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I 

BILI-NGUAL EDUCATION AND SEGRf;:GAl'ION 
.IN SOUTH AFRICA: WITH SPEC·I·AL 
REFERENCE TO BLACK EDUCATION 

By 

Qedusizi Buthelezi 

Introduction 

The concept of bilingual education in South Africa is a 
mysterious one because bilingual education is deeply entrenched 
in the apartheid policy. In this paper an attempt will be made 
to present bilingual education as it is in South Africa against 
the universally acknowledged bilingual typologies. 

South Africa is a highly industrialised country that lies 
at the southern tip of Africa and is bounded by both the Indian 
and Atlantic Oceans. Covering an area of 472,359 square miles, 
the population figures stood at the following as of 1979 (South­
ern Africa Magazine, Janaury 1980): 

Whites 
Coloureds 
Asians 
Blacks 
TOTAL 

4, 557,000 
2, 549,000 

8Z.O,OOO 
Z.9' 6l.7' 000 
27,880,000 

A quick glance at the foregoing figures will reveal that much as 
the White Nationalist government is in power, Blacks are in the 
majority. 

South Africa has been termed a multiracial and multilingual 
country. The linguistic situation among the White population 
can be broken down into the following (Angogo, 1978): 

AfriT<.aan.s ~~ 
English 37% 
Other Z.O% 

"Other" refers to immigrants of recent origin who speak mainly 
German, Italian, Greek, and Portuguese. 

An estimated 90% of the Coloureds speak Afrikaans, depend­
ing an the predominant language used where they live. Eighty 
percent (80%) of the Indian camnunity speak English, although a 
few still speak their native languages, such as Hindu, Urdu, 
Gujerati, and Tamil. There is a small Chinese community, about 
which very little is known. Since most of them have been granted 
"Honorary White" status and live among the White coi!DIIunities it 
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can be assumed that they speak either English or Afrikaans, de­
pending on the areas in which they live, as is the case with 
Coloureds and Indians. 

Blacks speak Bantu languages (here 
sense) of the South- Eastern Bantu zone. 
languages spoken with the percentage of 
(Quotso, 1975): 

Zu l u 34% 
Xhosa l9% 
Tswana U% 
Sotho l5% 
Pedi 7% 
Tsonga 4% 
venda a 
Other 3% 

used in a linguistic 
The following are the 

speakers for each 

"other" refers to a small community of SWazi· speakers that is 
originally from swaziland, and some migrant workers who come 
fran neighbouring countries such as Lesotho , Botswana, Malawi, 
Mozambique, and Zambia. These migrant workers speak mostly 
"Fanagalo," a lingua franca based on English, Afrikaans, and 
some Bantu languages used to facilitate communication between 
the workers and the supervisors. Some linguists claim that 
there is a "language" called Tsotsi-taal spoken in South Africa. 
Tsotsi-taal is nothing else but a jargon used mostly by the 
Black underworld in large cities such as Johannesburg for group 
cohesion and to "fence out" the authorities who almost invariably 
speak Afrikaans. 

The basic tenet of apartheid as expounded by the government 
is the "preservation of cultural heritage" along separate lines . 
The Group Areas Act has been a major vehicle in making this a 
reality with some groups. For example, all four racial groups 
live in distinct, segregated areas . Whites further group them­
selves into separate English and Afrikaans-speaking neighbour­
hoods. In Johannesburg, for example, the English tend to live 
in the affluent northern suburbs, while the Afrikaners tend to 
prefer the southern suburbs. 

Looking at the number of languages spoken by Blacks, one 
would assume that there would be cultural diversity paralleling 
linguistic diversity. But the Group Areas Act specifically pro­
hibits the coexistence of racial groups and lumps Black together 
in their own townships. This fact, and the advent of the Black 
Consciousness Movement, have served to further strengthen the 
bonds among Black people. Black people share a common culture 
that transcends all linguistic boundaries. They resent being 
divided ethnically into Zulu, Sotho, Xhosa, etc., because they 
believe that the government is using this tool to divide them 
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as a marked society. Proof of this can be seen when parents 
insist on sending their children to schools in the neighbour­
hood, irrespective of whether the school has been classified 
Zulu or Sotho. Moreover, Blacks intermarry among the linquistic 
groups. If there are any cultu.ral differences, they are as 
subtle as allophones and allanorphs are to a native speaker of 
a language . 

Because of a number of factors deeply rooted in the apart­
heid policy, bilingualism carries two shades of meaning in South 
Africa: a) "National" or official bilingualism means being able 
to function in both languages. Malherbe feels that there are 
differing levels "which are functional in terms of the South 
African situation" (Malherbe, 1977). In SUIIIQiacy these are: 

(i) "being" able to understand an ordinary conversation 
or speech in the second language, both in its ~tten 
and in its spoken form; e.g. , r.ri.th uxziters, shopkeepers, 
etc. ; 

(ii) ability to speak the second language intelligibly 
and r.ri.th a fair amount of fluency; 

(iii) ability to ~te the second language coJTectly in 
a position of clsrk, secretary, or in the civil service; 

(ivJ the minimum requirements of the bilingual teacher 
--"coJTectness on paper . • . and coJTectness of speech 
in ~JJhich both accent and idiom are such that the teacher 
can serve as a fit model for children to imitate." 

(Note that nowhere else are bilingualism and biculturalism ever 
mentioned. ) 

b) Bilingualism in the ideological sense applies specifically 
to Blacks whose native languages are neither English nor Afri­
kaans. This means being able to function in both the mother 
tongue and in either English or Afrikaans specifically to earn 
a living. In other words, Blacks need the official languages 
to be able to function adequately in the job situation. This 
aspect of bilingualism is not taken into account when census 
results are processed. For example, according to the 1970 cen­
sus, only 20.3\ of the Blacks were "bilingual." This does not 
take into consideration the fact that the average Black person 
in large cities like Johannesburg and Durban speaks at least one 
other Bantu language. Thus a good number of Blacks are bilingual. 

Historical Perspective of Bilingual Education in South A~oa 

There is no bilingual education act per se in South Africa. 
Legal declarations on this can be gleaned from clauses in a 
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few acts. 

Before the passage of the Bantu Education Act in 1953 the 
medium of instruction was the choice of each province . On the 
whole, all Blacks received their education through the medium 
of English and apparently no harm--linguistically, cultural ly, 
or psychologically--was done (Lanham, 1963) . When the National­
ist party took over in 1948 it appointed the Eiselen Commission 
to look into the educational situation of Blacks. The Bantu 
Education Act was based largely on the recommendations of the 
Eisenlen Commission. 

In a statement, which has since become a classic quote in 
South Africa, the then Minister of Native Affairs (and later 
Prime Minister) Dr. H. F. Verwoerd made this remark while intro­
ducing the bill in the Senate: 

It is the policy of my Department that Bantu 
education should have its roots entirely in 
the Native areas and in the Native environment 
and in the Native eorrut~Wtity. There Bantu 
education must be able to give itself complete 
e:cpression, and there it IJ>iZZ have to perform 
ita real serviee. The Bantu must be guided 
to serve hie o~m eOTTrTnmity in aU respects. 
There is no pl.ace for him in the Bu.ropean com­
munity above the level of certain forma of 
labour. ffithin his eorrmunity, however, aU 
doors are open. For that reason it is of no 
avail for him to reeeive a training that has 
as its aim absorption into the European eom­
munity, ~hile he cannot and IJ>ill not be 
absorbed there. Up tiZZ no~ he has been sub­
jected to a school system ~hich dr~ him COJXZY 
from his 0111n eOIIrlfW'lity and practically misled 
hira by sho!J>ing him the green pastures of the 
European but still did not au~ him to graze 
there. This attitude is not only uneeonomic 
because money is spent on education ~hieh has 
no specific aim but it is even dishonest to 
continue IJ>ith it. The effect on the Bantu 
eorrut~Wtity ~e find in the mueh discussed 
frustration of educated Natives ~ho can find 
no employment ~hich is aceeptable to them 
(Malherbe, 1977). 

Bilingual education, then , was rooted on such a segreation­
ist and discriminatory ideology. From then onwards the govern­
ment took over from provincial administration and education was 
to be administered in terms of this act. 
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African languages would be used as the media of instruction 
from Grade A to standard VI (8 years of schooling) , with English 
and Afrikaans as subjects. It was only from junior high school 
onward that either English or Afrikaans could be used as the 
medium of instruction on a 50:50 basis. 

It will be noted that during this period Mackey's Type SIT 
(single-medium irredental transfer) was used to enable the child 
to switch over to English or Afrikaans (usually English) at high 
school level. This model is also in keeping with Fishman's 
typology of language maintenance (Fishman, 1972), although it 
should be remembered that this model does not take societal per­
spectives into account as it was imposed on Blacks in terms of 
Dr. Verwoerd's speech mentioned earlier. 

There is such vagueness on the role of culture in Bantu 
Education that one member of Parliament was forced to make the 
following statement to the Assembly when the act was in the 
making: 

'l!M Education Departments themsel-ves have not 
hel.ped to dissipate this uncertainty as to the 
val.ue of Bantu cul.ture. It is true that they 
have, in the face of the most open opposition 
of Bantu parents. insisted on the 1'etention of 
Bantu handiorafto in tho oohcot oyl-Zabi. Ncl)cr­
thel.ess, 1'efe1'ence to the syl.~i of the primary 
school. shou>s that the devet.opment of Bantu cul.­
ture as a whol.e is not hel.d up as an id£al.. . . 
The same vagueness about Bantu cul.ture is to be 
noted in the aims of Bantu education 
(Rose and Tunmer, 1975) . 

Indeed, Black parents strongly resented the idea of teach­
ing subjects like arts, crafts, sewing , and carpentry, as they 
regarded this as part of the government campaign to educate the 
Black person to suit "certain forms of labour." This, however, 
did not deter the innovators of Bantu Education fran their aims. 
Up to the present day, such subjects are still taught under the 
guise of preserving "cultural heritage . " 

Another vagueness in the concept of culture in the cu.rricu­
lum is evidenced in the type of content taught in social studies. 
History is supposed to be a cultural subject, but the kind of 
history taught in Black schools is unpalatable. Certain racial 
stereotypes are perpetuated in the history textbooks, e.g., that 
Blacks were thieves, savages, and heathens before the White man 
came to "save" them from all the savagery. 

In terms of the Bantu Education Act"religious instruction 
had to take such a prominent role that it would occupy most of 
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the time in the curriculum after subjects like languages and 
arithmetic. Although a non-examination subject , ~he government 
made it a point that students receive Bibles free, although 
parents had to pay for everything else. This would be in keeping 
with the "Christian character" of education in South Africa. 
(Note that all children·were expected to subscribe to the Chris­
tian faith, irrespective of the religious background of the 
home . ) 

The National Education Policy Act of 1967 has been mis­
named, because the act applies only to White education. Malherbe 
feels it ought.·to have been named "The White Persons ' Education 
Act" (Malherbe, 1977). When asked in the 1967 parliamentary 
debate what the term "national" referred to, the then Minister 
of White Education Senator de Klerk said that it applied to all 
citizens of South Africa. When asked further to define "citizen" 
the Minister replied, "When I use a word, it means just what I 
choose it to mean--neither more nor less. • • • The question is 
who is to be master--that's all" (Malherbe, 1977). 

The basic tenet of this act is that education in SOuth 
Africa must preserve the "national and Christian character of 
the country. " Attempts at defining "national" have failed. 
"Christian" is also vague1y defined except that religious in­
struction as a compulsory, non-examination subject will be 
taught in keeping with the "broad Christian character" of the 
count.ry. Under this act, however, "the religious convictions 
of the parents and the pupils shall be respected in regard to 
religious instruction and religious ceremonies" (Malherbe, 1977) . 

Prior to the passage of the National Education Policy Act 
in 1967 White children either went to monolingual (either English 
or Afrikaans) or bilingual schools . Much depended on the area 
in which the parents lived. For example, in Natal, which is a 
predominantly English-speaking province, parents preferred send­
ing their children to bilingual schools where they could receive 
their instruction in both English and Afrikaans. Four models 
were followed in these schools: 

(i) The concurrent approach--English and Afrikaans alternately 
in the same lesson. 

(ii) The preview-review approach--lessons in English on one day 
and in Afrikaans on another. 

(iii) The partial approach--some subjects in English and others 
in Afrikaans. 

(iv) The compensatory approach--monolingual teacher gives all 
the lessons in the native language with only one lesson con­
ducted through the medium of the second language. 
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The National Education Policy Act took a different turn . 
Not only was bilingual education "abolished" but children had 
to be physically removed fran biUngual schools to monolingual 
schools. Up to and including Standard VIII (junior high school) 
the medium of instruction had to be in the mother tongue . If 
parents wanted. their children to go to a bilingual school the 
students could only do so at the beginning of high school. 

says: 
Commenting on the futility of this condition , Malherbe 

That there would be any change of medium at this 
stage was obviously most unlikely, because it 
would involve also a change of school . . . • 
Of paramount importance was that the children 
had to be in separate schools. The mother-tongue 
medium principle was the means to the end: Divide 
and Rule. The attainment of POWER became the 
dominating motive (Malherbe, 1977) . 

It should be noted here that there is a long history of 
linguistic animosity between the English and the Afrikaners. 
According to a survey conducted by the National Bureau of 
Educational and Social Research in 1938: 

There was a time when in English-medium schools 
Afrikaans was refe1'7'ed to as a "Kitchen lnngu­
age" .... Then again in Afrikaans schools, 
where English as a second language was rego.l'ded 
aa "the language of the conqueror, " one found 
a hypersensitiveness which acted as a psycho­
logical block against the learning of English 
. . . . When during this survey a teacher was 
asked to give an English lesson in a rural 
school situated in a dominantly Afrikaans­
speaking COI'I'rTTWtity, he began by saying in 
Afrikaans: "Come children, let us now again 
wrestle for an hour with the enemy's language" 
(Malherbe, 1977). 

The Education and Training Act of 1979 came as a result of 
massive student agitation in the aftermath of the 1976 Soweto 
unrest. In 1976 the minister of Bantu Education decreed that 
not only was English going to be the medium of instruction fran 
junior high school onward, but so would Afrikaans be . Because 
of a number of pedagogical reasons (few Black teachers are 
trained in Afrikaans, both as a subject and as a medium of 
instruction) and the long history of oppression associated with 
Afrikaans, Black students boycotted classes and staged a protest 
march against the imposition of the language . It is history 
that thousands of students and ordinary working- class Blacks 
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were killed. In the ·wave of security trials that swept the 
country it became clear that Bantu Education had to be over­
hauled~ 

This act carr1es with it a few· amendments. Whereas second 
language medium of instruction was introduced after eight years 
of schooling in the mother· tongue, according to this act the 
mother tongue shall be· used as a medium of instruction up to 
and including Standard Ili: {4 years of schooling) . "Thereafter 
pupils are to be instructed in an official language of the 
parents' choice" {Gordon,. 1979). However, Black parents are 
still dissatisfied: 

Most Afriaan parents apparently !Pish their 
ahiZdren to be instruated in EngZish. WhiZe 
weZaoming the Zowering of the standard when 
instruction in an offiaiaZ Zanguage wouZd 
aommenae, various eduaationists argued against 
stipuZating a time before wniah suah instrua­
tion aouZd not begin {Gordon, 1979). 

No mention or amendments are made to this act regarding 
the cultural component of bilingualism. lt can be assumed that 
the same subjects such as arts and crafts, history and music 
{which is always Western--Handel and Bach, among others) are 
still taught to "preserve the cultural heritage of the Bantu. " 

The goals of bilingual education in Black schools will be 
evaluated against the background of the following schools of 
thought, viz. ·, 

a) Uribe's notion of the relationship between bilingual 
education and desegregation . 

b) Paulston's rationales for bilingual education programs. 

c) Bull's view of the use of vernacular languages in pri­
mary education. 

c) Fishman's conception of societal perspectives on bilin­
gual education. 

According to Uribe there is nothing· inherently wrong with 
bilingual education and desegregation. Both address themselves 
to the issue of providing equal educational opportunities to 
marked populations. In the U.S. it is usually the minorities, 
such as Blac.ks, Chicanos, and others who are affected by this 
proclamation in terms of Title VI of the Civil Rights Act. 

In the South African situation bilingual education certainly 
does provide eqUal educational opportunities to Whites, but not 
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to Blacks. Except for official purposes, Whites are under no 
obligation to receive .bilinqual education because both English 
and Afrikaans are official lanquages, i.e., both are unmarked 
lanquaqes in the Fishman sense . When White children go to bi­
l inqual schools it is more for linquistic and cultural enrichment 
than for pedagoqical reasons. 

With Blacks the situation is different. As a marked people, 
Blacks have to be bilinqual in either of the official lanquages. 
The overall aim is not so much to provide equal educational op­
portunities as it is to be able to function in a superordinate 
society. By prolonging the use of the vernacular as a medium 
of instruction, it can be seen that the idea is not so much lan­
quage maintenance, because Blacks have always had a firm linquis­
tic stronghold. 

For a number of reasons, the dropout rate is very high 
among Black students, especially at the primary school level . 
A report on the effects of apartheid on education has this to 
say: 

The probZ.em of the choice of the medium of 
inatruotion, at the prima:z.y Z.evel, does not 
of course e:cist onZ.y in South Ajriaa. It 
is a IIXJrldz.nde problem. It should, hot.>ever, 
be underlined that it presents itself in 
completeZ.y different te~s outside South 
Ajriaa. because it is vieuJed f1'0m the angZ.e 
of a discriminatory poZ.ioy. In South Ajriaa, 
however, the policy of apartheid has had 
recourse to the choice of the mother tongue 
as the main medium of inatruction at the 
p~ l61)el (beyond which, it has been 
shown, the vast majority of Ajrioan children 
to not pursue their studies) in order to 
reinforce the linguistic, social and cultural 
isolation of the African population within 
the country as well as from the world at 
Large (UNESCO, 1972). 

Not only is education segregated, but it is also unequal . 
This is borne out in the state per capita expenditure an educa­
tion , the overcrowded schools, poor school facilities , poor 
teacher training facilities, and the inferior quality of educa­
tion. 

In her article on rationales for bilinqual education re­
forms, Paulston refers to an article by R. G. Paulston in which 
he cites two paradigms that can be used as approaches to bilin­
qual education: the structural-functional approach and the 
conflict approach. The basic tenet of the structural-functional 
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approach is to maintain equilibrium in society. Where there are 
marked and unmarked populations speaking marked and unmarked 
languages respectively the ideu is to provide equal. educationu 
opportunities to maintain "harmonious integration . " This equi­
librium is maintained by means of two aspects--the instrumental. 
and the expressive. The former means providing sal.able skills, 
English proficiency in most cases; while the latter means facil­
itating assimilation into the dominant, mainstream culture. In 
sum, the long-term goal.s are either economic incorporation or 
cultural assimilation into the larger society by equalizing op­
portunities. 

The conflict approach, on the other hand, is based on 
"equity but not equal.ity." Having accepted that there can be no 
equal educational opportunities between marked and unmarked 
societies, the question is cui bono? ("Who stands to gain?") 
If the unmarked population wields economic and political power, 
the marked population accepts that but decides to fight for 
equity--justice and fairness . It strives for an even distribu­
tion of econanic power. Moreover, the policy of providing equal. 
educationu opportunities does not take into account the dropout 
rates, disparity in teach.ers ' pay, and disparity in govemment 
per capita expenditure on education. 

Clearly, the goals of bilingual education, according to 
Black-White perspectives, are in conflict with the government's 
approach. The government's approach is neither structural­
functionalist in approach nor does it adopt the conflict approach. 
There are no equal educational. opportunities . Allowing people 
to receive their education through the medium of their mother 
tongue, to have separate schools here and there (at the whims of 
the government) , and fail to provide decent learning and teach­
ing facilities can hardly be called providing equal educational 
opportunities. 

The goal of bilingual education fran the government ' s point 
of view is not economic incorporation either, not when the educa­
tion is so designed that Blacks perform "only certain forms of 
labour." CUltural pluralism is not a point either because the 
slogan "cultural heritage" is disseminated to perpetuate cultural 
separation. 

Viewed fran the Black perspective it would seem that their 
approach is based on the conflict theory. Because there are no 
equal educational opportunities Blacks want equity because de­
mands for equal educational opportunities seem to have failed . 
Because the White man is in power, Blacks want the kind of educa­
tion that will provide them with upward mobility. Hence, the 
Black ' s rejection of both the Bantu Education and the Education 
and Training Acts. It is evident that they want transitional 
bilingualism to "salvage the child," not to "salvage the 
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language" (Spolsky, 1972). 

In a scathing attack on the UNESCO declaration on the use 
of vernacular languages i n education, Bull' s major thrust of 
argument is that "it is not axiomatic that the mother tongue is 
the best medium of instruction in education." Bull feels that 
where there is a multiplicity of languages; e.g., among the 
Native ~ricans, it might be difficult to standardize all of 
them, for econcmic reasons in particular . He addresses himself 
to the question of language maintenance versus political danina­
tion. He feels that what is good for the individual child may 
not be in the ultimate interests of the society at large . He 
therefore feels that where a marked people speaking a marked 
language are also daninated politically, it might be to their 
best interests to canpranise so that they may join the mainstream 
as soon as possible (transitional approach). Clearly this ap­
proach would not be acceptable to the marked communities of the 
U. S. In South Africa, however, bilingual education is used under 
the guise of language maintenance; i.e., the vernacular languages 
only . l 

We have hinted at the unequal educational opportunities 
that exist in the education of Blacks . Whereas South Africa 
has a very hi9h GNP of 582.2, second only to Libya in the whole 
of Africa, the per capita expenditure du.ring the 1977-1978 school 
year was R54 . 08 (±oS$80) canpared to R551 (±oS$850) for Black 
and White children respectively (Survey, 1979) . In a study 
conducted by Joubert (1976) on the econcmic contribution of 
education to econcmic growth , he found that formal education in 
South Africa contributed 14.5\ to the growth rate of the GNP 
between 1960 and 1970, while the average private yield on educa­
tional investment fluctuated between 10\ and 15\. Yet Black 
labour is a force to reckon with. Consider a statement made by 
a member of the Federasie van Afrilcaanse KUltuurverenigenge 
(The Federation of Afrikaner CUltural Societi es) , in 1937: 

If every Ka.ffir in South Africa spoke Afrikaans, 
the economic power of Afrikaans IJJO'Uld be so 
strong that we shouU no longer need an F.A.K. 
to !<latch over our cultural interests. The Native 
r.>ill in future be a much bigger factor in the 

1There is a nebulous view about cultural maintenance to secure 
political danination. We have quoted Dr. Verwoerd' s indelible 
speech against the aspirations of the Black community itself. 
It need also be mentioned that the native languages and the 
official languages, English in this case, tend to be diglossic. 
Because of political factors it would seem that according to 
Ferguson's definition the native languages are seen as a Low 
with English (the main medium of instruction) as a High. 
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development of' our cOWitcy than it is the case 
at present, and we must shape that fat;tor ao 
that it serves our purpose, as8u:t'es · our viciocy 
and perPetuates our "Language, our cuZture and 
our voZk (the peopZe) (Malherbe, 1977). 

Although this statement was made in 1937, and despite all 
the token educational reforms that have been effected, the state­
ment still stands true. Bilingual education is still seen as a 
means of imposing language maintenance and separation for the 
sake of economic and political domination. 

It has been shown that the educational opportunities pro­
vided are separate but unequal. One wonders whether bilingual 
education is not an extension of the apartheid policy. Apartheid 
is not mere segregation, as the usual definition is given . It 
is a way of life that transcends even colour. For one thing, 
all South Africans--Black and White--are caught within the ten­
tacles of apartheid. Apartheid determines where the individual 
is born, grows up, goes to school , works, who he marries , how 
the children will be classified, who they will marry, where the 
individual dies, and finally, where he is buried. 

According to the South African government the overall goals 
for bilingual education for Blacks can be seen as a means of 
providing cheap labour to maintain the status quo. It has been 
demonstrated that because education is neither free nor compul­
sory for Blacks, the dropout rate is highest at primary school 
level (UNESCO, 1972). Even with the amendments to the Education 
and Training Act of 1979, a child who drops out at the end of 
primary school does so after four years of schooling without 
English/Afrikaans as a medium of i nstruction. Coupled with the 
segregated conditions of living, such a child can hardly be 
termed bilingual. Being ill-equipped for the mainstream, he 
gets a job as an unskilled labourer (blue-collar worker). In 
South Africa, Black labour, whether skilled or unskilled, is an 
asset because there are no minimum wage laws. Even Black pro­
fessors earn far less than their White counterparts with the 
same academic and professional training and experience (see 
Malherbe on university training as an investment, 1977, pp. 
644-648) . 

Echoing Christina Paulston on the paucity of research on 
non-academic outcomes of bilingual education, such as dropout 
and suicide rates, Fishman emphasizes that ·goals and typologies 
of bilingual education are but academic treatises if we ao not 
take the societal perspectives into account. This applies par­
ticularly well in the South African case: The South African 
government has a different perspective from that of the Black 
community. As a result, it is difficult to evaluate the goals 
of bilingual education in South Africa because the two parties 
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share different perspectives. For example, the White perspective 
is lanquaqe maintenance for political and economic domination; 
the Black perspective is transitional bilingualism for upward 
mobility and· economic incorporation. 

Because bilinqual education is deeply entrenched in the 
apartheid policy it is hard to draw the line among the models. 
With White education it would seem that Mackey' s DIT (dual­
medium irredental transfer) is the model being followed. English 
is the medium of instruction while Afrikaans is taught as a 
subject in the English schools. The same applies to Afrikaans 
schools where Afrikaans is the medium of instruction and English 
is taught as a subject only. It was mentioned earlier that when 
the Afrikaners took over the government they introduced this 
model to compensate for what they went through. It bas also 
been explained that White schools do not offer bilinqual educa­
tion per se because few parents want their children to change 
schools at senior high school level. To show the social dis­
tance between the two groups , each regards the second language 
as a "foreiqn lanquage" (Malherbe, 1977) . 

Being shrouded in political mystery, the situation is even 
grimmer among Blacks. It would seem that Blacks are demanding 
a lanquage shift program. Fishman describes this as a model, 
whereby the aim is developing competence in the second lanquage 
only, for a community determined to maintain its own lanquage 
in many or all social domains. So far this ie an ideal but not 
a reality. Clearly, Blacks want to maintain their lanquages 
as these are used at home, in church, and within the same cc:m­
munities. By the same token they would like to develop cc:mpe­
tence and extend the use of the second lanquage . Again, this 
is a diglossic situation, in Ferquson 1 s terms (Fishman and 
Lovas , 1972). 

If we follow Padilla 1 s typologies, fran the government 1 s 
point of view South Africa might be faced with either cultural 
separation or assimilation . The cultural separation model is 
rooted on political grounds. According to Padilla, some of the 
characteristics are that: 

the ethnic oommunity is oharged with the education 
of ite own ohildren. . . . Education shou~ be in 
the hands of culturally similar teachers • ... 
There is the belief that the CUZ'l'iculum shou~ be 
as high~y relevant to the culture of the student 
as possible. To ensu:zte this, the medium of in­
struotion should be weighted heavily on the side 
of the home language, rather than English. . • . 
The:zte is the belief that the students must be 
instilLed with and :zteinforoed for having pride 
in their cultural membership. This orientation 
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is more than just cultural maintenance. It is a 
philosophy that espouses a positior. that is the 
antithesis ofassimilation (Pandilla, 1976). 

Blacks certainly do build their own schools by way of paying 
taxes, levies, and bringing wood and· coal to make the fires at 
school. Especially in the rural areas, there are a number of 
the escualita type of schools built by Blacks for themselves. 
Blacks certainly are taught by ethnic teachers to promote "cul­
tural understanding." They a.re encouraged to have "cultural 
pride" (no matter how nebulous the term might be). 

While the government preaches preservation of "Bantu cul­
tural heritage" whe.n they least understand Black culture (it is 
not unusual for a minister of Bantu Education to terminate office 
without even having set his foot in any of the Black areas) , 
there is cause to believe that cultural assimilation might just 
be one of the subtle goals. 

In the Welsh Report dealing with the financing of "native 
education" in 1945, a member of the commission stated: 

We believe that the mother tongue must be the 
basis of native education and teaching but that 
the too official, national languages must be 
taught as subjects because they are official 
Zanguages, and to the native, the keys to the 
cu7,tura7, loans that are necessary to his own 
cultural, progress. On the grounds of the 
cultural infancy of the native. . . . 

Indeed, the "cultural loans" manifest themselves in strategies 
like making religious instruction a compulsory non-examination 
subject regardless of the parents' faith. The "cultural loans" 
also manifest themselves in the curriculum which abounds not 
only in cultural stereotypes but also strives to project White 
middle-class values as the ideal. 

Conclusion 

Bilingual education for Blacks in South Africa is faced with 
a grim future . A number of changes have to take place before it 
becomes a meaningful enterprise. 

Certainly, the South African government has to review its 
policy on education. The basic question here is "what is educa­
tion?" For as long as education is still regarded as a privilege 
but not a right, for as long as nebulous laws such as the National 
Education Policy Act are still in the statute books, Black people 
will remain dissatisfied. Education shou.ld not be viewed as a 
political tool, but as a means by which the individual acquires 
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total intellectual, physical, and emotional liberation. 

Language should not be used as a vehicle for political or 
economic dcmination. This does not just apply to Blacks only. 
Ma1herbe gloats that Afrikaans is "here to stay. " He mentions 
the deteriorating standards of English teaching in White schools. 
However, if South African Whites have a linguistic grudge to 
settle, Blacks should not be dragged in as scapegoats . Black 
parents should have a right to choose in what language their 
children will receive their education, when and where, what they 
will be taught, and by whom. 

The disparity in the funding of Black and White education 
has been shown. Per capita expenditure figures reflect the 
situation. School facilities are appalling. The schools are 
both overcrowded and ill-equipped. In 1979 the teacher-student 
ratio in Black schools was 1:49.2 at primary and high school 
levels (Gordon, 1979). Some Black communities build their own 
schools. Both government and community schools do not have 
facilities such as lighting and heating. That is why in some 
communities parents donate fuel in the winter. Teaching facil­
ities are worse. Bare science laboratories are the order of 
the day. In a large urban area like Soweto there is hardly one 
school that has a language laboratory. Government funding has 
to improve. 

In citing the success of Rough Rock, Paulston argues that 
good quality teachers are a sine qua non for a successful bi­
lingual program. In another study on bilingual education in 
Uganda it was found that success of the program rested on the 
teachers who had been effectively trained in language methodology. 

Teacher training facilities for Blacks are a pedagogical 
shame. The average teacher engaged in bilingual education at 
the primary school level has eleven years of schooling plus 
two years of teacher training. Being a non-native speaker of 
English who "picked it up" from another non-native model, the 
Black teacher struggles against odds not of his own making. In 
a phonetics course conducted by Lanham in 1963, he found that 
the Black primary school teacher has absolutely no training in 
linguistics. Not only were the teachers in the course appalled 
when they listened to their taped pronounciation, but they were 
shocked to learn (some with more than fifteen years of exper­
ience) that English bas more than the five basic vowels which 
are a characteristic feature of Bantu languages (Lanham, 1963). 
Although the high school teacher has a minimum of thirteen years 
of schooling plus two years of teacher training, he or she is 
another product of the same school of non-native models. So 
the vicious cycle goes. 

Kjolseth makes a salient point about the ethnicity of the 
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bilingual teacher. According to Kjolseth the teacher need not 
always be im ethnic member of the marked ccmnunity. He cites 
the example of an aide who confided in him how she "envied" the 
"more correct" Spanish of the master teacher who did not live 
in the barrio (Kjolseth, 1972). The problem"of some ethnic 
members sitting on the government-appointed boards and serving 
their own elitist interests has been mentioned. It would be 
hoped that in the future teacher training· would include ethno­
linguistic studies; as Hymes points out, this issue is important 
to bilingual classroom dynamics (Hymes, 1972) . 

Of equal importance is the student receiving bilingual 
education. The St. Lambert and CUlver City immersion programs 
demonstrate that apart from such variables ·as motivation, at­
titudes to second language learning, aptitude, and parental 
support, the socio-economic status of the children in a bilin­
gual program is of crucial importance. Success of these pro­
grams depended largely on the self-image held by these children 
fran middle-class socio-economic backgrounds . However, children 
fran working-class homes benefited from the Lambert immersion 
program (Derevensky and Petrushka, 1978) . Stern points to the 
emotional instability which characterises students in a bilin­
gual program. Such feelings of insecurity can largely be at­
tributed to the usual poverty background of most children fran 
marked societies. 

Both Paulston and Fishman feel very strongly about societal 
perspectives in a bilingual education program. In dealing with 
her typologies of voluntary assimilation, forced assimilation, 
forced segregation, and autonomy, Paulston stresses the point 
that certain types of bilingual education will find support in 
different types of societies, depending on the structural rela­
tionship between ethnic groups and dominant class members (cf. 
South African White superordinates versus Black subordinates) . 
Fishman, on the other hand, distinguishes between "ideal" and 
"real" bilingual programs. In other words, if a bilingual pro­
gram pursues conceived goals (ideal) without taking into account 
felt societal needs (real) it is bound to fail. He therefore 
calls for ethnolinguistic studies which should determine the 
societal needs (Fishman, 1972). So does Hymes, who calls for 
ethnographic studies which would be more broadly-based by in­
volving the entire population (Hymes, 1972). 

It has been shown what kind of bilingual model the Black 
community of South Africa wants. Perhaps it is time to suspend 
academic rhetoric and face realities. Whether their "ideal" 
becomes a "reality" is something no one• can tell. However, more 
Black parents at grassroot levels should be included in the 
decision-making. Soldier and Foerster· cite a slightly different 
case among the Pauite and Shoshone Indians of Nevada who reject 
the use of their native bilingual program, preferring to have 
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their children receive their education in English only because 
of the deficiency they (the. parents) suffe~d as children· 
(Soldier and Foer10ter, ;1.978:235) ·. 

The school has a mandate to carey out to the community. 
Public education cannot be in the hands of administrators and 
educators only. The· community which is being served has as 
much right to determine the· curriculum as do the educators . 
In South Africa there are few~ if any, ~lack curriculum planners. 
Those that exist usually have a long history of supporting Bantu 
education and as such are viewed by the ~lack communities as 
"them" but not "us." There is very little cultural component 
in the subjects. Black people have a rich cultural history and 
oral literature which could easily be incorporated into the 
curriculum. For example, it might be more meaningful to incor­
porate both oral and written African literature in an English 
course than to let the students grapple with Victorian Jane Eyre 
in the twentieth century. The imagery and symbolism might be 
more readily identifiable and meaningful if drawn from a familiar 
scene. 

Theri! is an urgent need to evaluate the bilingual programs 
in school. While there is no need to determine LES or FLES 
students at beginning level~ because all start as a homogeneous 
group linguistically, it is very important to evaluate what is 
taught, by whom, and how. Very few studies have been conducted 
on bilingual education for all racial groups. Apart from a few 
studies by Lanham and a few members of the English Academy of 
South Africa there are practically no studies looking at the 
bilingual education for Blacks. Census results can hardly be 
termed academic research studies. Moreover, a number of "il­
legal" Blacks in urban areas (who do not "qualify" to be in 
urban areas under the influx control laws) do not take part in 
the census for fear of victimization . With more Black educators 
advancing in their field in a climate conducive to scholarly 
research the mystery of bilingual education in Black schools 
might be unravelled. 
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