry,
underclothed and tired.
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In order to keep a child at school, parents have to pay sch~l 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 on early payment of school funds and the we=-tng of a school uniform.
Some farmer/managers insist that pupils leave by a cert .....t date, usually at the end
of March, if school funds are not paid. On" farmer/manager will not allow children
who do not have uniforms to be enrolled ..w some instances this can mean that the
pupils 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 school 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 equivalent levels.

Any child at school is a drain on the family finances. In some instances when a
child fails a class, particularly in the early years of school, the parents .remove the
child from school altogether. If the child is very young, she would be kept at home
to look after younger siblings and so relieve the mother or an older sibling to go
om and find work. If the child is old enough, she would go out and find work. The
words of one principal sums the claim of five principals and teachers and two
farmer/managers '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. Th, majority said that they have open days on which
the parents are invited to come to the scuool, talk to tb teachers and find cut what
is going on in the school. Thtse occasions are fairly well-attended but the parents
the teachers most want to s~e do not come.

Twelve qf the principals interviewed ~.:'''eattempted to set up parents' committees.
This was an attempt to 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 held at night when parents are tired a..er
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H very long day on the lands; some parents think any school involvement means
producing money. There is, however, good support by parents for school sports
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 but on
the other hand they are nervous of the parents becoming 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 problems endemic
in the farm schools bur.they are micro issues springing rrom the all pervasive socio-
cultural factors operating in the rural areas. As Nasson (1984a:15) writes:

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

Nasson (Ibid:12) also points out that It isa world-wide phend'l,~eno:1 that manual
workers are 'unsympathetic to their children staying at school ~eY0~d the statutory
leaving age'. As there is no statutory leaving age-tor black Ci1~tdreil>parents can
and do remove their children from school at any age and at any 'time.

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 under-nourished and lack motivation: this results in educational
failure and dropping out. The research indicates that in most cases the children drop
out before they have attained functional literacy.

Disernpowerment of farm labourers is the direct result of the political policies
followed in South Africa up until the present. The lack of power forces the workers
into a position of itinerancy where they have to take what work they can in order
((1 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 generation ally' (Nasson, 1984a:D).
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.4.6 Transport as a factor contributing to the poverty of farm
schools

In the Group A schools, approximately 12 % of the pupils enrolled live on the farm
on which the school .'s situated: 75 % of the pupils come from farms up to 6 kms
away and 13 come from between 7 - 15 km away.

It has been 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 tic the nearest and/ or
most convenient 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 pointed 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 an-! wet in inclement weather. The danger of hitch-hiking
especially for young girls. was also mentioned. Hitch-hiking h also an unreliable
mode of transport. Pupils thus generally end up walking or not coming to school
at all,

The only one of these difficulties which can be eased by the teachers-is !~teness:
a strict starting time is not enforced, particularly in the winter months. Even when
a strict starting tim!':is not enforced, latecomers usually miss the first lessons of the
day. On eight out of every ten trips made by the researcher, pupils were found still
walking to school at 1O.OOam.

One school of the 21 schools researched begins G:;~ hour later than the other
schools and closes an hour later. Despite the 7~1,\,;t that the staff at this school say
that this arrangement works well, tee-hers e: orner schools claim that a late closure
interferes with afternoon activities and makes homecoming for both pupils and
teachers very late.

There are also problems forthose children who have access to public: transport.
These difficulties are finan, \;il The cost for a month for a iQq1neyof 12 krn a day
in 1985 was R3.50 (this must be measured against a monthly salary of R80 - R120
in 1985). In the areas researched it was found that there are 110 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 famiiy is attending sehoul. It was reported by two principals
that in some cases the children come to school by bus for as long as there is money
for bus fares. Once the money runs out the pupils walk to 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
thht 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 political and economic situation pertaining to rural areas.
In brief what transpires is:

• schools are scattered and thus many pupils have to travel great distances to
school

• most children wah .. to 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 til'ed and hungry

when they arrive at school and cannot concentrate
• children often arrive late and miss the first two or three periods of school
• weather conditions and family needs (acting as baby-sitters, cooks, cleaners,

nurses, shoppers) sed .isly affect school attendance
• the phenomenon of itinerant labour where families move from farm to farm

h) find work. This means that children are e1ther moved from school to
school or they often find themselves at a very great distance from their
school as the parents go further and further afield in search of work,

Ihc problems attendant Or! all these means of getting to school affect attendance
adversely. This in tum leads to pupils failing behind with work, failing and
subsequently dropping out.

3.5 The realtty of the school - the teachers
3.5.1 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 DtT al.ocates teachers according to a uniform 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 below). However, the number
of classroo.ns also dictates .he number (If teaching posts available in anyone
school. For example, iu one of the schools researched a ccmbined Sub A and B
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class had 85 pupils, This school qualified for another teacher but as there was no
classroom, the pupils had to be taught by one teacher,

In another school, the number of pupils in a 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 too 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 allocated a post, word is put out ill the area by the principal and
manager that a teacher 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 staff 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 teacher is employed, the
unqualified teacher has to give way. On the whole. the farmer/manager is guided
by the principal in matters relating to the employment of teachers.

three. !Icar
certificate.

\

I-------i~,---+---
Mlgaliesbetll I 6 (l:(10)
Valley

I sCho<.lbN,,"'i1

Number ;If
teachers

Minimum
aC<'q'llJIblc
qualiJIcati,n
(or a leachet "
12 years of
Ichoolil1l (Sid
10) plu$ a

12 years of
schooling
(Sid 10)

Currently
studving for
degree at
University

11 (22%)
.__ • -.1......._. __ ---1

4
17 (33%)

All schools
for Blacks
N", 837421

10 no (13'1';] ..2.:73 (5::2

14 .543 (17%)

Table 3.3 • Qualifkalion, of the teacners ill the Group A M.galiesberi Valley schools compared with All le~,hrrJ' in
schools for Blacks

---.---~-----
1 Race Relations Survey 1983 (1984)

2 The percentages do not add up to 100 as there were also teachers with other
4 ual ifications.
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3.5.2 Teacher qualifications and upgrading
Although 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 teaching certificate 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 2 have a Standard
8 pass. This means that 88 % of the teachers are under-qualified in terms of the
DFT requirements.

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

As latterly teachers' salaries increase significantly once they have obtained the
Standard 10 pass, there is a concerted drive on the part of the teachers to upgrade
their qualifications. However, private study is difficult even in far better conditions
than those available to f~um 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
m.ucrially the adequacy of the teaching in primary schools.

A .equin..ment for Standard 10 is that ca Jidates must offer one of the official
lunguages for exammation. This language can be studied on one of two levels: the
first lew, 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
Ellgli:-ih above Afrikaans. In addition, the majority choose to offer English on the
level of .l second language.

This means that the majority of teachers who teach through the medium of English.
It;l\ e thus passed English as a second language at Standard 10. Furthermore, the
St. «lard JO requirements are heavily weighted to literature and composition. These
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aspects hardly prepare the teacher for teaching English as a subject or for using
English as the medium of instruction.

It must also be taken into account that most rural teachers live and work in areas
where Afrikaans 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 today, (overcrowded classrooms, underqualified teachers, inferior
materials or a complete absence of study materials, inadequate facilities, lack of
consultation - the list is endless) must affect the performance of students at college
level' (Higgs 1990:2). The syllabuses which the students meet at college assume
that they have a background which they do not. In addition, insufficient time is
allotted to teaching language and the language models in other subjects are
inadequate.

No. . ,f combined Pupils
classes

Teacher/Pupil I'1ItiOl<

13 13 13

2073 41

Table 3.4 • Teacher/pupil ratios (TPR) in the ~roup A schools in the Ma,alielberg Valley area
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~3.5.3Teacher load and teacher/pupil ratios (TPR)
The national average for the TPR in black schools as calculated by the Department
for Statistics is 38 pupils to one teacher (38:1). However, depending on the
circumstances of the situation, the allowable TPR ranges from 1:38 - 1:45 (Shindler
SA IRR 1985, personal communicae' '1), From Table 3.4 it can be seen that the
average TPR in the schools researched is 41: 1.

A combined class is one where two or more classes of different levels are taught
in the same classroom simultaneously, Table 3.5 shows that 19 of the 21 schools

I'

have at least one combined class/In school 12, three levels or standards (1 + 2 +
3) being taught together in one classroom 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 skuation are very difficult indeed.
The combined or multi-level class will be discussed in more detail in paragraph
3,5.4 below.

3.5.4. The combined/multi-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
to urban areas.

Multi-level classes are also a feature of the teaching cF':.f"cCjfic subjects such as
foreign languages in urban schools in other couurries. 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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2:-
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17 195 5 :2 It2:3+4

16 180 i 1 1+2

l:l 2 2. AiB:l+2+3

20 29

13 12

1 A+B+l+2

1 A+B+l+2

A+B+l

4 26

Table 35 - Pupil enrolement by number of combined dasles

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

a. Distribution of combined classes
Combined classes are a characteristic feature of fann 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 (me combined class each
- 7 schools have two combined classes each
- 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
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the school, this means that most black farm school pupils have been -taught in a
combined class at one time or another.

b. Reasons for combining classes
There are two major reasons for combining classes. These are:

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 fanning community (3.2.1); inadequate transport (3.4.6); the problems of
itine. ant 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
brackets,

Th,~/result of the low enrolment is that the TPR is below tl...u set by the DET Le.,
1:3'k If the number in a class falls well below 38 pupils, two classes are combined.
In those classes where the numbers are very low (i.e., 5 - 6 pupils per grade) two,
three or four consecutive classes are combined.

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

I TWIl standards A+B

1+::

7 1: 48

9 1: 51

11 1: 43:l I'wo s: andards 3 + 4

4.

.\ + B + h 2

1+2+3+4+5

2 I: 28

1 I: 43

Table 3.6 • Stand.nI, combined
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2. Insufficient Classrooms
According to the &tt TPR i.e., 1:38, a school with an enrolment of 280 pupils or
more, qualifies for one teacher per class. Where schools with this number of p ~pHt;
have combined classes, the problem is that there is a shortage of classrooms.

Table 3.5 shows that schools 11 and 15 have more than 280 pupils but each has
one combined class, If more classrooms are built at these schools, more teachers
will "'0e allocated and the combined classes will fall away altogetber., .

The problem of insufficient classrooms applies also to schools 8 and 5 (sec Table
3.5) as according to enrolment figures both of these schools qualify for an
additional te, .her. When m: -re classrooms are built, there will simply be a
reduction in the number of combined classes that exist at present i.e., one
combined class instead of two.

A II the aspects considered above have the 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 (1~ -d,

3.6 The reality of the 'school ~the pupils
What the pupils bring to the classroom and what they find in the classroom reflect
all the problems and difficulties described above.

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

a. Irregular attendance
In paragraph 3.4.6 it was shown that one of the main reaSO;1S for pupils not
aucnding school regularly and for arriving late for lessons is a lack of adequate and
regular transport. Family needs and truancy were discussed in paragraph 3.4.5 as
another reason for poor attendance and lateness. In paragraphs 3.3.3 and 3.3.4,
irregular school attendance and lateness were shown to affect negatively both the
pass and drop-out rates.

The majority of the ;p.;piis "'O'dO do come to school. albeit late. have had to gel up
very early to do their chores. They then have to find transport or walk to school.
Most pupils begin the day's schooling tired, hungry and late.
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h. Lack of school readiness
The demands on the farm labourer's time and energy 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, handling books, organized play and exposure to the media are too
limited to help th;i children when they come to school tor the first time. In addition,
the physical living. conditions of both permanent and itinerant workers (see 3A.5)
do not provide an environment which is helpful for building school readiness.
Important work concerning these issues has been carried out by researchers such
as Heath (1987), Donaldson (1978) and Gee (1989). Their findings and their
theories will be discussed in depth in Chapter 5.

In addition, a great deal of what the children have learnt at home revolves around
a rural situation but the topics in the school subjects and the curriculum in general
are orieJt;Cjd to the urban situation. For example, the science textbooks when
dealing with conservation, present this topic in relation to how urban dwellers treat
the environment not rural dwellers. Thus, pupils are unable to utilize their
experience and knowledge.

Moreover, this situation is exacerbated by the fact that the children do not always
go to a school 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 mother tongue
instruction between urban and rural schools was discussed. Further difficulties
relating to linguistic mismatch will be dealt with below in paragraph 3.6.2.

3.6.2 Problems which the pupils 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 given the respo., lhHity of teaching the lower classes are usually those with the
least qualifications if t i have any qualifications at all. The idea that early learners
do not need to know a great deal of content appears to give rise to the misguided
idea that they do not need qualified teachers. In f, number of instances, these classes
are doubled when the first two years i.e., Sub A and Sub B are combined, _\,

The combined classes are usually very large (50 - 120). The teacher not only has
the difficult task of trying to keep one half of the class occupied, but also (s)he
must teach the other half. If (s)he is leaching one group e.g. Sub B, what does (sjhe
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 underquallfied 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 where generally both classes are taught together i.e.• 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.

C. Under-utilizatinn 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 quietly 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 have the time to deal with pupils who are experiencing difficulties
~ the lack of feedback (either 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 to
accumulate until they are irremediable. The net result is failure and drop-out

The pupils may come to school unready for the situation 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 relevant 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
experience 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: II). When a person can maintain this minimal
lew! he is considered to be functionally literate. This implies that he has had
sufficient schooling to internalize these skills so that unlearning or extinction does
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nor take place. The Bullock Report (Ibid: 16) maintains that seven years schooling
is sufficient.

Table 3.2 shows the cumulative 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 school before they are functionally
literate. The implications of this for the future of these pupils are far reaching.

e. Farm school managers
In a 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 attend school if the
pupils did not have a school uniform.

1;'1

f. Linguistic Mismatch
In the review of Language Policy (see }.3), it was shown that the medium of
instruction for black pupils for the<p-fst four years of their schooling is in the
vernacular. Pupils are req:i..;-.cd,.~O:ttend a school where the language 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 language offered in a school is that of the majority not all children
arc taught in their mother tongue. 1\1\ 'IVer, 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 and others offer Zulu. If a pupil were to change from a
Tswana speaking school to a Zulu speaking school, not only would (s)he have to
learn a different language, but also, (s)he would be change to a different group of
languages (from Sotho to Nguni), It would be difficult in this case for the pupil to
gam mastery of any language and consequently such a change would h1311ea
detrimental effect on the pupil's literacy. The implications of this situation will be
examined in Chapter 5.
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Before leaving this topic, it is important at this juncture to say more about a'
separate but related issue: the number of languages which the pupils are required
to Jearn.
It has been pointed out above that for the first four years of schooling the medium
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 to the first official language and in year three to the
second official language.

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 [he medium of instruction, it is assumed that the pupils are literate in the
vernacular, In both the "~H'.:l('Ul(lI and in the official language, the emphasis moves
from oral to written, and '<'.'m listening a~dspeaking to reading and writing. The
outcomes of this ~.urden of languages will also be examined in Chapter 5.\\

\;.

3.7 Summary]
The problems which the pupils bring from home are a combination of the
c()nstraints-~),oted in rural poverty. The-problems which the pupil' meet in th.~.··
classrooms ~~r1ng from the poverty of the education system. The results are a high
failure and drop~out rate which sends pupils back into difficult situation from which
they have come.

The teachers, on the other hand, bring to the classroom, the result') of an inadequate
education system, and they find in the classroom, children from deprived
backgrounds.

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 teachers was" welcomed by the teachers. The d~?artment also

II

condoned this kind of intervention as long as it did not intertt.'!'~wi!l~bfficial 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): rt~ACHERS AND PUPILS IN
ACTION AND INACTION.

'The classroom is the crucible:
Stephen Gaies (quoted in Allwright, 1983:202)

4.1 Introductfo ...l
Based on an awareness of the difficulties urban black primary teachers (see
paragraph 1.2) were having in using and teaching English as a second language,
ELTIe launched an investigation into the situation for black primary 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
a view to establishing a course to help these teachers to improve their own English,
the teaching of English and the use of English as the medium of instruction;

In Ola]::)ler.-;an account of a 'typical' farm school was given: what the school looks
<":~

like and how iteperates were described, This description demonstrated that in terms
of ,"t tical provision, administration 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 effect on the farm school situation. These relate to the
learning/leaching srtuation or in other words what happens in the classrc.rn, In this
chapter the data obtained from the questionnaire survey, the formal and informal
interviews, and from classroom observation as it pertains to the leaming/teaching
situation 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
chapter, pedagogical .natters were touched on only where they were relevant to the
wid~~'\issues being '~i~amined.Based on the findings of the research, these issues
will niJ\~be looked at in more detail.

58



Three of the problem areas identified in Chapter 3 - combined classes" the lack of
suitably qualified teachers and the choice of the language as the medium of
instruction .. constitute the underlying themes of this chapter. The first part of rhis
chapter reports on the perceived needs of teachers in relation to their own English,
the teaching of English as a subject and the use of ))English to teach content
subjects. The data was collected from 95 teachers from 21 schools.

':\fI

The second section documents the observations by ~l,ereser- ;,'~.irof lessons given
by teachers from this same group. This provides an acco; >~ til' the researcher's
perspective of the teac'iers' needs - the real needs (see ~L2.1).~rhe report-on the
observation is in two parts: general tindin3s and suecific fit-dings. The general
findings are those which the researcher found to be typical of both urban and rural
black primary schools. The specific findings are those which relate to farm schools
only. The second part contains an account of the orgatl~ation ana ~tl~ rationale for ..
the if)ccurrencc of combined classes as they perh in to the 21 schools researched.
The problem of-isolation is also dealt with.

: II

In the last section of the chapter, the first year of the pilot intervention is reported
briefly. The organization of the intervention, the rationale forthe course content and
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 consiuerations examined in Chapter 3 nor the needs
and research findings reported in this chapter ¥C sufficient to explain me
difficulties identified in the learning/teaching situation in the farm schoels,

4.2 Perceived needs of teachers
Perceived or spontaneous needs 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, when numbers of teachers are referred to, principals
are included.

At the first meeting 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 ~"j possible
after meeting them to obviare the pnssibility of' .,A.,:.: re-searcher influencing the
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teachers' responses. At the same meeting, data was also obtained from formal oral
interview questions (see Appendix B). Finally, at the end of the meeting
information was volunteered in informal discussion .

The total number of teachers in the 21 schools is 95. N'nety-four of these teachers
were available to be interviewed formally and to complete the q'1.esti.onnaire.Sixty-
five teachers were involved in informal discussion with the researcher: in almost
all instances th~r.was on a one-to-one basis with the researcher.

The responses, to the questionnaire are discussed below under the following
headings:

• Teachers; own English (Question 5)
• The teaching of English as a subject (Question 6)
.. The content subjects (Question 7)

II/1,

4.2.1111e teachers' need to improve their own l'~nglish

Question 5: Do you think you need help with your own English?
93 teacl- espond.d 'yes': one 'no'

If your answer is 'yes', say what ki; 4 of help you would like?
81 wanted 'everything', 'all skills', 'all English', Le., a general upgrading course.
6 asked for a specific .course in reading comprehension
5 wanted a course which would concentrate on or,?/}fluency skills
2 requested English to enable them to pass English in the matriculation
examination.

It is of note here that although the researcher read nut each question on the
questionnaire and explained it before the teachers wrote their replies, in most
il:~'amces further explanation and simplification was necessary. Even after the
explanation, 2L % 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 basic
language errors. For example in response to the question: What kind of help do you
think you need? - 'Any l-elp as long as it can improve myself'; 'Lessons and
method to deliver the facts home'; 'where I need help is reading ... '
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4.2.2 The teachers' need for help in the teaching ofEnglish as a
subject

Question 6: Do you need helr: to teach English as a Subject?
All 94 teachers replied arfirmatively to this question.

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

Note: there are more responses than there are participating teachers 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 Standard
3 pupils. They said they need to be able to help their pupils to better oral fluency.
Some of the teachers thought that oral fluency meant pronunciation. It i...in
Standard 3 that the pupils make the change from mother tongue as the medium of
instruction to one of rhe two offlcial 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 (see paragraphs 4.3.1, 4.3.6 and 4.3.7).

The higher primary teachers (Standards 3 - 5) expressed the need to know how to
improve their pupils' reading ability. They spoke out strongly about how l::ige
classes and combined classes militate against their being able to give individual
attentio» to pupils' reading difficulties (see paragraphs 4.2.4 and 4.4.4).

4.2.3 The teachers' no-d for help in teaching the content
subjects

Question 8: Do you think you need help to teach the content subjects?
All 94 teachers replied positively to this question.
Before the teachers answered Question 9, the researcher asked them whether any
of them were experiencing 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 'wed with content subjects?
Nine teachers completed this question with irrelevant answers. Of the remaining 85,
79 said that they needed to improve their teaching methodology. Approximately 30
of the 77 felt 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 wanted
guidance in note-making.

During the interview. the teachers talked about the difficulty they experienced in
getting concepts ncross 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 43.1 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 remedial work.

b. Combined classes
The teachers asked for help to handle combined classes: 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 3S covering the syllabuses in these subjects. The teachers largely
attributed the pupils' inadequacies in English and Mathematics to the combined
classes lower down in the school. In these classes the teachers are attempting to
cover more than one syllabus at a time (see paragraph 4.4.4) and time is short.
Quality is often sacrificed for quantity.

c. 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

62



depends on the number of grades combined into one class. In addition to the
preparation, tl.ey have to mark all these different exercises.

It was interesting to note that some of these teachers have +- 25 pupils in their
combined classes which is far below the set TPR of ~: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 work. They all claimed that an additional
teacher would solve their problems. 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
chart." pictures, diagrams, and Science kits. A number of teachers said they made
their own aids but these were not really satisfactory. In addition, those teachers who
made' aids hal to bear the cost themselves. Facilities for duplicating are almost
entirely absent. Even typewriters are not available,

4.3 Findings w general
From the data collected from the observation of 57 lessons in the; 21 farm schools
(see Table 4.1), it was evident that some of the findings are typical to both urban
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: as a subject and the teaching of the content subjects, In
addition, a further aspect, classroom manag. 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 i:1 their use of English. The
observer found they can speak easily on general topics withwhich they are familiar.
While there are errors ir, their language and the variety of gr~~fuarical 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 an informal situation. On the adapted Carroll rating (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 explain a specific topic such
as the functions of a leaf or how to use the index of all atlas simply and coherently.
One Science lesson was introduced with 'We will deal about the heart' and another
with 'Look at how a cell look 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 Riebeek coming to the Cape, the pupils were not clear (as to what a
refreshment station is and the connection between the coming of th~D.E.LC. and
the refreshment station, Some other examples of similar diftlcultie~i~ different
subjects which were observed with other teachers in a range of schools are:
'borrowing" 'addends', 'quotient', in Mathematics; relief maps and natural regions
lnyeography; lymphatic and circulatory systems in Science etc.

Some teachers experience difficulties with certain areas of pronunciation this 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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21 1 Englieh (I)

Total 17 58 English (36)L-----~~--~.~ ~ _4

M,tl'r (9)

40

Science (6)

Geography (4)

History (2)

Afrikaalls (I)

Table 4.1 • Number "r lessons observed in farm schools

b. Listening
Most teachers were able to understand 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 researcher had
frequently to repeat and rephrase questions and statements (see paragraph 4.2'.1).

c. 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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difficulties in reading. In a number of instances when teachers read the ·texts aloud
to the class poor phrasing seemed to indicate a lack of comprehension. III an
English lesson in a Standard 2 class, the teacher read a story in which he paused
in the middle of most sentences and not at the full stops.

d. Writing
Many basic errors in grammar and sentence construction were noted in the teachers'
writing on the chalkboard. 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 errors were frequ..-nt (see 4.2.1).

4.2.2 Teaching English as a subject
It is important to 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
observed focused on the teaching of either a grammatical structure or listening
comprehension or reading comprehension. The three part seqvence 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 strong bias towards the
Structuralist approach. Although the 1982 DET Primary School Syllabus and Work
Programme shows an attempt at integrating the language skills, i.e., listening,
speaking, reading and writing, the focus of each unit to be taught is a grammatical
structure 0" form.

The Structuralist Approach is based on the assumption that learning a language is
a mechanical process of habit formation, Language habits are formed by learning
to manipulate grammatical structures not 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
o mimicry, memorization and pattern drills
• no explanations and no rules are given
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• concentration on listening and speaking skills
• all learners 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 emerge
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, proceeded 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 sentence aloud. In chorus the pupils repeat three
or four times what the teacher has said. Another sentence is written on the board
and the process is repeated.
Up to six examples in one lesson can be treated ;,nthis way. Memorization, or rote-
learning, and mimicry predominate in this mode of teaching.

Sometimes this sort of procedure is followed up by the teacher erasing the
particular structure in the sentence and the pupils have then to supply the structure
first individually and then in chorus. Here memorization and the correct response
are being reinforced. At other times, the teacher changes the sentence into a
question and the pupils must respond with the statement as it appears on the board.
In this technique a pattern drill which should lead to generalization of the rule is
in operation.

Throughout all these procedures the pupils are made to proceed at the same pace.
No 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
chorus 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 a correct answer. Mos:
pupils appeared to be mouthing what the others were saying.

Two lessons differed noticeably f· m the others. These lessons were 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 procedure described 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 tOW~JS class
1eading are adopted. In the first, the teacher reads a sentence or two and the pupils
chorus in repetition until their response is to the teacher's satisfaction. In the
second, the pupils read a few sentences each in tum, 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 to go around the class and ask the pupils to read selectee
parts of her choice. When the researcher covered words and asked the pupil to read,
(s)he continued to read what was covered up. The pupil was unable to read from
the middle 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 to get through the text. The teacher
insisted that as it was a reading lesson, each pupil should read aloud. It took five
readings to get round the class. The pat responses of the pupils ro the teacher's
checking questions at the end indicated that the pupils had memorized the text.

The pupils do not write very much. Most of the writing that is done follows
thorough drilling. The written work which the researcher examined 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 important section in the syllabus. The' aim of
composition writing is to give pupils an opportunity to use structures and
vocabulary creatively in sentences and paragraphs. In one Standard 5 class, pupils
were observed anempting to 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. :~~orexample, a Standard 4 teacher began a listening
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comprehension lesson, by giving an excellent 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
unusec to strangers, the response to ths, i~~~'Jlfcher'sinformal questions was
minimal. Most did not appear to understand basic questiorn., Itwas mainly the older
pupils who replied to simple questions. Their responses were in the main let! .ied
ones, e.g. I am living 2t x farm, I am twelve years old.

Thus, basically, what happens is that the teachers drill the content - be it a
structure, a comprehension text or a composition - so that the pupils learn
everything by rote. It was argued at 1.4 that in its extreme, this pattern of
classroom interaction leads to rote-learning 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 there is a narrow skills orientation
or in teaching hrsic 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 about 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
ieachers used real 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 hy the pupils. For example.
in a combined Standard 3 and 4 lesson on the composition of soil, the teacher
placed before each pupil a sample of sand, loam and stones. At no point in the
lesson were the pupils asked to handle their samples and comment on them. During
the teacher's explanation and questioning the pupils were asked only to look at the
samples before them. Often, the pupils were not arranged in groups when working
with real objects. 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 lessons. observed. When
the pupils did work in groups they talked together. Although the lessons were
conducted in English, the pupils spoke in the vernacular, 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-
teachers say that it is the pupils' lack of English which necessitates the use of the
vernacular (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.

c. Textboofs
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 lise 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 'language. In some instances a distortion of the facts has
resulted.

In order to decode and interpret the textbooks, 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 researcher, when she taught a reading
skills course to 70 black teachers in Soweto in 1983.
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Nevertheless, there are sections of the textbooks s~dr as the drawings, tables,
diagrams and writing activities which could be purpesetully-vsed. Teachers were.
however, unable to use these pictorial representations as aids in their lessons.

4.:::-:\7~lassroom management skills
The \.l<lSSroom environment was looked at from the point of view of how it was
managed in order to facilitate effective Iearning. Although the aspects of classroom
management which are under consideratron are discussed below separately for
clarity, they are, in reality, interrelated.

The data on which the discussion is based WD.S obtained. from the observation of 58
lessons: Forty teachers were involved.

,ii

a. Physical Organizatlon and Contml
In 54 of the lessons observed, trle 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'spoken to and they seldom engaged in
pupil-to-pupil interaction. The teacher dom~hated the classroom.

In contrast, in four lessons where teachers used group work, the pupils were
actively engaged. They talked togeeser nn the vernacular) 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 teacher spends talking in any
one kSEUn. It is therefore made Lip not only of the talking involved in conveying
facts, giving explanations etc. but also of questions, instructions and comments.

Similarly, pupil talking time is the total amount of talking that the Pl""JS do in any
one lesson.

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

c. Type of teacher/pupil interaction
Teacher talk consisted of conr cted discourse (a sequence of sentences) during
explanations but isolated 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 little attempt at engaging the pupils ~n real
discourse. The following brief interchange in a Standard 3 class is characteristic of
the lessons observed:

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

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

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

d. Questlonlng
All the teachers used many questions in all of the lessons observed but the purposes
of the questions and hence the levels were limited. With very few exceptions, the
teachers observed used questions to check understanding and to get pupils to recall
information. While these are important functions the questions were usually bogus
e.g. 'Do you understand?', 'Yes, Mistress',

The other equally important purposes for questioning: e.g, leading pupils to
understanding, stimulating interest, getting pupils to express their own views etc.,

/ ' -:

'1rere seldom used. The few 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
qucsuons precludes an important opportunity to stimulate the pupils" reasoning
ability,

While teachers often distributed their questions widely so giving a good number of
pupils a chance to answer, probing techniques were notably absent. Probing allows
the pupil to explore 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 teacher helps the pupil to reformulate his
ideas in order to arrive at the answer.

e. 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' response;~~
Correct answers and particularly good answers were not commented on. The
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expected 'good' 01' 'excellent' or 'yes' were not forthc()mirig. Generally-the teacher
simply went on to the next question.

Even less frequently did 1:eachersgive feedback to pupils who answered incorrectly.
Pupils were not told why their answers were .;: In many ~asts pupils were not
even told that their answers \j\ere wrong. In those ..rstances when the question was
passed on to another PU! L who gave a different answer also without teacher
'comment, the pupils were clearly confused, //

,<-::;

In the observation of 54 lessons thr, researcher noted only
meaningful feedback was engaged in.

when

f. Pupil passivity
The pupils' part in the learning process is essentially passive, They sit quietly in

. their rows; speak only when asked to and diltifuily chorus answers, drills and
, • J

reading. HOi'lever, when the pupils are asked a question many ...andsare raised. The
pupils are dearly still eager to participate and learn at this stage.

4.3.8 Setting ~\f tests and examinations
Tests which were written on the chalkboard and examinations from previous years
were available for scrutiny. Serious errors in language, in the clarity of instructions
and in the lay-out were noted. For example a Standard 3 class \~!:}~ given a gap-

, I ;
filling exercise with a list of answers to test pipnouns. There were; ;,1.{ items. Four
of the answers given did not fit any of the gaps.

A gap-filling comprehension with spelling err6~.sand unclear instructions which was
part of a Standard 4 end-of-year examination has been included in Appendix F.

4.3.9 SUTI1mary of general findings
The nature of the learning environment that emerged from the observations is
informed by the following trends:

• the "t:':;lchet"is the disseminator of knowledge
• the pupils art: passive learners
e the emphasis is on memory, practice and rote learning
• the interaction is one way ( teacher --).pupil)
• the exchanges in the interactions are limited
.. mterpersonal relations are disregarded.
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4.\.4 Findings .. specific
4..4.I Introduction
The findings to be reponed in this section relate specifically to 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 from what is happening in the urban areas
and from one another.

The teachers are invited to attend veri few courses and even fewer of these focus
specifically on farm school 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.

Teachers within an area do not n..ive very 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 teachers 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 library is
in one of two urban areas between 80 - 100 km away depending on the location 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 to
resource books.

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 rural area to another. Those
children who live close to their schools also move to and from school but they are
largely limited to one area.

Excursions to museums, 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 ow; ug to insufficient funds being available, Other principals complained
of fanner/managers not releasing funds for excursions except on rare occasions 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 provided 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 ·.iC.,

with which their syllabuses abound.

It was interesting to note that all but four of the schools where the research was
conducted were in possession of a radio, These l;,\ve been distributed by the DET
so that the' teachers and pupils could utilize the schools' radio service. 'Ibis service
provides information on a wide range of topics in all the subjects. 'ine interested
schools receive a programme so that they can work these programmes into their
time-tables. However, on onr asion, the researcher arrived in a classroom to hear
a talk on the rivers of Africa whne the Standard 3 class was writing an English test.

Outside of their classrooms, pupils rarely have the opportunity to hear or speak
English. Moreover. as has been pointed out at 4.3.7 (c 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 necessary broad base of knowledge, but it also limits
their exposure to English.

4.3.4 The combined or multi-level class
The structural aspects of the combined class relate to the macro issues underpinning
the farm school system, These aspects were detailed in paragraph 3.5.4. In this
section the pedagogical and logistic aspects will be discussed U~ the issues under
discussion here emerged from the observation of lessons and discussions with
teachers concerning lessons.

A total of 3~~lessons were 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 s·:.ch a way that it
is possible to teach the different standards independenriy 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 or level occupying one half of the classroom, the other level
the other half. Those teachers who "hose to teach the levels separately nonetheless
stood 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 syllabus
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. Therefore, a choice has to 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 able to cover two syllabuses in one year for each
subject, the teachers revealed that the Inspectors have suggested the scheme se. out
below:

Syllllhus taught

1985 Standards 1 + 2 Standard 2

1986 Standards 1 + 2 Standard I

The justification given for using the syllabuses in alternate years for Standards 1
+ 2 combined and Standards 3 + 4 combined is that in each of these pairs the
syllabus content is very similar. 11came to light (personal communication with Dr
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Hartshorne) that English and Mathematics are not supposed to be taught together
only the Content subjects. The teachers, however, through misunderstanding or
through design tend to teach all the subjects 'combined'.

Tnis arrangemen means that a pupil in Standard 1 in 1985 will cover the Standard
2 syllabus and irl, ·986, now in Standard 2, will cover the Standard J syllabus.

Approaching the syllabus in this way has far-reaching negative implications. TI!~
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 syllabus 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 enter 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 b. II 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 classroou. militates against such'
learning.

In ade, 'ion, the pupils are unlikely to learn the content either. Pupils who
finds themselves grappling with new concepts iii two languages, one of
which they are unfamiliar with, can hardly be expected to cope.

This situation is, of course, aggravated where Standard 3'8 are being taught
a Standard .!J. syllabus. In these circumstances, by the time the pupil has
mastered sufficient language to grasp the content, he has a serious gap in his
knowledge. What this system amounts to, in effect, is that it takes pupils two
years to cover one syll .dUS 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 tl;teexternal examination the Standard 5 teachers
are constrained towards an examination orientation.
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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 subjects, Among the
teachers who try to separate their groups completely are those who have more than
two grades combined in one classroom. Two separate but related problems emerge
from this arrangement:

i) Sepai·l:li.,,,Ltsyllabuses. When teaching separate syllabuses, the teachers have
to prepare two or more lessons for each subject. This doubles and in four
cases trebles the amount of teacher preparation. On average, there are six
'academic' subjects taught each day. If the preparation is ro be carried so
that the lessons maximize the learning situation, the teacher would have to
be well-grounded in all the subjects, resourceful and have many resources
at hand.

ii) Classroom management for separate syllabuses. It was observed that those
pupils who are not being addressed by the teacher are either not given
sufficient work to occupy them fully 01' 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 tb,e effective functioning of farm schools are:

• the isolation of teachers and pupils from exposure to the language of the
medium of instruction and exposure to the mainstream of events both
educational and social that are available to their urban counterparts

• physical organisation of combined classes which does not allow pupils to be
grouped according to their level

• the choice of a separated or combined syllabus wl-ich if the latter prevents
pupils from being taught on the relevant level and if the former does not
allow pupils the opportunity to exploit the learning environment.
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The intervention programme far tb..~farm school teachers was decided on the basis
of the general and specific findings derived from the interviews. questionnaire and
observation.

4.5 The Interventtou
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 pilot project in a specific area for a limited number of teachers. Owing to the
wide-ranging needs of the teachers in relation to English language and
me. .odology, the following three year pilot programme was proposed:

- 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

\_\

'blems which emerged at the end of the first year were: basically the same
~'''' :llich were identified in the subsequent years. Thus, although over the

t"••"ei: \I'~')rs, t;.ree schools and nine teachers dropped out and the course content
changed, L)n~y the first year is reported on here.

4.5.1 Setting up the course
Nine schools 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 neds 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 W~t: proposed. Before the
course was fully developed, an outlined was prepared for prospective participants.
They were then given the opportunity to suggest alternatives or to withdraw if they
felt such a programme would not meet their needs. All 30 teachers expressed
interest in participating in the course.

4.5.2 Rationale for the course
Besides the reading skill being a necessary and important skill for all teachers in
its own right, a facility in this skill would enable the teachers to inform themselves
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more fully of the facts as well as the background to the content subjects (see 4.4.1,
4.4.2, 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 (see 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
language (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 afternoon 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( '.~ in the workshops and to assist teachers with any specific problems
relating to-aspects 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 to change to helping the teachers 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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4.5.4 Implementation
In the weekly workshops, each tutor worked with 15 teachers. The groups of
teachers were not specifically attached to a specific tutor. Each week each of the
tutors 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], [cD. Most units were designed so
that the important issues could be covered in one workshop and the more difficult
areas were allotted two 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 tutors was kept to a 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 plenary to come to grips with the
principles of the unit. In addition, a variety of listening tasks were used to reinforce
understanding of important points asd 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 texC dealing with content subject topics (see
Appendix G [dD. The remainder of the materials were based on short stories or
articles of interest expressed by the teachers. The view that 'all teachers are
teachers of language' (Bullock Report, 1976) was a fundamental principle which
informed the research and later the materials development in relation to the content
subjects. By making the teachers aware of dmportant structures and vocabulary that
occur in specific subjects and by giving extra exercises to reinforce these, the
materials aimed at getting teachers to transfer these aspens of language to the
pupils in content subject lessons. Moreover, from error analyses of the writing tasks
done on the course and teachers' requests, specific language items which were
troublesome 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 to teach the reading skills.
This enabled the teachers to experience a wide variety of methods firsthand. To
raise consciousness of these methods, 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 rhe
teachers was conducted in March (see Fig. 4.1(a) below). Early in August a second
test (Appendix H [b]) to measure progress was administered This tes£.showed a
-iormalization AJf 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 'c' category whereas in October, there were 11 teachers in the 'c'
and 'd' categories, There were still a large number of teachers (August - 12:
October - 13) with average marks. Three teachers attained only an 'f", Despite 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 to 'c' in August and maintained this standard to the end of the year.
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The scattergram (Fig.4.2) shows a very high positive correlation between the
August and October test results. The reachers 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 ere those who were either Unisa or
Vista students. Those teachers whose pretest scores were low hut whose grades
improved through the year probably indicate improved proficiency. In addition,
thereis a strong possibility the positive reinforcement created a Hawthorne effect
(Cohen and Manion, 1980:166) - they exhibited positive psychological effects as
a result of participating in the programme.

The response of the teachers as regards attendanceremained good throughout the
year. The average attendance rate for the year was 90 % with 10 of the 30 teachers
having 100% attendance.

In addition, an important aim of the course appeared to be being
fulfilled. The teachers meeting one another once' ;,::.weekprovided them with the
opportunity to get to know one another, to share problems and to have the
opportunity to be less isolated.

4.5.6 Evaluation - the negative aspects
Despite the good attendance, the maintenance of the original group number and the
obvious pleasure the reachers 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 concerned
about the spread of unf '~thy rivalry among the teachers and the resistance w9ich
teachers had shown to' ~~r,,(i.eparts of the programme.

One principal who acted as the spokesman for six other teachers. said that they
wanted to learn more grammar, Further investigation showed that these teachers
believed that if they could learn the grammar of English they would then know the
language. Moreover, they said that once they know the language 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 and exercises which they could then use verbatim to
teach their pupils.
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About 60 % of the teachers wanted to continue 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 schools, the teachers were unwilling to allow the tutors into
their classrooms. This included those teachers who had willingly allowed the
tutor/researcher to observe their lessons during the research stage. Except for four
teachers any talk about methods and transfer of work done in the workshops was
either ignored Of dismissed after cursory discussion. One teacher said: 'J don't need
to learn how to teach'. Similar statements were made to both tutors independently.

It was evident from early 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 marks. Late one afternoon the
tutor found a Standard 5 class rate learning a model letter in English and one in. .

Afrikaans that had been written: on the chalkboard. The schools not directly
involved in this competition grouped in support behind. one of the four schools.

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 a deep rift within the
group. After the first two months of the following year, one faction consisting 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 me leader of iall 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-
school politics. He saw the approach of bringing teachers together and treating them
as important as a threat to his position. This withdrawal once again isolated these
schools and denied the teachers the opportunity for some change.

These events heve been recounted because programmes in other areas at later times
with other tutors met with similar power struggle problems which partly
undermined the efforts of the implementors. T'1e overt resistance of these principals
towards change was a reflection of the coverf resistance shown by tr.e teachers 10

change in their classrooms. \Ii
\\
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Every effort was made to address the problems outlined above in the planning and
developing of the programme for the following year. To this end it was decided that
the workshops would '~~t.,ntinueto 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 teachers to overcome their resistance to
'classroom interference" they were to be asked to develop classroom 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 remainder did not 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 fann schools was far from complete.
In Chapter 5 some cognitive and change theories will be examined to try to fin in
this picture more completely.
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CHAPTERS

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

Man's achievements rest upon the use of symbols.
Alfred Korzybski

(quoted in Hayakawa, 1973:23).

5.1 Introduction
The findings documented in Chapter 4 indicate that the problems which the farm
school teachers bring to and meet in their classrooms are not in the first instance
located in a need to improve their English language proficiency nor in a need to
improve their classroom methodology. Some theories of cognition and language
development and change will be examined in an attempt to try to illuminate further
the difficulties manifested in the farm school classrooms.

Vygotsky's theory of cognition which incorporates 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
Donaldson, Cummings and Gee follow (see 5.5-5.7). In some instances these
theorists take up the main tenets of Vygotsky's theories and they develop the-min
relation to education and language learning. 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 development of the child
b) internalization and the development of language and thought
c) 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
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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's views of learning a second
language.

5.2.1 General outline
In the model of cognition proposed by Vygorsky, language and thought are closely
interrelated and interdependent: language is the critical tool of thought and shapes
the form of thought. Vygotsky 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 lor any analysis of the
origin of uniquely human forms of behaviour.

Central to Vygotsky's theory of cognition is hi'S idea of Internalization. All
processes - speech, emotion, play etc. - 'go inward'. Once these have been
internalized they interact with one another and through this interaction they become
ordered, systematic, 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 practical
action.

Vygotsky's notion of internalization involves firstly, social processes and secondly,
language which mediates between these social processes and the individual. It is
language whicn provides the bridge between the external social activity and the
individual internal activity.

According to Vygotsky's argument, tools, whether practical or symbolic, are
initially 'external'. That is, they are used outwardly on nature or in elemeneary
communication with others. But tools affect their users: language, used first as a
communicative tool, finally shapes the minds of those who use and adapt its usc.
Thus initially the tool language is used to communicate socially. It (' .. J moves
inward and becomes 'inner speech' or thought. Thought is both an individual
achievemens and a social one.

Vygotsky (1978:27) contended that neither acr'on (me interpsychological
relationship with the external world) nor thought (the inrsapsychological working
1.1f the internal being) is sufficient to explain cognitive development. He explains
development as the interrelationship of thought and action mediated by tools and
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devices. Important among these tools is language. Language enables h: ans to sort
and order thoughts while thought is a way of c :ganizing perception anu action.

The interrelation of language and thought is bound up with the idea of the link
between external and internal activity as well as wit~,the concept of internaliza.ion.
Both internaiization and external and internal activities are tied to Vygotsky's
eoncer» with the acculturation of the child. The social origins of internal activity
and itl\~ernalizationare central to Vygotsky's theory.

v,

'\\
The chl~f instrument of integration and order in human life is language which is
used id! the service of other higher mental functions. Vygotsky (1987:15) argued
that language is a 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 inVygotsky's theory
8. Internalization
Vygotsky contended 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 external is absorbed to become the internal. In Leont'ev's words
(1981:57 quoted in Wertsch, 1985:163):

the process of internalization is not the transferal of an external
activity to a preexisting, internal 'plane of consciousness': 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
concerns social processes: activity is a 'sy- n' in the 'system of social relations'.
According to Vygotsky, everything the individual does emerges from social action.

Social phenomena form the starting point for his theory. Vygotsky formulated a
'general genetic law of cultural development' (quoted in Werrsch, 1985:164). ThIS

provided the framework for his approach to +nny of the developmental issues with
which he was concerned, He Slates this 'law us follows:

Any function of the child's cultural development appears twice, or
on two planes. 'First it. appears between people as an
interpsychological category, and then within the child es an
intrapsychological category. This is equally true with regard to
voluntary attention, logical memory, tho formation of concepts, and
the development of volition (lbid: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 k;ed on the idea
that the relationship between the external and the internal is reflected in the
relationship between learning an'} 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
school going age,

Vygotsky (1978:84-91) made a distinction between two levels of development: the
actual developmental level and the level of learning capability. In the actual
developmental level the development of a child's mental functions has already been
f!l,>{ablishedas a result of certain already completed developmental cycles. This
le~~l is determined by what the child is capable of doing independently.

'"I\\

In c~htrast. the second level is that which the child accomplishes 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 here 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 toward developmental levels that have
already been reached is ineffective from the viewpoint of a child's
overall development. It does not aim for a new stage of the
developmental process but rather lags behind thi.. prOCHSS.Thus,
the notion of a zone of prox» nal development enables us to
propound a new formula, namely that the only 'good learning' ;~
thac which is in advance of development.

89



In his nction of the ZPD, Vygctsky explains his idea of the 'movinginward' of
speech. He introduces the idea of ,scaffolding'. 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, '-iey can on their own.

In the scaffolding process, attention is focused on the role of dialogue between a
more expert teacher and a less expert learner. The explanation of a concept can
gradually unfold in the course of a dialogue. The learner is then able to reflect on
the dialogue. Reflection empow. -:<: learner to make use of differences and
connections to reformulate IllS own tho ;jht. The language of the adult used in this
dialogue (external action) thus becon s the mediinn 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 nl
individual 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).

c. 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 used initially 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 to
communicate seemingly appropriately whereas (s)he does not yet recognize all
levels of significance of the utterance/a 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 Wertsch (1986: 1(9), Vygotsky argued that 'although it is tempting to
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 Mage 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 tbe child's developmern 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 two, 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

-:
relationships ...' but as the child develops there is the gradual emerging of 'he new
significance of old signs and new definitions of old settih~s for the child'
(1978:176).

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

5.2.4 AVygotsky1an perspective on learning a second language
In an article entitled iThe road to competence in an alien land: a 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 important 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 to a 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
emotional 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 (Ll) and second (L2) acquisition Vygotsky said it was unlikely that L2
learning at school could repeat L 1 acquisition in the natural situation of the home.
However, 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 learner comes into the learning
situation having developed the strategies (s)he needed to learn the Ll. (Sjhe then
uses those same strategies to learn the L2. It is thus in the strategies that learning
the Ll and L2 come together.

Vygotsky made au additional point in relation to the differences between Ll and
L2 acquisition. He said that the acquisition of an L2 is represented hy a different
line of development from that of the L I,

...if the development of the native language begins with free,
spontaneous use of speech and is culminated in the conscious
realization oflinguistic forms and their mastery, then development
of a foreign language begins with conscious realization of'language
and arbitrary command of it and culminates .n spontaneous, free
speech .
...This kind of conscious and deliberate acquisition of a foreign
language obviously depends on a known level of development of
the native language (Vygotsky:n.d:48 quoted John-Steiner,
1985:350).

Vygotsky further developed this argument when he said that being literate in one's
Ll plays a central role in the interaction of Ll and L2 development. On this basis
John-Steiner (lbid:350-352) argues that contemporary research indicates that
pressure on young children (7 ~ 8 year olds) to acquire another language may
interfere with their learning of their Ll. 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 and their caretakers are very important. Older children
and adolescents are more cognitively mature and can .hus apply various strategies
to their learning,

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 environment in learning a second language was
stressed by Vygotsky. He arguer. for more research into the social and educational
factors which shape the competent use of L2 as well as the difficulties experienced
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 to 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. However, when children do not have these opportunities the
process is interfered with and slowed down:

Immigrant children who are first exposed to a target ·~.mguage 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 does most of the talking. Thus ill such settings,
there are limited opportunities for L2 learners to connect familiar
activities with new expressions They were too old to learn their
second language through play At the same time they were too
young to have developed literacy and cognitive strategies, 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 to be important in langua-e leaming.

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 to this study have
emerged:

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

• acquisition of the second language is dependent on the level of acquisition
of the first language

• literacy contributes to Iinguisue-cognitlve 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 1..2- 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 important in the l~nguage learning
process.

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

5.3 Beyond Vygotsky
Vygotsky'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 peopl~>involved ~ caretakers or significant
others - help in the transmission of what )1outside to what is inside by providing

/

the scaffolding. These issues have be_l;;t1further 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 tr:s
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
situations 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 theoretical
background against which the language issue in the farm schools can be analyzed.
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5.4 Beyond the information given ...Bruner
Bruner (1966: 8-10) presents a view of human beings who have developed three
systems for processing and representing information. Central to the first system
(called the enactive mode) are 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 longer dependent on
action, and memory generally relates to t~~evisual, concrete and specific. The child
can reproduce what has been learned but he cansot 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 parallel to one another. Although it is language which makes the
symbolic system possible, it is not language per se that makes the difference; rather
it is the use of language that acts as the instrument of thinking, Language is thus
a general or all-embracing tool. It provides direction and amplification for the way
we use:

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

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

c) 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 tutor. He says: 'intellectual development depends
upon a systematic and connngent interaction between a tutor and a learner, 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 dependent 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 utterances 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 central 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 anyone 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
institutionelized 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, there is frequently no
relationship between what is imparted and life in the society. There is only an
indirect relationship between the content of what is conveyed and the demands of
the technical society. Bruner (Ibid:440) maintains:

... these indirectly imposed demands may be the most important
feature of the detached school. For school is a sharp departure
from indigenous practice. It takes learning, as we have noted, out
of the context of immediate action just by dint of putting ie 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-setting of the
round of daily activity.

He continues his argument by saying that if the school in its tum can rise above
'pace-setting', its trivial routines and conventions, it may be crucial ill fostering
reflectiveness. In addition, in order to follow a lesson in school, the pupil must be
able to follow language removed from the concrete situation. Decontextualization
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
competence': higher cognitive thinking. In other words the school promotes
'analytic competence'. The tool in this development is language (1974:388-390).

Bruner (1966:29) has argued that: 'the lack cf opportunity to share in dialogue, to
have occasion for paraphrase, to internalize 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 elaborated ones become
increasingly out of reach. '

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 teacher to recognize the
educational difficulties of the pupils in terms ofa difference not a deficit. A change
in teacher attitude may produce change in students' performance.

ii
Secondly, the teacher does not have to try to make the student develop new
intellectual structures, (s)he has to concentrate on finding ways to get the child to
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
one's students to know what those materials are (1971:465)'.

According to Bruner (1974:389) the essential role of the 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 school itself provides the same opportunity to use language out
of context even spoken language, for to a very high degree, what
one talks abOl.;\t are things that are not immediately present
(Ibkt: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 to be effective, competent and independent, 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 ~hat is said to
them. This has often been taken to be an indication of skill with language per se
, It 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 skilled
the child is. For example, a child may understand a particular word in situation A
but not understand it in situation B. Perhaps in situation A, the child initiated the
discourse and the particular word used hy 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 situation which could help the child to work out the
meaning of the word.

Donaldson (1978:74) also claims that as knowledge of word meaning grows, it
undergoes development and change. The process of understanding an utterance 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 language. 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 so 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 (sjhe wants to say,
make comparisons, think abstractly and manipulate symbols. The young child
already has access to oral language as a symbolic system and thus, the first step at
school is for the child to learn 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 tremendous advantage
while the remaining group is at a disadvantage.

Donaldson (Ibid:93) explains the importance of reading as an important factor 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 learner 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 above that the early mastery
of reading is essennzl 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

a) little awareness of spoken language even though the child can use the
language competently in everyday situations
and , "'.

b) the child may have no clear idea at all abc at what kind of activity 'reading'
is.

There are strategies that the te"".ler call 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 teaching 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 some
understanding of the general nature of the learning activity. Teachers have an
essential role to play in this process but they need to be aware of exactly what is
happening in the learnlng situation.

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 affective factors the child may
withdraw and the withdrawal may become permanent. If this occurs the
development process could be seriously hindered (1978:110-112),

Education in our culture requires us to think on demand. However, this is in some
sense unnatural But to 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. Children need the guidance of a 'tutor/teacher' to be initiated,
and instructed into the more abstract levels of the culture. Children have to face
difficulties if they are to attain the skills our societies require. t

Donaldson makes a distinction between embedded and dlsembeddedcognitive
processes from a developmental perspective. In this her view is similar to Bruner's.
However, she is raore IPoncemed with the implications for children's adjustment
to formal schoolingi' 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 'Ianguage proflelency' -
Cummins

Cummins has developed a framework in which he attempts to conceptualize
language proficiency in such a way 'that the developmental interrelationships
between academic performance and language proficiency ill both Ll and L2 can be
considered' (Cummins, 1983: 119),

In relation to the acquisition of second language (English) proficiency in bilingual
programmes, Cummins (1980, 1983,1984) distinguishes between two types 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 deccntextualized deep lever fluency. As the ~jve of language used in school
subjects and achievement tests is decontextualized, t~e school learner thus has to

be proficient in these academically related aspects of the, language (CALP) if he is
to be successful academically. BICS is not sufficient to make progress in the school
situetion.

Cummins (1980) claims that Ll and L2 CALP are <interdependent and the
development of proficiency in L2 is partially a function of the level of L 1
;:'.oficiency at the time when intensive exposure to L2 begins. That is, previous
language learning functions in Ll will predict future learning of these sam-
functions in L2.

There is an obvious difference between L1 and L2 in terms of the surface features
of phonology, syntax and lexicon. However, there isan underlying commonality
which determines the performance (if the individual in relation to cognitive
functioning e.g. in reading or writing, in both LI and L2.

The BICS/CALP distinction proposed by Cummins is also subject to the criticism
that it is a dichotomy which has oversimplified the issues and thus is open to
misinterpretation. In order to overcome this difficulty, Cummins proposes a model
to explain L 1 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 combinations and permutations of context and cognition in
relation to communicative proficiency can be taken into account (see Fig 5.1).

Cognitively
Undemanding

A C

Context -- ----'-t-
Embedded B I ___ Context

Reduced

Co/irutively
Dern&nding

Figure 5.1

The horizontal" continuum shows context embedded and context reduced
communication. Here the relationship of the range (J contextcai support available
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for expressing or receiving meaning is shown. The extremes of this continuum
range from context embedded communication to context reduced communicarion,

I·

In the extreme position of context embedded cormuunication the learner relies
solely on linguistic cues for meaning, Here manipulation may have to come into
play to interpret the situation. In the extreme of context reduced communication 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) reviews research which suggests that 'minority students' failure in
mainstream classrooms may occur because these students apply context-embedded
strategies in situations where context-reduced strategies are expected and rewarded.
The amount of cognitive involvement if not high enough for the particular task or
activity. The result is surface or superficial answers and interpretations. Cognitive
involvement can be explained as the amount of information that must be processed
simultaneously in order to CatTY out an activity.

The vertical continuum on Cummins' framework represents cognitive involvement.
Cummins points out that the I:pper pans of the coutinuu 11 consist of communicative
tasks and activities in which the linguistic tools have become largely automatized
and thus little active cognitive involvement is 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
cognitive involvement and here the linguistic tools ha ve not become automatic.
Activities such as writing an essay on a complex theme or analyzing an unseen
poem require high cognnive processing.

According to Cummins (1980, 19H3), L2 learners acquire context embedded English
skills which become indistinguishable from L1 speakers in face-to-face situations
in 1reasonably short period of time. However, Cummins' observations show that
it takes L2 students much longer to acquire context-reduced skills than it does for
them to learn L2 embedded skills.

An irnnortant finding of Cummins (1980) in relation to acquiring L2 CALP is thai
the intcro :'endence of the two languages would predict that old-r L2 learners
whose L 1 CALP is better developed, will acquire cognitive/academic L2 skills
more rapidly than younger learners. These findings echo Vygotsky's argument that
L 1 literacy facilitates the learning of the L2. In 5.2.3 above it was shown that
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Vygotsky thought that an Ll and an L2 are 'internally united'. Despite the
acquisition processes being different, there is a 'mutual dependence'.

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

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

In sum, Cummings' view is that L2 acquisition is dependent on the level of L 1
development and hence older learners cope lcuer with CALP, that the development
of CALP is much slower than the development of B [CS and that learning an L2
requires rnotiv .tion.

5~7Literacy and dlscourses > 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
and disembedded' language and the BICS/CALP distinction to formulate his notion
of literacy.
In a series of articles collected under the title Literacy, Discourse and Linguistics,
James Gee (1989) proposes a way of talking abe .~ literacy and linguistics. He
expounds the view that when WI! are using language it is not the language or the
grammar of the language that is important but saying (1' writing the right thing in
the right way while playing the right social role and rppearing to hold the right
values, beliefs, and attitudes. Gee (1989:6) calls this combination of saying
(writingj-doing-valuing-believing, Discourses. (He distinguishes this kind of
Discourse from linguistic discourse i.e., connected stretches of language which
make sense, by capitalizing the 0 of the fonner.)

In a hfetime each person generally acquires many Disccurses e.g, those of a man,
a father, a woman, a mother, a politician, a teacher, a srudent, a South African, a
fa!'tory worker, a member of a sports club etc. Each Discourse has its own 'identity
kit' t 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
particular role.

Because Discourses are not bodies of knowledge they cannot be taught. Thus, we
acquire Discourses, 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 social practices through scaffolded and
supported interaction with people who have already mastered the Discourse'
(1989:7), We do not get into 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-horne-based institutions for example, schools, play groups, churches, local
stores etc. Each of these demands one or more secondary Discourse which we
acquire in the process of gaining access to these institutions.

There are always differences between any two Discourses and thus there is always
conflict and tension between any two Discourses. 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 a secondary
Discourse' (1989:9). From this definition he draws two main conclusions. One, as
there are many secondary Discourses so there are many Iireracies. Discourses and
hence Iireracies are not like languages in that you can be partially tluent in a
language but you cannot be partially fluent in a Discourse - YOIl 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 j!f)t just ways of
talking. but ways of talking, acting, thinking, valuing, etc.'.

The second 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 critiqued within a
secondary Discourse but not on its own. TI1(' primary discourse can never act as a

104



meta-language. All secondary discourses involve uses of language, whether written
or oral or both, that go beyond our primary discourse (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 thy in order to be 'empowered' or 'liberated' any person most
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, evaluate and hence seriously 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
Discourse 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 a 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 througl. learning. In order to be conversant with Discourses and
lheracies we therefore need both acquisition and learning. 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 appear to be learning literacy or literacies. However, research
(We1l3 1985,1(86) 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 (Ibid) continues his argument by illustrating 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
~earnjng can take place. 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. It is also non main-stream children

105



who do not have access to dominant secondary Discourses that include those
connected to the school because their parents lack access to these Discourses. Thus,
at school these children cannot practise what they have not got. In addition they are
exposed to learning rather than acquisltlon, These children are being exposed to
. neta-language which does not make sense without having the Discourse first.
Moreover, as many school discourses often conflict with these ehildren's primary
discourse and other community-based secondary discourses, the acquisition process
is often obstructed and sometimes even blocked (1987:23-24).

Gee claims that what he has said about secondary Discourses is true about
acquiring second languages:

Acquisition and learning are differential sources of power: acquires
usually beat learners at performance, while learners usually beat
acquires at talking about it, that is, at explication, explanation,
analysis, and criticism. - we are bei~terat 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 a second language through formal
instruction in a classroom. Hence rhe teaching of grammar does nat generally help
in the mastery of a second language. However, learning a second language in a
natural setting does not make the learner a linguist - thus acquisition 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 all
examination of the importance of 'the scnool' or 'independent schooling'.

5.B.l Resume
The theories of language proficiency of Vygotsky, Bruner, Donaldson. Cummins
and Gee share the following commonalities'

1) These theorists agree that language scquisirion is part of the sociulizatlon
process: language comes from the outside to the inside. Initially children
acquire their language from watching and listening to their care-takers and
from imitating them. They therefore aen_iire not only language forms but
also the paralinguistic 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, FOl' 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. 10 all instances the tutor is all 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 to
school, (s)he gradually decontextualizes his world as (s)he internalizes the
language thus 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 1110stgeneral function of the school is usually
considered to be to 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 research in West Africa in the 19705 (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 ~lSchema for 'logical
discourse' so that the child is able to use his knowledge theoretically. Schema for
'logical discourse' in Bruner's words is 'school language' (5.4.1) and 'disembedded
language' according to Donaldson (5j).

Scribner does not, however, claim that all schooled people have these schemata but
that they are far mort common among the schooled than among the unschooled.ji,
this argument the important consideration is those people who go to school and do
not learn 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 to; He
suggests that if the child is threatened by the school language in any way, he might
resist learning h. There may be a linguistic mismatch which may interfere with
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language per se. This in tum prevents the child from learning the school language.
Moreover, the child may feel psychologically as well as academically threatened.
A resulting fear of failure and its implications 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
Jack of motivation on the part of the pupil can only hinder his progress.

Donaldson (1978:113) said that fundamentally all humans want to be useful,
independent people This urze , ',' from a very early age. By the time
children come to school they r ve a vast store of e·:periences. Bruner (5A.l) has
shown that unless children grasp certain basic skills early ill their school lives, they
are unable to make them up later. Similarly, Donaldson has ~.6jed that unless the
gap is closed as soon as possible, the pupils fall further 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 to decentre, The need for lengthy exposure is
supported by Cummins view where he maintains that the development of CALI'
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 to both 'acquisition' and 'learning' (5,7).

According to Bruner and Greenfield (1974:388-389), it is not the actual content of
what is beir: transmitted 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 learners (from deprived situations) gaining access to the
secondary discourses if they are to become 'literate'. Gee (1987:24) argued that the
content subjects can become 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 reI? ';ion that varies as the child goes from one
stage to another. This eads 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 learning in their mother tongue (Ll )
but of central concern in this study is the learning and use of L2. Vygotsky claimed
that L2learning is facilitated by fluency in the Ll. Cummins' research accords with
Vygotsky's statement. This has a direct bearing on the age of the pupil. If the pupil
begins L2 instruction too early, not only will his L21eaming he affected but his Ll
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' will aid the learner.

All the theorists agree that whether the learner requires a scaffold, &. mediator,
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 tum will develop
higher level and abstract thinking. On one level farm school teachers are willing to
work towards helping the pupils as was demonstrated on numerous occasions.
Despite all the odds, the teachers' persist. Their overall attitude can be summed up
ill their own words:

• '1 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 to using
English as the medium of instruction. In order to understand the position of these
teachers as fully as possible, their situation has been examined from a number of
viewpoints. These aspects are: their appointment, qualifications, TPR, language and
subjsct knowledge, classroom and teaching skills, provision of accommodation and
isolation. The findings which have emerged from the study centre around 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

sufficient certification or inadequate and inappropnare courses
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• teachers have insufficient knowledge of both the use and usage of the
language of the medium of instruction

• 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
• teachers are isolated from exposure to English and from the mainstream 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 theorists 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 press. .e or in a situation where that person is insecure, will fall back on a
pattern of learned behaviour. 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 difficulties with the language,
insecurity in the knowledge of the content of the subject/a 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 dominance. As
long U3 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 matte)' 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 establishment of an optimal teaching/leaming environment, it is also
clear the lack 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 th~ effective functioning of the farm school
system is hindered by political, econornic'and social factors. Each of these issues
separately does not satisfactorily account k tll~ educ~tional failure in the farm
schools. Even adding them all together does not y~pl~iriwhat has 'me 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
cycle of poverty.

The kind o~educational change which is under discussion here is innovative change
rather than quantitative change i.e.,change which attempts to introduce new ideas,
new curricula, new methods and new attitudes etc. 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 rnonitorlng 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 to 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 Implement innovations per
se, but to aim for improvement, greater fairness and greater efficiency. Innovations
should thus be seen as a means to 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 expei.mentation, 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).

I 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 traditional education system
simply because it is conventional, is unsound. Any traditional system has been
developed and adapted 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 little credit to
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 complexity of human responses to new.ideas, 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, rather it
shows that they are opposed to taking unnecessary risks. For teachers risk-taking
is a two-edged sword. Firstly, there is the risk Or investing resources of time,
energy or material for little or no return 01' benefit (material. intellectual,
psychological) and secondly, among the unintended and unforseen outcomes of the
innovation, there will be undesirable consequences (loss of confidence of pupils.
discrimination from colleagues etc.) None of these-risks can, however, be predicted.

If

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
tried out in SUCh a way that corrective action can be given and taken if necessary.

Tom Hutchinson (1988) adds another dimension to understanding and managing
change. His view is that change is a pervading part of life. it is around 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 change
of behaviour that disturbs the framework by which people make sense of the world.
Hurst has said that teachers are not fundamentally opposed to change (see
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 status, 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 consideration when thinking about introducing change is to take into
account the fact that individuals are members of many different groups. and groups
have great power over the individual mainly because they provide the individual
with benefits. Thus, iif group affiliations are removed through introducing
innovation, then benefits are removed. According to Hutchinson (19g9) groups

. I

provide:
• reality testing (in particular, people test their values in relation to what they

think is sup ported by ot. r people)
• affiliation and recognition (if these aspects are ignored then the participant's

affiliation can break d ')wn ego solitary confinement)
• self-esteem (people feel important because other people think they are)
• power and achievement (people can succeed because they have power)

Hurst, Hutchinson et al have demonstrated the difficulties 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 acceptable' (Hurst
1978160).

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 implemented successfully, but only some-
times. and by taking thought afterwards as well as before' (1978:57) .. (insertion
and emphasis added).

It is, however, clcady 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 aspects of the
innovation must be given. Trust, confidence and feedback from participants
arc vital)

u relevance or desirability (outcomes must accord with the participants' value
systems and promote benefits: sometimes values have to' be changed.)

• effectiveness or reliability (innovation must be perceived to fit context)
• feasibility (necessary resource requirements cannot he underestimated)
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• efficiency (participants will go for whatever serves their situation f 1::!

ego rote-learning)
• trialability (potential adopters trial change themselves)
• adaptability (flexibility to accommodate adaptations and modifications to suit

adopters and/or context)

Hutchinson et al claim that change will only be successful if it takes into account:
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 gTOUpSand organizations and the structures, norms and environ. lent of
each of these. From what these reviewers have written, it appears that innovations
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
level of education and training. It has been shown above that Hurst's view is that
teachers have difficulty in embracing change .~nless they can see that there are
advantages and no risks. Hurst's view is supponedey Hutchinson who elaborates
on the difficulties that people have in accepting cha~gy because it threatens them
both personally and in relation to their various group 10Y:::l.lties.

\' ''-

Thus, it would appear that if the level of education 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 submitted by
Hurst ct at 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 a
missing element if change is really to be promoted.

In an essay entitled Both Sides of the Wall, Raymond Wilson writes of hia
experience in bringing a group of adult learners to realize the need for change. He
say~( 1970:204):

It is the problem of an social change: that a system produces kinds
of human beings who then seem to illustrate the justification of the
system. Breaking through to a different world involves not just the
rejection of authority hut the taking of authority., with all its
consequent demands on oneself.

Thus according to Wilson the process of change involves a careful and critical
examination of the current system. retaining those elements that would work
positively for the situatir= and rejecting those that are negative. In order carry out
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these functions effectively, a commitment to and acceptance of the responsibility
for change is essential. In relation to the teachers this would mean their taking
responsibility for their improvement by actively seeking and participating in the
chahge. .

In the light of the additional insights provided by the theories of cognition and
educational 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 might be
amenable to change are examined. In addition, on the basis of a) the main tenets
of cognitive theories and b) these aspects whe -hange might be effected, a
suggestion for an intervention !~put forward.
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CHAPT~R6

A CHALLENGE FOR CHANGE

Where there is much desire to learn) there of necessity will be.much arguing,
much writing, many opinionst for opinion in good men is but knowledge ill the
making.

John Milton; Areopagitica

6.1 Introduction
farm school resee 'ch began as an investigation to determine the feasibility of

implementing an r, i;'llsh language course to help teachers meet their needs to use
English as the medium of instruction. This narrow research focus left important
issues unexplained, The research was thus extended to include thi' socio-economic
background of the farm schools. This backgrounding yielded essential information
concerning the living and working environment in which the farm schools are
established. However, observation brought to light important aspects of the
teaching/learning situation which needed clarification. 111addition, the results of the
pilot intervention r.rised more questions concerning the teachers. Theories of
cognition and change were then i .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 strdy was based on the underlying
assumption 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 situation and the notion of change itself are
many faceted and any approach u(..,)[.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 majority ends in failure aod
dropping out is me question: can anything be done to reverse this situation?

Essentially, h would take large scale political change to eradicate the problems the
farm school children are faced wit'i both inside and outside of the school, However,
even if the new South Africa begins tomorrow, it will be some time before the
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changes filter 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 are now for some time to
come.

As basic change will take time, it is important 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:

• tc get all farm school children to enrol at school
• to get the pupils to attend regularly
• to make provision for children who lack school readiness - to improve the

language teaching and learning situation
• to help the teachers to become more proficient in the language of the

medium of instruction
• to improve their knowledge of their subjects and their classroom

management skills
• to bring about a change in teacher attitudes to farm schools and to teaching

to improve the physical conditions of the school buildings
• to provide basic equipment and classroom libraries.

Although in the current political and economic 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 teacher s. The teachers could be the
focus of change in two ways: they themselves could be the subjects of change and
then [hey could become the agents of change. However. this can only happen
subject to certain conditions pertaining to change being met.

Following the theorists of 'change' (see 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 email risk to them personally or to their group
loyalties. For the teachers to effect change, they need to be competent, flexible and
innovative. These characteristics are in tum dependent on the levels of education
and iraining that the teachers have received.

In paragraph 6.3, the use of the medium of instruction and the: classroom practices
of the tear-hers 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, paragraph 6.4
looks at what changes might a-id might not be acceptable tn the teachers.
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Thereafter, possibilities that could enable teachers to redress the situation will be
presented. The chapter concludes with questions and suggestions for further
research in this area.

6.2 The 'ideal' t :,p 1,/

The theories presented iii this\Ftudy have a centra] 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 guide
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 maintaius that the role of the teacher is both infonnationaI and
transactional in leading the child to learn to disernbed,

• Cummins demonstrates that for both Ll and L2 learners in the initial
instruction stage, context-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 theoretical
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 1..2.

b) The teacher needs a thorough knowledge and understanding of language as
well as pedagogical skills.

c) 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 style which is sufficiently flexible to accommodate the demands
of both instruction and transaction.

e) A workin g kno: vledge of a wide range of classroom management skills is
important.

f} A dear understanding of the working of and the relation of affective factors
to till' teaching/learning sit! arion is required.

g) The ability to trent the s: !hhus with flexibility.

h) The skill 10 develop and adapt material to maximize the learning situation.
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6.3 The reality
6.3.1 The use of English (L2)as the medium of instruction
The data from the classroom observation, the survey results and the attitudes of

)

most of the teachers to the intervention programme indicated clearly that the
teachers arc far from being able to promote 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 teachers 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 useful 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 learners, For example. Lie vernacular of the school is
not necessarily the mother tongue of all the pupils and the resulting linguistic
mismatch can only cause confusion and prevent 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 Eng] Ir
because (sjhe finds the pupil cannot understand the explanation in Er "~.~h"
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 examination
using that concept in English.

Also, in the follow-up it is the teacher who continues to do the talking in the
vernacular and the chance for communicative pracnce has been ignored. In this
instance. the opportunity for pupils to try to use the language analytically to try to
come to grips with the concept with the guidance (scaffolding) of the te acher has
been lost. The opportunity 'to share in dialogue, ... to intemalize speech as a
vehicle for thought' (Bruner 5.4) has been denied the pupils. In addition, their
exposure to the 1.2 has been limited.

It can also be argued here thai the teacher does not know the subject well enough
to feel secure in any eventuality. Because of this, the teacher 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 the subject through the
language in a meaningful way.

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, Virtually the only exposure the pupils get to English is limited to their
classrooms.

By not having 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.
Donaldson (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 tae 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 reacher-centered, rote-learning model. This model encourages a lock-
step approach dictated by the syllabus and the text book/so No room is left for the
provision of needs of individual pupils and pupils gain no understanding of the
general nature of the Iearning.process.

Combined classes can be identified with the farm schools researched in this study
(3.5.4 and 4.4.4) and large classes are also very common. 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
(hat combined classes have problems which are peculiar 10 them (4.4.4) such as
reaching two different standards the same syllabus at time same time. Because of
a lack of relevant training the teachers do not know how to use this situation to the
advantage of the pupils and they thus regard the combined class as a burden. The
best they can do is to use what they know: the teacher initiation, student response,
teacher evaluation pattern (IRE)(see 1.4) or the teacher-centered model.

All the negative aspects of classroom practice found in the non-ccmbined 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 siltint! by idly while the other half is learning
passively. In all the combined classes 'Illy a handful of teachers are able to make
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learning opportunities available by maximizing classroom management techniques.
Pupils in these classes get halt the exposure to the language, half the syllabus and
half of ~heattention that the pupils in ihe 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 a learning environment where the pupils are actively engaged in
exploring ideas by mea.is 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 (sec 4.2) as well as their reque. s at the end of
the first year of the pilot programme (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
(he English to improve their qualifications (see 4.5).

The rationale for assessing the teachers perceived needs is that if you give tbe
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, Beeby (see 5.9) claimed that one of the requirements for change
depended on the level of education of the teachers. On~he basis of the views
promulgated by the 'change' theorists (see 5.9) it can ~eargued that once the
teachers become more proficient thereby gaining access to higher and broader
education and thus better qualifications, they will be more confident in their
abilities. Increased confidence will in turn facilitate greate- flexibilitv 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
in 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 to participate in such a
course.

In order for such a programme to be successful regular classroom follow-up would
have to be conducted. In addition, d 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 arid
they are 110t overloaded with alternative information and method' this programme
would l!iave 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 can 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; a course so packed with content
that the teachers 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 teachers to answers, (s)he simply asks the teachers to state their needs
in relation to what goes on in the classroom. The result is that the majority of
teachers dl I not know what to say because 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 when the teachers understood "peaking skills h'

mean pronunciation skills (see 4,1.2). A misunderstanding of this nature can ca511,'/
dernotivate the teachers and hence affect the intervention.

6.4.4 What can be done?
Clearly, offering teachers an English languase course which will help them to
become more proficient can meet some of the •iifflculties which are manifested in
the farm school classroom. However, this is necessarily a long-term programme,
Although initially it appeared that the focus of the intervention should he on
teachers {see 4.~)). it has subseque: iv become clear that this would give rise to the
untenable situation 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 that it would not
work. Further, (see 6.4.2 and 4.5.6) any r .me which focuses on what happens
in the classroom but which does not hay. cr access to the classroom from the
outset, has a minimal chance of attaining a positive. outcome.

The suggestions for change outlined above all revolve around school-focussed
interventions i.e .• where the teachers are taken out of the classroom for courses. The
advantage of this approach is .hat many schools can be involved at the same time
and it is thus cost-effective in terms of human resources. time and money, 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 a 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
number 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 mise and the classroom follow-up can take place immediately. The range
of aspects that can he dealt with is incre ..sed. For example, the choice of material
for a particular topic, the necessary language structures and how the topic relates
to the syllabus are sorrc !\ ,lr('~ll; that could be covered for one lesson.
Furthermore 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 fann schools are concerned-ts 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 presented in this study is the notion that language is a tool
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 learners traditional methods for teaching an L2 do not take into account
that learning for cognitive Of academic development are interdependent with
language learning. 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 th"'*; 'S used in the transmission process. However, the content can
provide the setting in which the language is used. An integrated approach would
bring together the domains of language learning and cognitive development.

This approach would maximize the learning situation 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 acade?1ic development (see Chapter 5).

All the theorists have discussed the points mat 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 litr~acies. These are not likely to be traditional
classroom setn, ... hut rather natural and functional
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 ·nat;:t'l;l.J
and functional environments'. Moreover, language facilitates the purposeful
exploration of the subjects. By working in an integrated/language programme, the
farm school children would be exposed to using language meaningfully and thus
would be able to build 1mguage skills. In addition, they would be acquiring subject
background at the same time as developing communication and analytical skills.
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Content can provide both a motivational and cognitive basis for language learning-
cognitive because it provides concepts to which language functions and structures
can be attached and motivational because it can be made re' want to the experience
of the pupils. 'Relevant' is used here in Bruner's sense of - that which the pupils
have had some experience with (see 5.4.1). The content could thus become another
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 'success'.

6.5 Conclusion
Gee (1986:59) maintains that:

Literacy in and out of itself leads to no higher order, global
cognitive skills; 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 cultures.

However, Gee argues that essay-text literacy is the literacy of Western technology
and it often replaces other indigenous literacy forms all over the world. He
(Ibid:60) concludes his argument by saying:

We should not fool ourselves into thinking that access literacy
automatically ensures equality and social success or erases racism
or minority disenfranchisement. 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
'language' 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 (language or subjects) ...
Rathert they are teaching a set of discourse practices, oral and
written, connected with the standard dialect of English (which will
lead to essay-text literacy).(inserLions added) Adapted from Gee
(Ibid).
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6.6 Possible research questions arising from this study
In this last section three questions which are deserve further research arising out of
this study are discussed briefly.

6.6.1 Ltnguistlc 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 to light ·that linguistic mismatch in the urban areas is also very
common. The implications of this for future language policy formulation are far-
reaching. For example, if a very large number of children are not being taught in
the mother tongue from the point of school entry, other options might be
considered.

From an educational and psychological viewpoint Vygotsky's claim that acquisition
of the second language is dependent on the level of development of the first
language becomes a very important consideration. Further Cummins' et al research
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
introduction cf 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 involvernent in the schooling of
their children

Principals and teachers reported that parents are either too busy or too tired to
become interested in the schooling of their chiidren (see 3.3.3). The lack of this
important support has been promulgated us a reason for lack of school readiness,
irregular attendance and early removal frou. hoot Mashishi (1991) In a talk given
at the ELTIe Forum. recounted her experience with an urban parents reading cluh.
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 i' much bigger problem in
the rural areas. Parents can play all important part in the scaffolding process.

The research question here would be:
What help can be giver, .0 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 bring for
both the teachers and the pupils. Literature concerning rural/one teacher schools
in other parts of the world (USA, UK, Europe etc.) shows that a very successful
teaching! learning situe-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 able to provide this kind of infra-structure
for the farm cchools is unlikely in the near future, and as the pupils in the
combined 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 classes in the SA farm schools?

6.7 An. overwhelming challenge
The problems both within and surrounding the farm schools are extremely complex.
However. an acknowledgement of these inadequacies and constraints does not
explain them. As Lawrence and Paterson (1991:2) have pointed out:

...l'I'lo say that education does not answer. simply and
unproblematically to the needs of rural society, does not really
contribute in any way to our understanding the diversity and
enormous potential for conflict and contradiction in and around
rural education. '

In the final analysis this study was an attempt to gain greater insight into the issues
which make up the complex farm school system. Three aspects in particular were
highlighted by the research ~ the high rate of attrition. combined classes and
linguistic mismatch. On the basis of the findings a possibility for an altethlttive
programme was promulgated (6.4.4) and suggestions for further research were put
forward (6.6). There is a great deal more that needs to be understood concerning
the farm schools in order to change possibilities and suggestions into an appropriate
policy. The challenge thus remains.

127 ))
'i
~\



APPENDIX A - Questionnaire
THE ENGU~H LANGUAGE TEACHING INFORMATION CENTRE (ELTlC)

Nama (.if school:

SUrllame: First name: _... i----
Name of Teachers' Diploma

Do you come from this area originally?

Last Std passed at school: _';;.,_' _

Name of Teachers' College: _

Standards and subjects being taught:

Standards: SUbjects;'

Sub A

No. of pupils in class

---------------------------- _,.------
SubS

Std 1

Std2

Std3

Std4

----""",_

SteL'" \ ----, !

1. How long have you been tee.chlng at this school?

2. For how many years have you been teaching?

3. Are you doing any upgrading course eg Unisa, Matric?

4. Which course/s are you dOing?

5. Do you need help to Improve yoor own English?

6. Do you need help to teach English?

7. In which areas? (~g speaking, reading, grammar etc)

8. Do you need help to teach any of the content subjects?

9. What kind of help do you think you need?
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APPENDix B - Structured Interview
Schedule

1. History

When did the school begin?
Who began it?
Has 71' changed much'! (buildings, managers)

2. 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 farms at :end school?

3. 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?

4 Atle-ndance and transport

What is the furthest distance the pupils have to travel?
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 attendance?

5. Pass rates a!ld drop-out rates

What is the pass rate generally?
Wh~,.His the percentage pass rate in Std 51 (last three years)
Where do the children go to school after Std 5 (Std 4)'1
How many (%) of pupils go on to High School?
What happens to pupils who don't go to High School?
What is the drop-out rate during the H.P. years?
Is tbe!'~ any point at which the drop-out rate is most marked?
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6. Staff

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 you or any members of your staff attended any in-service training
courses?
What extra-mural 1lC~ivitiesare the staff involved in?
Do the teachers move from school to school often?

7. ]..anguage

What language is used as the mother tongue?
What is the. medium of instruction from Std 3?
Do the teachers really use the medium of instruction?
Are there any problems with the medium of instruction?

Q
v. ,Ehysical conditions

How rru J 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 tel-phone?
Haw efficient is the postal service?
Is there sufficient furniture?

9. ,Books and egujpment

Are there sufficient textbooks?
Do the textbooks arrive in time?
Do the pupils have to buy any of the textbooks for themselves?
Are tile pupils able to provide sufficient stationery for their needs?
Do you have a library (general and/or class)?
What teaching aids are available to the teachers (worksheets, charts, science
equipment etc.)?
L'O you have any copying facilities?
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10. ys,;nmI

Is a health service available for the pupils?
Is there any provision for remedial teaching?
Is there a feeding scheme i,nthe school?
Who provides the school uniforms?
What extra-mural activities such as trips are available?
What do the children do after school?
A e ~he parents interested in what the children do at school?
Are the parents involved In any kind of non-formal education programmes?
Is the. school in any way a community centre?

')11
,\\\

HO\voften do you see the manager?
00 you feel that you can approach the manager with any school problem?
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?

12. .Qltl!lR

If you could have any change you wanted, what would you like to see in
relation to:

buildings
s,::Uf
pupils
s.yllabus
in-service, training courses
or any other not listed above?
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Al'PENDIX C - TALOSObservation Scheme
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APPENDIX C (b)

TALOS Observation Scheme
(The High Inference TALOS)

] 13...
f "'11

11
h il

TEACHER S.s~~ ~ ~
Use of 1.1 0 1 2 3 ..
Use of U - 0 I Z 3 4

ttacht:r tllik lime 0 t :z ) "~xpliClt lesson stru<'tW'(, 0 J 2 3 4
,.sk onentanon 0 1 2 3 4
"'arity __ , - 0 1 2 J 4..

0 3iniuate erotlem sohinL....- __ I a 4-personaliztd quesllo~~I!!.'~_, 0 I 2' 3 ..
p!!sill'e r~n(orCf.m~1 0 J 2 3 ..
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APPENDIX

TALOS Observation Scheme
(General Information)

1. Ob~rYi!r

2. Dille

3. School

4. NJune of French leath~r

S. I'tll'O"' of home-room teacher

6. Grade

." Obwvalion (circle one) lsi 2nd

B. Lesson SIan

9. Lesson fIIld

10. French room (tirde one) )ItS no

II. Teacher French displays? yc~ no

12. Studern French djspla~~? YCl no

13. Franecpbcne French tcacher? YtS 110

lrd 41h

(I R. Ullmann and E. C;~ •• OISE 1982
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TEACHER:
STANDARD:
SUBJECT;
TOPIC:

APPENDIX D - Observation Scheme
(Adapted)

SCHOOL:
COMBINI:D CLASS: (Y) (N)
STANDAR DS COMBINED:
NO. OF PUPILS IN EACH STANDARP:

COSTENT:

METIIOD:

LSRW
Words
Senlc:n".es
Paragraph£

Introduction
raeU
new hl'Q
coneepu
re..cy.;ling
roo infcrcernent
revision
cbccking/tcsting

lecture
explanation
demonsu .. tion
discovery
drill
chorus (Tr.Ts)
dramati1.ation
dialogue

gUES'!10NlNQ: no.asked by tchr,
individ. ans.
class ans.
tohr, anI.
probing
prompdng
re-dlrecting
distributing
pupils'que ••

CI.ASSRM. MANAGEMENT:
TIT/PTT
in~tlUctions Ll? 1.2?
arrangement
pip help
monuonng
f.cilitating
tchr.as resource
accuracytnuency

CO\lIliNEn CLASS:
s!ds,tatlllht together or separately?
if separately. how was the std. WIthout tchr, occupied?

CO.\1\1E!\'TS:

)1.;11'If 1.1 is used at any staac indicate this.
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APPENDIX E - Carroll Rating Scheme

SPOKEN ENGLISH - CRITERIA FOR ASSESSMENT

Section A ~ rating by specific aspect

L Fluency

A the teacher can speak effortlessly and smoothly on a wide variety of
topics

B the teacher can speak easily on topics she knows

c the teacher is able to express the general idea of a topic but his/her
language does not flow easily

D the teacher struggles to express him/herself.

2" Accuracy

there are no noticeable errors and the teacher uses a variety of
structures appropriately

B there are occasional errors and the variety of structures is limited

c errors but no hindering of communication

D there are constant errors which interfere with communication.

3. Vocabuhyy

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 situations
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c adequate vocabulary for specific purposes but stumbles in other
areas

D in accurate use and limited knowledge of vocabulary.

Section J~.~overall rating

A ;, _Gxcellcmt;the teacher is completely fluent, makes very few errors
and has a wide range of structures and vocabulary.

B Good:, the teacher is reasonably fluent, makes some grammatical
errors and has a fair range of structures and vocabulary.

C §atisfactoa: the teacher's language does not flow very easily; (s)he
makes quite a few grammatical errors and has a limited range of
structures and vocabulary.

D Weak: the reacher struggles to express herself in English; she makes
grammatical errors which hinder communication and has an
inadequate range of structures and vocabulary.

Adapted from Carroll, };-B.(1982) Testing Communicative Pc;rfonnance. Oxford:
Pergamon. !f
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APPENDIX F - Standard 4 EngHsh Exam
, D~J'Ih:'·:'~~ 01" EDUCATIon AND~Nln:NG •

.AN1WllL mOMOTION EX.Ll',IINATION.
ENGLiSH ]'Irl."3T fA ~Kt.

r·ii:t'tKS! -40
TlbiE:-45uins

1. S:..:NThl.liG.E: \II. dh.
---y;) ~;ot more than £':iresent.ences s «

~';'l(LY BE., TBN 1:.1 A JMI.CI,.

2, Pi;""L.!..GH,.~,j:EJ:-

(t)

(i)
(ii)

(iii)
(iv)
('If)
(vi)
("Iii)
(viii)

(:Lx)

~"In(.; c~~~yI went tothe 'f " ""~Jer ~ tree~ I su ddenly saw ~
snake abcut ••• no.. • Itf! tedy ,
w.:'.sbelf raised 'and its t:::.unt:;ue
....".. .• I was .,.
e, ulJ. not "'.Ilr"'~"V'e moveer snout
, •• • • • • • •• tOVlarrts: I jumood.
up nnd •••••••• it on the bead
and !dllt.:d it.

two mtres from r.:o.'
jerked in ~d 0ut.
T!len' it -oane.
thr~w a stone at it.
Wbile j: was 81ttine .::.
river to fish .
..aP frightened :t;~atn_
Luckily .r hit.

lIe/

1I.rrangoment0 f simple aerrtacee in logical order :-

In the garden we grow li11ie8, roses, violets, ~rnations ana
other flowers. ,.
~zy new hase is composedof a sittine-room, dinning-room, kicben
hath- rocn and two becrooms •.
There flkher grO"'h"S mtttly kinds of vegeto.blBs.
In t.e tront of the ill.) u se we have grass and :flower ~ad(:ln•.
Cur gSl'lenis in the back yard.
1.>'1 winter we spend muchtime 1."1 the 8i ttin6-rocm,
'..fehave our me!',ls in the dinning rc cm,

.;\:t nicht we sit before the fire un'til it is time to &0 to bad.
There is e warm carpe t on -lihafluor, ali the fire bura briehtly
in the fire-place. ~ll'/

(<') (;;ll)08e.only liNE topic from the tpics given be Low,
:.f.E. Not more than 5 01'6 sentences.

(a) tur schvvl
(b) rL at rest a ccd.den t •

............(c) A. sad story vI' The.stgry I have re~d..

4. INffvl~ ....U. LJ!,~r,:EI.{ TL '" Fi.UENP Crt l.Elu\_TI \11.::.
l'i.!:. The ccmp1ate.letter shou Ld net exceed 51..- werds.

( :1) ,irite on e of the f'Jl lowillJ:l'l.ttE:rs:-- ., .
To your father/,mother and ask for mouey. Tell what you ~e going
to use it flJr."

or
'1.'0 ycur friend and invite hil1J/her tC' your birthday party.
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APPENDIX G - Reading Skills Course
I... 1 EtTIC FARM SCHOOL PROJECT

READING SKILLS COURSE\,

Session 4: Previewing (4).

Wopk together in your groups.
Read and fo l.l.o» the instruations aarefuZ Zy.

1. LJok at the heading at the top of p ge S. Wh.at does this
heading suggest t~ you?

2. Look at the c1 ues on page 3.

3. How do these clues relate to the heading? Give your answer
in 1main headings.

a)

b)

c)

4. Find the blurb on page 4 and r~ad it.

5. What dit you learn from the blurb?

6. How does the blurb relate to the heading and clues?

7. Are there any other clues?
do these tell you?

What are these clues? What

8. From what you have learnt from the clues, predict what you
think the text will be about?
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9. Read the t.ext;through once. Do not stop for any words or
sentences you do not understand.

10. Check your prediction. Make any alterations to your pre-
di~tion that you think necessary. Write any changes below:

11. Read the te~t again. This time read it more carefully.
Check your prediction again.

12. Say briefly what the text is about.

----~~------------------------------~-------~------------------~
___ ,----------------------------------------------------------------
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Can You Read?

TRAIN TU£TABLE - JOHANNESBURG
J;llmTORIA,,:"-Ti~RSBURG

FIve '{EAR REPLACEMENT GUARANTeE

This beetor, as .~pecif"ed hereundllf, is guara< Jed by Diol'! D!$I;ount Centres
agair;st element fIJilure solely for ~ period of five years from date of purchss« em
specifically exc/uo'r;s consequ-;,ttial damage caused through misuse or careless
ness, or any other ceuse :'::Iatsoever.

CONDtTION OF GUARAN'rEE
1. The guarantee shaH only ap~ly to the original purchaser and is no

transferable (If assignable.
2. The guarallteti shall not aoolv to any damage resulting from. accident to

a!terati,," A~ he heater, nor to any damage caused thereto 01God. .
\)~1'._"_.-··".,ed only on the voltage and current SUPpl1

aEoRAG/l>JJIO

...

WASHING INSTRUCTIONS
1. Use only cold ,iU

2. Use a mild soap
3. Dry flat
4. Do not dryclean.

TF£SPASSERS WILL BE PROSECUTED.

"'irst aid for food poisoning

(11) 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 two fingers down his

throat. If this does not work put two large spoonfuls of salt in warm
water and make him drink it. This is called an emetic.

(e) When he has finished vomiting give him as much milk to drink as possi-
ble. Thi~ helps to take away the poison.

(d) After the emetic and milk, give two spoonfuls of castor oil to help the
poison t;) pass through the intestines.

= U "_IllS __

WARMING!
Sackets are dangerous!!!

Keep your fingers out!ll
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world in the past didn't knO"~how to read and write to live.
But ill countries like Bri tai.n where peepLe ars ezpe cte d to be
able to read and lvrite, it's a handicap if you can't. Still
about 4 in every 100 adults in Rritain can't read and write
well enol; ..-" to deal with most of the thiugs in our life that
need re adfn g and writing. They're not stupid: they just mis.sed
out on Iearrri ng, This is a s tory about; one of them.

Brenda Linson never goes anywhere without all
empty spectacles case. She doesn't wear glasses.
The reason she can't do without her specs case
is because she can 't read or write. If she ever gets
into uny situation where she might be expected to
do either of those things, she fishes around in he!'
bag for tbe spees case, finds it empty, and asks the
person concerned to do the reading or writing for
he-r.

Brenda is now in het late thirties. She's capable
and intelligent and until a few months ago hardly
anybody knew she was illiterate. It never occurred
to her husband in 10 years of marriage ..He is away
a lot for hi.::work; he insists on handling all 'the
letters and bills that come into the house; he
accepted it as normal tl;:latBrenda should phone>
her friends rather than write to chern. It has never
Occurred to her childrer;. either. When they were
young their mother told them stories. rather than
read to them. Now that the oldest is quite a good
reader Brenda can get her to read any notes
brought home from school simply by asking 'What's
this all abnut then?'

She managed to hide the secret at work too -
even when she was promoted to head waitress in
the private club where she worked. She devised a
coding system for the menJ1;~othat she didn't need
to write out orders. Shef.i.lsomemorized the club
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 specs
or on her bad memory, She also ran her OW11 'bus-
iness at home, completing kn.tting patterns for
various firms. She had no trouble with numbers
and she learned knitting patterns off by heart; she
could always use the phone when she stuck, pre-
tending she just wanted to check an order by
getting someone at the firm to read it over to her.

But then thin~s started to go wrong. She went to
see her children's headmaster became she felt they
weren'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-
master said >there was no need to wOlTY• provided
that the children were getting help with their work
at home. For the first time in ber life, Brenda felt
forced to admit she was illiterate and couldn't help
them. The headmaster was shocked and could
hardly believe her. Then there were problems at
work when a change in the system meant tha.t
Brenda was on her own at work for l1h hours each
night. Without anyone to turn to if she got stuck,
she decided she couldn't face the worry and gave
in her notice.

A couple of months later she noticed a simple
poster in her local Iaundrette, It said 'Can You
Read?' above a picture of someone reading. Brenda
knew enough simple words to make this out and
she memorized the telephone number to ring. She
forced herself to contact the local adult reading
scheme. The morning of her first appointment she
finally told her husband what he hadn't guessed in
their 10 years together,

Brenda now goes to reading and writing lessons
for a couple of hours each week. She is malting fast
p':iJgress. and is on the track of another job. She's
now herself helping her youngest child with the
simple reading books he brings horne from school.
That's extea practice for Brenda too. But her son
doesn't realize that he and his mum are Ieammg to .
read together. "
(adap. from The Secrtt 1<'f!W People Guess, Jenny Stevens)
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APPENDIX G (~)

["•I ELTIC E'ARH scaOOi.. PROJECT

Se s s Lo n $" READING SKILLS Cllli"g

V~lcabulary (3)

ACTIVITY Revision
\.",

a) The entire city was annihilated by tfi~ war. That is, all
the buildings were ruined. All ~~e a&im3ls were kille~,
the vegetation was destroyed and not a singte h~man
survived.
(i) Meaning:
(i i) Technique:

OJ Although Maria a.nd Anna are sisters their persona.Ld t Le u
ate qui ted iff. ere nt• M'lria ta I k sal 0 t wh~tea.s t-ln a i s
usually tacit~rn.
(i) Meaning:
(U.) Technique:

c) I was carrying my aud ttheft .the hand Le broke and a11 my
books, files and pencils fel t c the ground.
(i) Meaning:
(ii) Technique:

c) Be cause their business provec' so lucrative they! w~,re able
to double their profits in a year. -
(i) Meaning:
(ii) Technique:

ACTIVITY 2--Work together in pairs.
Read and follow the instruction~ car~fully.

o
a) Look at the he~rling ~n 8.2. What do you think the article

will be about?

t.,'0·L
-----,--------------------,-------------------------------

b) Look at the ~ictures and drawings on 8.2. What infor. 1ion
~ave you gained from these pictures and drawings?

----------------------------------------------,--~----------------------
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c) Relate the heading and the clues from the pictures and say
what you think the article will be about. (predict)

_._---
d) Read through the text once. Do not sfoP for any words

or sentences you do not understand.
e) Check your prediction. Make any al~erations to your

prediction that you think necessary. Write any changes
below,

------------------------------.------------------------
f) Read the text again.
g) In this ac~ivity you have been given a list of the more

difficult words in the ~as~a~e. Below each word are
~hr~e words. One of these Is the correct explanation.
Lbse word-formation and/or the contextual clues to help
you find the answer. After you have decided on your
answer say which technique you used.

1. durable (line 3)
0) recognizable
technique:

(iP temporary
'i

(iii) lasting
helping word/s:

2. portable (line 4)
(i) to divide
technique:

(ii) to carry (iii) to communicat~
helping word/a:

3. barter (line 10)
(i) buy (ii) bargain (iii) exchange
techniqhe: helping word/s:

4. currency tline 28)
(1) money
technique:

(ii) finance (iii) supplies
helping word/s:

5. supplanted (line 37)
(i) replac~d (ii) varied (iii) fixed

technique: helping word/s:
6. picturesque (line 38)

(i) valuable (ii) colourful (iU) decorate"
te chniq ue : helping word/s:
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- 3 -
Session 8 (continued)

t . remote (line 39)

(i) nearby
techniq ue:

(ii) small (iii) far away
helping word Is:

(ii) save (iii) invest
helping word/s:

(ii) old (iii) historic

helping word/s:

8. hoard (line 39)

(i) cultivate
te chniq ue:

9 • p r imi ti ve (1 i n e 40)

( 1") new
techniq ue:

h) Are there any words and/or phrases which you did not
understand and which do -~t appear in g) above. If there
are, wri te them down all ..., "<:y to work out thei r meanings.
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8.2

Coins used in the Middle Ages ir
England

A Roman coin

Monev,
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 about. In other words it must be, 'durable, distinct,
divisible and portable'. When we think of money today, w« 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, baskets, or other manufactured goods. For
this kind of simple trading, money is not needed, but there is often some-
thing that everyone wants and everybody can usc, such as salt to flavour
food, 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
out-of-the-way parts of the world today.

Salt may seem rather a 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 salt, 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 ti.ne or another
over the greater part of the Old World. These were collected mainly from
the beaches of the Maldive Islands in the Indian Ocean, and were traded 25
to India and China. In Africa, cowries 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 accepted as currency
in many parts of Africa.

Metal, valued by weight, preceded coins in many parts of the world. 30
Iron, in lumps, bars or rings is still used in many countries instead of
money. It can either 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
earliest of these are between three thousand and four thousand years old 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 more
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.' O.U.P.

,
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TheseCOpperbars were
important in central Mrican
trade a long time beforethe



15.1 ~~yIC FARM SCHOOL PROJECL
READtNG SKlkkS COURSE

REFERENCE (11.Session 15;

ACTI V I,TY 1

Look carefully at the drawing below.

b) What h~'p$d you to work out what 'it' is?

The most common reference words are:

1. All. the personal pronouns; n ,b. II and ~LtJt

2. him. his, hers, their, theirs, ou r, cur n, your,
yours.

3. them, one, this, thos., there, that, here, which,
few.
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ACTIVITY 2

Below is il' short text.
under 1 ined wox'ds t'ef el'
table.

Read it
to. Write

and decide what the
your answers in the

Sam;.r F.nd Pushp;a, somet imes ea 11ed ib.!.i!:.
father Daddy and theY sometimes c~lled ~
P!taji ~ccording to Indian custom. ~
depended on h.iJL mood. I f hi. was angry or
leoturing tbem about how Indian boys should
behave 01" not behave. how 1h.!Z. could so
easi ly spoi 1 b.i.i. gr.Jod name in the town,
then they said, 'Yes Pitaji'. 'No Plta.jl'.

Word Wox-d/s referred to Forward or back-
trom ward referenoe
text

their
"

they

him -
It

-
his

he

tham

they
.

his

they

I 3•.•
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ACTIVITY .3

Read the paragraph below, Look
re t er ena« waras ana snow by maans ot
tne,}' rllil9r to.

at rne underlined
arrows wnich word/IS

but Nudaka had atter all, brought ~omething

t.o eat. At the bottom ot the suitcase was

~':--);/'<'
!i~~htthem tor h!..t. tami 1y but aliishe -r,ook
'~""

~ " ''''Itshe saw that the doorway <:It hal'
mo~h~~'~ house was suddenly filled ,with
child:..:tn. I.ll.!l:i.. watohed her wi:n soJemn
eyes.Nudaka took Hlamle's thin dry hand
and w!iimtout wit.h .!ll.m. into the hot sun.
She gathered the ragged ohildren around her
and placed the sweets one by one into theii
outstretched hands. Thei. eyes shone with
thanks but it caused a jerk in,~ heart.

I 4 •••
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\t\CT I V I TY,~

Below i$ II Jist of reference words. Uss them to fiJl in
the blllt.'ks in the F3.sSl1.ge. SO/lle of the refer.nce words;
will be used more than oncs.

itt we, her, their, the

Nudaka olimbed down from the Port Elizabeth train and

watohed ------------------ __ dwindl~n' _way in the di.tanoe.
Then aame down into the valley and suddenly
the drought was all around Everything

was brow~ and shrivelled. was a dead
landsoape.

She pushed open the gate and started walking up and steep
broken hill to the hous~s. A few people sat at
doorways. did not greet her, did not
reoognise

How different was this homecoming from what ---- __

had been dreaming for tour years. There were no shouts
of: 'How are l' have missed you'.
... There was only silence around the houses •

I 5 •••
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ACTIVITY 5

Read the short text below and deoide what the und~rIined
words ~efer to. Write your answers in the table below.

A simple e~amination problem

Some students find ti difficult to do exam-
inations beoause the~ do not know how to
begin. Thil is not a difficult problem to
solve however. Here is one way of doin,
it. Before you do anythin~, read the
instructions carefully. Note whether ~
say 'Answer all the questiions' or 'Answer
some of ~t. If you only have to answer
thI'ee out of five questions read thr'.)ugh
the paper and choose 111058 you thi nk you
can do. Then, check the time allowed and
divide is: by the number of questions you
must anliiwer. Ma.ke sure you do no t, spend
too much time on Ijnyone. if xoy U. you
will not be ,able to finish the
8xamination4

Word from Word/s refel'red to FOl'ward or back-
text ward referemce.

it

they

this

here
-they

-them

thos.,'

it
"

anyone

of you do

/ 6 •••
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ACTIVITY (;}

BeJow are two columns of words: one consists of prefix@s,
the other of rOQtE.. Sui J d as many words as you cen by
combining the prefixes and the roots.

PRgFIXES ROOrs,

In- , im- , (in, into, onto) - VENT (come)

Sub- (under, away, beneath) - POSE (put)

Re- (bSlCk, again) - FORM (shape)

T:ran~- (across) - TRACT (pu 1 1 )

Da- (away, down) - PORT (carry)

Con-. com- (with, together) - VERT (turn)
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E L TIC FARM SCHOOLPROJECT

1,. Read the pal"agpaphs be Loia (Japerytty and then u~ depZ'£ne the
tovi(J sentenaes. In addition~ lVPite down what you think the
topi(J vf each pa:t'ag:t'aphi8.

a) Bones break quite easily. When a. bone breaks, cracks or splinters, It Is
painful because the bone cells are alive. You will recognize a broken
bone becauser-: .._ . _ ~ ..
1. It is palnful,';_ ~E;;:~
2. !t is usually swollen, .::.:::::__---~
3. !till·usually bruised, and
4 •.; in certain cases, the ends of the broken bones, e.g. In arms an(( legs,
_.:can pierce the flesh or show an unnatural dent.

{fpom: Health Education in Action. 3}

b) Cocoa trees grow in hot, Wet places such as South. America
and western Africa. They grow to ab~ut 9 metres high and
have few branches. Several years after planting, tiny
pink flowers gro',; from the bark and branches of the tree.
Some of them turn ini:':Doval-shaped fruits called pods.
Each pod contains; about 40 seeds usually known as beans.
(from: Junior EngucZopedia. Hamlyn.

c) In South Africa we havl~many rivers and tributaries. Some
of them am long and wide, like the Orange River. Some are
smaller. Only a few of 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: GeograEhu to the Point. 3.)
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APPENDIX H - Tests
SECTION A
1. Read the passage below through once to get the general idea.
Malnutrition

Many people think eating food is simply
something which is pleasant and nec-'
essary to satisfy hunger. They do not
realise that a great deal of their illhealth

, 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, there is much

10 starvation, and many people die each
year because they eat insufficient food. In
these countries the main problem is the
low production of food. In Africa, how-
ever, starvation is not as common as In

UAsia because in most areas the climate
and soil allow the people living there to
produce enough food for their needs. A
person belonging to a family il:1 which
hUXl:~eris unknown finds it difficult to

20 realise that some of his relatives may be
ill 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 to keep it

25 healthy. III health due to a poor diet is
known as malnutrition. In most cases in
Africa, malnutrition is due not to lack of
food, but to lack of knowledge about
food, and the solution to this problem

30 lies in the spreading of this knowledge.
It is important for people to realise

that malnutrition causes a great deal of
illness and death. Moreover, apart from
the people who are obviously ill" there

35 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 to get
common diseases (for example, rubercu-

010 losis, infections, diarrhoea) than those
with a good diet.

It· is .extraordinary how many people
are unaware of the serious problem of
malnutritio. i in their own country.

From: Jpward Pr2~ein Feeds. Adapted from an article from
Daify Times of Nigeria.
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2. Re-rsad the passage. When you have read t:he passage again,
say whether the statements below are true or false by
placing a circle ar ound the T or F--next to the s t ace men t ,

For e X amp 1e :

The passage is about malnutrition. @!
USle the passage to help you find the answers.

a) Illness caused by eating the wrong kinds of
foods is called malnutrition.

b) The main difference b e tween certain Asian
co untries and Afri ca is that the re are
more people in Asia than in Africa.

c) There is no starvation in Af~ica.

d) Many people eat the wrong kine;" of food
"because" they do not know en ough, ~bout good
and bad food.

e) Malnutrition often leads to disease,
under-deve loped bodies and death.
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Read through the passage below once to get the general ide~.

The g,rminarion DJ bean seeds

Water, warmth and oxygen are all
necessary for the germination of seeds.
I conducted an experiment to show that
water was an important factor in gerrni ..
nation. Lwashed and dried two glass jars
and placed a layer of cotton wool in the
bottom of each one. I moistened the
cotton wool in the first jar with clean
",~qter,but I left the-wool in the other jar
dey. I then placed five bean seeds in each
jar and put the jars in a warm place near a
sunny window. Every day I moistened
th* cotton wool in the first jar so that it
remained damp. The other jar was
completely dry. Both jars were warm,
ana there was plenty of fresh air to
provide cxygen. After a few days, tiny
radicles started to show on the beans in
me moist jar. The seeds on the damp
cotton wool were germinating. But there
was no sign of growth on the beans in the
dry jar.

Froll): neadinq For a rur[Jcse:- 'Jool~ 3.
;1.: .jloor arid ::.J.H.f..lrant..Longrnan
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I

2. Re-!·t!;.J.....>. , •• _ ... age more Qlowly
below ..

before anSWel'.I.IIW-:-;.>Ff:t.\uestions
" ~

In each questidh or statemant below only one answer is correct.
Circle the nUMber of the answer which you think is correct.
a) Germination means: i) development

ii) birth
iii) growth

b) Which wor'j helow is similar in meaning to the word II7lGisture'?
i) warmth
il) damp

iii) sunny
c) The experiment showed that fDr germination to take place

i) moisture, warmth and fresh air are necessary.
1i) water and a warm place only are necessary.
iii) dryness, oxygen and sunlight are necessary.

d) How long did it take for germination to take place
i) two days
ii) 36 r,!.lurs

iii) 12' hours?
e) Tne writer says that each day he

i) cleaned the jars
ii) he wet the cottonwool in one jar

iii) he moved the jars into the sun
f) Does the fact that the radicles started to show mean that

the.bean seeds are
i) drying up
il) dying

iii) growing?

.3. This passag a is a description of an exper.irltent. Imagine that
you are going to do this exp~riment for ~aur class. Using the
information from passage, write up the steps of the experiment
for your lesson plan. There are eight steps in the experiment.
The first two steps have been done for you.
1. Clean and dry two glas~ jars.
2. Place a layer of cotton wool in each jar.
3. ------------~--------

4. --~-----------------------------------------
--------~--------------------- ~---------------------------5 •• __---------------------- ___

6. ---------------- __

7,, _ ------~~--------------------------------
IJ~--.......--------------------.---. _ ......_-_ ...._--

-------------_, ,4';I"r~. _
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• SEt,; r it."
1. Reed through the passage below once to get the gene~Dl idea.

Lucia
The Teacher wore a white blouse and p
green skirt. Njoroge meed the white and
green because it was like a blooming
white flower on a green plant. Grass in
this country was green in wet weather
and flowers bloomed white all over the
l~nd .... Njovoge, however, feared her
,~hen two days later she beat a boy,
~Thack! whack! ("Bring the other hand")
w~ack I whack! whack! The stick broke
in\\o bits. Njoroge could almost feel the
p'.(in. It was as if it was being com-
municated to him without physical con ..
tact. The teacher looked ugly while she
punished. Nioroge hated seeing anyone
b::ng thrashed and he was sorry for the
boy. But he should not have bullied a
Njuka. It was on that day that Nioroge
learnt that .~Jukawas the name given to a
new-corner.

From: ~l!ep ~ot!. chi~d by rllgugi"
2. Read through the passage again before answering the questions

below.
a) The colours 'white1 and 'green' are frequently mentioned

at the beginning nt the passage. Do these colours suggest
that f~joroge

i) liked the teacher
ii) loved the teacher
iii) admired the teacher?

b) Does the 5e~t2nce IThe teacher looked ugly w~ile she punished'
show that Njoroge

1) disliked the teacher
il) feared the teacher?

iii) admired the teacher?

c) Old Njoroge's feelings for the teacher change? Yes I ~o.
Give a reason for your answer. Write.£!:!.!!eentence anIv.
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d) Who was puru.sue d7 , --------------
Why ~~s this person punished? Write one sentenC$ only.

//---)-,---
i'

e) Why wa. Njoroge so upset?
because -----------------

f) As a teacher, how would you have acted in this situation? Give
reasons for your answer. Do not write mare than three sentences.

__________________ - ~ ........ ,'lo.·~.-'-.-.......... _ ..I' __ -

-----------------------------------------.---------------
--------. "-------------~---------------------------------------------

SECTION D. DICTATION.

--.--- --_-----_ ..- __ .._ , ~ --.- " ..
--_._--.,.,......_ ..._---_ ...-1>--_ ...._ ..._......

'-------~-----_",_,-------_ ..-..._ ._.... _ .....

l
i

-------------- ._--------_._' --

----_.jr.-.,..- ..
t

j
,------------------------------



SECTION E. CLOZE.
Read the following passage and fill in the blanks w.ith the words
from the b ott om of the page. PIe as e note that in the lis t at
the b o t t;oi of the page there are more words than there are blanks.
This means that some of the words in the list ate incorrect.
Choose ~hose words which you think are the correct ones.

R.e,:laiming 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 a
great deal of hard work. Where sand is
drifting) c'oarsc, quick ..growing grass has
to be planted in trenches. As seedlings
and small trees can el'1silybe buried by
drifting sand or destroyed by sand
storms, hard work is often wasted. A
large proportion of plants do not survive,
for sand dunes drif't</cvenin light winds.

An oil company in Libya has dis-
covered a _to prevent sand drifting
over new plants. This _ help us to
reclaim desert land all over":':':_ world.
The experimenters found that _was
possible to spraysand with a fine layer_
petroleum emulsion, which was pre ..
pared from oil. ~ kept the sand firm
and still even in gales of over IOO kilom-
etres_hour.

Trees also help to increase the general
moisture ;vel_the air. Water is drawn
up from me ._ .. by the roots of the
trees. It . 'avels through the tree trunks
and evap orates ...the leaves into
the air. In twenty-four. hours, a _:_:_ ..
eocalyptus tree can draw up more than
70 litres of _, A forest moistens the
air so 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
. .e ",.~, system that trees provide.
When goats ate_the grass as well) the
desert took _ the land. But the Arabs
have a 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,

FROM: Modern Africa by Barry Williams.

_!iord lis t:-
an deere aae s th rough some if at

onto -it a way these groun d

wate l' manne r in should over of
and this times small large ci r cu l ati on

all may be Ln c re as s the be cause

161



Dictation from * - *
~ Elephants live together in family groups. Several

families consisting of mothers and their
offspring - sometimes as many as a hundred
nnimlllR - keep tCBethcr in It herd IlMd move
from one area to another, searching for food
and fresh water. The leader of the herd is always
the oldest and largest female. She is called the
matriarch,

Adult bull elephants do not travel with the
herd. ',"hey either travel alone or form a group
with ether adult bulls.

The herd travels and eats during the ';;001
night and early-morning hours and then rests in
the shade during the day. The matriarch always
stands guard while the others doze.

Elephants are peaceful animals, but if the
matriarch senses danger she will roll down her
trunk, throw out her ears - 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. *'

The cow elephants are completely responsible
for raising and protecting he young. The males
associate with the cows and calves only at
breeding time.

You can tell which calf belongs to which
mother in a group of elephants by the way the
calf moves up dose to the mother and touches
her trunk or tastes what she is eating. Some-
times the mother will discipline her calf with a
whack of her trunk. When a calf is alarmed it
will always run under its mother's belly to its
securiry position between her front legs.

An elephant's teeth tell us how old it is.
Twenty-!ou.r ~olar teeth grow during an
~lephan~ s lifetime, but only one Qt. two pairs -
In both Its upper and lower jaws ..,/)e in place at
anyone time. New teeth are {(limed behind
these, and move forward to repiace the older
teeth as they fall out. Each tooth is enormous
about 3.6 kg and 30 em long, After th~
elephant's last set of teeth wear down and fall
out, the elephant dies, because it can no longer
chew its food. •

Frorn African Elephant. Judy Ross, Zoo Book 4, pp, 3-
4, Ginn & Co. Ltd. 1981.
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ELTIC FARM SCHOOL PILOT PROGRAMME

READING SKILLS COURSE
TEST 2

SECTION 1 PREVIEWING AND PREDICTING
1. Look carefully at the heading and drawings below. That is,

look carefully at the clues below.

G.C. Thomley

2. In the space below write brief notes about the clues.
Try to group your ideas.

--------------------------------------------------------,~---.----
3. Relate all the ideas you have g~ined from the clues and

Eredict what you think the text will be about.

-----------------------------.-----------------------------------------
4. Read through the text on 30.2 without sto~ping for any

difficulties. In other words read the text to get the
general idea.

163 I 2



5. Check your prediction. Write down your additions and
alterations below.

6. Re-read the text. This time read more carefully
(10)

SECTION 2 FUNCTION AND GENERAL UNDERSTANDING
1. What i~ the function of the text?
2. Say whether the statements below are true or f21se. Circle

the T or F next to the statement.
a) fhe main source of animal oil is fish. T I F

T I Fb) Veget.able oi 1 was known only in the o\,' -~ays.
c) The three main uses of mineral oil arei

illuminationt l~brication and cooking. T I F

d) Mineral oil became very important when the
internal combustion engine was invented. T I F

e) Scientists ~hink that oil was formed from sea
~ater by processes of chemistrY, pressure and
temperature. T I F

f) The driller is unlucky when the drill goes
near the oil but does not strike it. T I F

g) When crude oil is heated. petrol rises from
it first because it has a low boiling point. T I F

h) The four main areas of the world where oil
deposits are found all produce oil at full
capacity. T I F

(9)

I 3 •••
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SECTION 3 VOCABULARY

1. Match the words given in list A with the meanings given
in list B. List B has extr~ items.

Lis t A

a) stripped off (1..10)

b) lubricated (1..57)

c) minute (1..83)

d) originated (1..93)

e) confirmed (1..93)

f) vaporises ('l137)

List B

1) separated by R thin
film of oil

2) . ' the futurel.n

3} to turn a liq uid into gas

4) to remove a cove ring

5) very small

6) have one's beginning

7)- prove that sO~hething is
ri ght

(6)

2. Find the word in the passage that has a similar meaning
fa each of the following. The paragraph in which you will
find the word has been given beside the meaning.

a) sick people (p.1)

b) to provide light (p.3)

c) exploring an area for a mineral such as oil (p.?)

( 3)
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13. Use word formation and/or contextual clues to work out
the meanings of the words below. Say in each case what
technique you used £E which words helped you to find the
meaning.

a) consumption (Z13)

b) antiquity (Z22-23)

c) ma r in e (Z [) [) )

d) indicate cii n»

( 8)

4. 'And where there is shale there is likely to be oil'
nZl0B-109) •

Describe 'shale' and say to whic~ class of rocks it
belongs.

( 3)
( 20)

SECTION 4 CORE SENTENCES

In the sentences b.low:
a) circle the finite verbs
b) bracket the dependent or subordinate clauses
c) underline the main r.!ause 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 presr.nt oil fields are exhausted, it is
pos~ible that t~e North Pole may become the scene of
oil exploratjon and production.

(6)
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SECTION 5 REFERENCE AND LINK WORDS

1. Say to which words the following reference words refer.
They have been underlined in the text.

These aBO) they (1.54)

he (7,31) They (t'19)

This (t35) it ( t90)

we ('[,3£1) them ( t95)

( 8)

2. Tick the function for each of the link words given below.
They have been circled in the text.

L' k d
FUNCTION

l.n wor Addition Contrast Causal Time

for (1.24) -
_. ~,

But (t29)

Becau~e (t51).
however (1,6'1) -
When (1..72)

For (tB9) -
If (1,121 )

Last of all
('[,139)

Another ( 1-147 ,

Yet ('[,155) I -
(10)
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SECTION 6 TOPIC SENTENCES AND MAIN IDEAS------~~~~~--~------~~~
1. Find the topic sentence in each of the following

paragraphs:

a) paragraph 2:

b) Paragt'aph 4:

c) Paragraph 6:

(4)

2. Work out the main idea in each of the following paragraphs:

a) Paragraph 3:

b) Paragraph 5:

(12)
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1 There are three main groups of oils! 3
animal, vegetable and mineral. Great
quantities of animal oil come from whales,
those enormous creatures of the sea which
are the largest remaining animals if. the 5
world. To protect the whale from the'
cold of the Arctic seas, nature has pro-'
vided it with a thick covering offat called
blubber. When the whale is killed, the
blubber is stripped oft' and boiled down, 10
either on board ship or on shore. It pro.
el' ,os a great quantity of on which can
be made into food for human consump-
tion. A few other creatures yield .oil,
but none so much as the whale. The IS'
livers of the cod and the halibut, two kinds
of fish, yield nourishing oi1. Both cod
liver oil and halibut liver"oil are given to
sick children and other invalids who need
certain vitamins. These oils may be 2,0
bought at :onychemist's.

Vegetable oil has been known from anti.
quity. No household can get on without
it, for ;t is used in cooking. Perfumes may
be mad\:' from the oils of certain flowers. 25
SoapsMemade from vegetahle and animal
oils.

2

G.C.Thomley

To the ordinary man, one kind of oil
may be as important as another. But
when the politician or the engineer refers 30
to oil, he almost always means mineral
oil, the oil that drives tanks, aeroplanee
and warships, motor-cars and diesel
locomotives; the oil that it used to lubri-
cate all kinds of machinery. This is the :as
oil that has changed the life of the com-
man man. When it is refined into petrol
it is used to drive the internal combustion
engine. To it we owe the existence of
the motor-car, which ha.s replaced the 40
private carrilllge drawn by the horse.
To it we owe the possibility of flying.
I t has changed the methods of warfare on
land and sea. This kind of oil comes out
of the earth. Because it burns well, it is J.t.5
used as fuel and in some ways it is superior
to coal in this respect. Man}' big ships
now bum oil instead of coal. Because it
burns brightly, it is used for illumination;
countless homes are still illuminated with 50
oil-burning lamps. Because it is very
slippery, it is used for lubrication. Two
metal surfaces rubbing together cause fric..
tion and heat; but if they are separated
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by a thin film of oil, the friction and heat 55
arc reduced. No machine would work
for long if it were not properly lubricated.
The oil used for thi~ purpose must be of
the correct thickness; if it is too thin it
will not give sufficient lubrication, and if (,0
it is too thick it will not reach all parts
that must be lubricated.

The existence of oil wells has been
k.."'lov.rnfor a long time. Some of the
Indians of North America used to collect ('$
and sell the oil from the wells of Pennsyl-
vania. 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 '0
wells and to the making of enormous
profits, When the internal combustion
engine was invented, oil became of world-
wide importance.

What was the origin of the oil which '1~
now drives our motor-cars and air-
craft? Scientists are confident about the
formation of coal, but they do not seem
so sure when asked about oil. They think
that the oil under the surface of the earth '0
originated in the distant past, and was
formed from living things in. the sea.
Countless billions of minute sea creatures
and plants lived and sank to the sea bed.
They were covered with huge deposits B!
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 that they should be im- qo
prisoned between iayers of rock for an
enormous length of time. The statement
that oil originated in the sea is confirmed
by a glance at a map showing t!te /chief
oilfield! of the world; very few of tuem are ~5'
far distant from the oceans of today. In
some places ga.'1and 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, rocks 100

which were laid down hy the action of
water on the bed of the ocean. Almost
always the remains of shells, and other
proofs of sea life, are found close to the
oil. A very common sedimentary rock is '05
called shale, which is a soft rock and was
obviously formed by being deposited on
the sea bed. And where there is shale
there is likely to be oil.

Geolcgists, scientists' who study rocks, IJ 0
indicate the likely places to the oil drillers.
In some cases oil comes out of the ground
without any drilling at all and has been
used for hundreds of years.

6
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'1 There is a lot of luck in drilling for oil. II$"
The drill may just miss the oil although it
is near; on the other hand, it may strike
oil at a fairly high level. When the driB
goes down, it brings up soil. The sam"
ples of soil from various depths arc ex- /2.0
amlned for traces of oil. If they are dis-
appointed at one place, the drillers go to
another, Great sums of money have been
spent, for example in the deserts of Egypt,
in • prospecting' for oil. Sometimes little 11.6"
is found. When we buy a few gallons of
petrol for our cars, we pay not "nly the
cost of the petrol, but also part of ie cost
of the search that is always going on.

When the crude oil is obtained from the I~0
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 vapour! to rise are cooled and
become the finest petrol. Petrol has a low 136
boiling point; if a little is poue ed into the
hand, it soon vaporizes. Gas that comes
off the oil later is condensed into paraffin.
Last of all the lubricati"lg oils of various
grades are produced. What remains is 140
heavy oil that is used as'fuel,

There are four main areas of the world
where deposits of oil appear. The first
is that of the Middle East, and includes
the regions ne<u the Caspian Sea, the 1/;-5
Black Sea, the Red Sea and the Persian
GuU: Another is the area between North
and South America, and the third, bet-
ween Asia and Australia, includes the
island. ofSum,'ltra, Borneo and Java. t~c

The fourth area is the part near the
North Pole. When all the present oil.
fields are exhausted, it is possible that this
cold region may become the scene of oil
activity. Yet the' difficulties will be great, 1$5
and the ":05'1 may be so high that no com- '
pany will undertake the work. If progress
in using atomic power to drive machines
is fast enough, it is possible that oil-driven
engines may give place to the new kind of 1,,0
engine. In that case the demand for oil
will fall, the oilfields will gradually dis-
appear, and the d.eposits at the North
Pole may rest where they are for ever.

q
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