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Introduction 
I want to start by thanking BAICE for honouring me with its Presidency and for inviting me to give this address. It is the first time BAICE has awarded its Presidency to someone who is not British or belongs to a commonwealth country. I am also someone who has written sceptical articles about Britain’s promotion of English as the language of instruction in its former colonies in Africa, often as a precondition of support to the education sector (as I will expand on later). This is known to BAICE and it is a compliment to the openness and academic curiosity of its board to invite me to give this address. 
In his BAICE Presidential Address at the last UKFIET international conference in Oxford in September 2009 Robin Alexander (2010) asked what rich countries do in respect of universal EFA challenges. In my address I ask what poor countries, especially in Africa, do in respect of the same challenges. The challenges are now, by the way, called LFA challenges since the World Bank has recently decided that we are moving into the decade of Learning for All. In richer countries the policies have more or less been decided upon by the countries themselves while in Africa the policies have often been put in place as a result of external pressure. There is another difference. In richer countries children learn through the mother tongue of the great majority of school children. In Africa children have to learn through a language of a small minority, a language neither they nor their teachers master well. How is it possible to give quality education for all in a language mastered by few? What about the role of the former colonial powers when it comes to influencing the language of instruction policies in Africa? The situation in Rwanda is a case in point. Is the language of instruction and testing used as a mechanism for social stratification? Is the growth of ICT in Africa  increasing or decreasing the role of African languages?

As Michael Crossley (2009) notes, there is a long tradition of research on language and culture in the field of comparative and international studies. This is a clear theme in much of Keith Watson’s work, for example, illustrated by his study of the impact of globalisation on language policy in transitional societies (Watson, 2001).  In a paper Watson (1997:1) presented at the Oxford conference in 1997 he criticized the scant regard within the educational development discourse given to the complex language issues facing many governments in Africa. 
Expressing oneself in a language one does not master

I shall illustrate my presentation through two examples which more than my words will highlight the seriousness of the language problem in Africa. The first example is a one minute long video. Please note that the teacher also has problems choosing between which and what. He wants to have a student explain what global warming is. He also code-switches to Kiswahili when he asks a student to help answering the question. You then see the student attempting and failing to answer in English while she has an adequate and knowledgeable answer in Kiswahili.

The other example shows a letter of application for a job as a security guard written by a student who has passed through all six years of secondary school in Tanzania with English as the language of instruction 

Dea sir, 

Iam aply to my job of security guard to you boss in you company of Clearing and Forward. Iam complete to form 6 examination certificat in 2002. My school certificat is very good. I can come to see it for you.

iam 27 ears to be Born of age and no mallied and no children. My father is dead long time and my mother maried in Swaziland country 10 years, since I am in primary school not see she so nobody known to help me.

My certificat is siting home for itself, but passes in all subjects but fail English because of teacher teaching me is jelos of myself. Iam wearing good cloth than to them. But can speak English free I here you company want security gards and I tell you i want job.

Am one of that job experience for 2 years I shoot thief dead this temporay job. Iwant to employ in you company because I can shot gun AK47 I leaned from Mgambo. Please consider me application careful and telephone me any time because I have celphone. Iam red inteview for you. Iam very kind. And rememba that English is not our mothr land!!!

Thank you very much

Yours sincere

This application somehow reached the academic staff at the University of Dar es Salaam and led to a vivid e-mail debate where some of the academics maintained that the letter showed that one had to start having English as the language of instruction even in primary school while other academics pointed at the injustice done to young job seekers when they are forced to write an application in a language they do not master. Did the security company think the prospective thieves would be speaking English? (Senkoro 2008)

When students do not understand what the teacher is saying 

There seems to be general agreement that children learn better when they understand what the teacher is saying. In most classrooms in Africa this is not the case. Instruction is given in a language children do not normally use outside of school, a language they do not command and often hardly understand (Brock-Utne 2000, 2007, 2010b; Brock-Utne and Hopson 2005; Brock-Utne and Skattum  2009, Prah and Brock-Utne  2009). Why does this situation prevail?
There have been many attempts to explain this predicament. One argument used is that the wealth of languages in Africa makes it difficult to choose one particular language for schooling. But Africans are multilingual and most Africans speak several African languages, among them a regional or larger one which could well be used as a language of instruction (Prah and Brock-Utne 2009). Adama Ouane (2009) from Mali, for ten years the Director of the UNESCO Institute of Lifelong Learning, tells that he grew up with three different African languages
 simultaneously and cannot tell which one is his “mother tongue” or first language (L1). The Tanzanian school inspector Moshi Kimizi (2009) was in a similar situation. Africa is not francophone, anglophone or lusophone. Africa is afrophone as Africans are normally multilingual in African languages (see Prah and Brock-Utne 2009). In an edited volume the Ghanian sociologist Kwesi Kwaa Prah and I have criticized western theories on bilingualism when applied to Africa. Only about 5% of the population master French in the so-called francophone countries, about 5% master English in the so-called anglophone countries. Yet there is no country in Africa where teaching at post-primary level is going on in an African language. 
We have also warned against treating all countries in Africa the same way. British researchers like Crossley and Watson (2003) have long criticized the uncritical international transfer of educational policy and practice from one country to the other, one continent to the other. In an article Michael Crossley (2010) argues that greater attention should be paid to contextual factors in international development cooperation. The World Bank, however, for example in its important document Educational Policies for Sub-Saharan Africa (World Bank 1988) came up with the same prescription for all Sub-Saharan African countries.
 In a lecture on the detrimental effects of the structural adjustment policies on the economic development of Africa Charles Abugre (2010), the leader of the millennium development campaign for Africa, reminded the audience that within the borders of Africa one could place all of China, all of India, all of the US and most of Europe. How could anyone have the audacity to prescribe a policy for this enormous continent?
In the 2000 World Education Forum in Dakar there was no mention of the language issue in the plenary sessions of the conference. There is also little consideration of the language issue in the resulting documents from the Forum. There is limited reference in official documents to the fact that millions of children are entering school without knowing the language of instruction. Many of these children are in Africa. The only type of formal schooling available to these children is in a language they neither speak nor understand. Nadine Dutcher (2004:8) holds:
It is shocking that the international dialogue on Education for All has not confronted the problems children face when they enter school not understanding the medium of instruction, when they are expected to learn a new language at the same time as they are learning in and through the new language. The basic problem is that children cannot understand what the teacher is saying! We believe that if international planners had faced these issues on a global scale, there would have been progress to report. However, instead of making changes that would lead to real advancement, the international community has simply repledged itself to the same goals, merely moving the target ahead from the year 2000 to 2015.
,

From Education for All to Learning for All                                                    The World Bank has recently released its new Education Strategy 2020 called Learning for All: Investing in People’s Knowledge and Skills to promote Development (World Bank 2011). One would think that the move from Education for All to Learning for All would signify a move from the teacher, the educator to the pupil, the learner. I had expected that this change in phraseology would also lead to an analysis of why so many students, especially in Sub-Saharan Africa
 drop out of school, repeat grades or sit year after year hardly learning anything. The World Bank Group also admits: “What matters for growth is not the years that students spend in school but what they learn” (World Bank 2011:2).
In the new strategy the World Bank notes that for many students more schooling has not resulted in more knowledge and skills necessary for job creation. According to the World Bank group:
Several studies illustrate the seriousness of the learning challenge. More than 30 percent of Malian youths aged 15–19 years who completed six years of schooling could not read a simple sentence; the same was true of more than 50 percent of Kenyan youths (World Bank 2011: 6-7). 

The first thing I asked myself when I read this sentence was: In whose language could the youth not read a simple sentence? In their own language or a language foreign to them, a language which they hardly hear around them. In an article on illiteracy in Sierra Leone, Kingsley Banya (1993) writes:

Only about 25% of the country’s population were (in 1961) literate in English, which is the official language. However, most people are literate in Krio, which is the lingua franca of the country….. in absolute numbers there has been a tremendous expansion in the number of illiterates. As the population has increased, the number of literate people has not kept pace; 85 out of every 100 Sierra Leones are now illiterate (Banya, 1993: 163). 

Banya classifies as illiterate those Sierra Leoneans who cannot write and read English even though they may read and write Krio, the lingua franca of their country! If a native Englishman who reads and writes English, but not any other language, were likewise classified as illiterate, there would be many illiterates in the English-speaking world. 

When I was a Visiting Professor at the University of Hiroshima in the fall of 2002 I made a great effort to learn to speak and understand some Japanese and talk a bit with my Fitness friends at the YMCA where I did my work out. I decided very quickly that in the time I was there, it would not be possible for me to learn to read and write Japanese since every sentence did not only contain the two alphabets, hiragana and katakana, but also the Chinese system, kanji. It was a strange, but sobering experience, to become functionally illiterate.  I used to do my aerobics training every day in the YMCA studio located within a supermarket close to where I lived. One day when I came, the whole place was shut and there was a big sign in Japanese script by the entrance. I tried another entrance and found the same sign. It was also closed. So I had to go back home with my sports equipment. Next day I asked why the place had been shut (“heiten” in Japanese). One of the Fitness instructors answered: “It was not closed. Did you not see that we had put up a sign telling you to enter through the garage?” I had to answer, “But I cannot read such a sign.” Then the Fitness instructor said, ”Oh, we had forgotten. You are illiterate.” And of course I was. I am illiterate in Japanese.
A closer analysis of the document “Learning for All”

The first thing I did when I got the Education Strategy 2020 into my computer was to search for “language of instruction” and “medium of instruction”. I got no hits on any of these concepts. I then searched for “mother tongue” and “bilingual education”. I got four hits on “mother tongue”, two in end-note 7 (p.78), one in box 3 (p.15) and one in a reference among the Background Notes (p.70).

End-note 7 runs:  

It should be noted that French is not a mother tongue in Mali and that grade 2 is a very early grade in which to test a student in a language that is not his or her mother tongue (World Bank 2011:78). 

In Box 3 we find the following sentence:  

Children in these age groups [between the ages of 6 and 8] benefit from the instructional use of their mother tongue, combined with instruction in the dominant language (World Bank 2011:15). 

But it is not only children between the ages of 6 and 8 who benefit from having their mother tongue or a language they master well as the language of instruction but so do students of all ages all over the world. There is no sound educational reason why the dominant language, which in Africa is the former colonial language, should be used as a language of instruction at all. As Ayo Bamgbose (2005:255) correctly observes:

Outside Africa no one questions why the languages of countries with smaller populations in Europe should be used as medium, even up to and including the university level. What seems to be lacking in many African countries is the political will to break away from the colonial policy and practice of limiting mother-tongue education to lower primary classes. Where such a will exists much can be done in a short period of time. 

The fourth time “mother tongue” is referred to and the first and only time the concept “bilingual education” appears is in the following reference (called a Background Note on p.70).
Perez-Brito, C., and N. Goldstein. 2010. “Mother-Tongue Instruction and Bilingual Education in the World Bank‘s Education Sector Strategy 2020.” Background Note for the Education Sector Strategy 2020. World Bank,Washington, DC

I have tried, without any success, to find this document among World Bank documents on the net. This background note does not seem to have had any effect whatsoever on the Education Sector Strategy 2020. It is bizarre that a document that claims to focus on learning does not discuss the language in which learning most easily takes place. 

On the other hand n a panel organised by the Association for the Development of Education in Africa (ADEA)
 at the CIES conference in Montreal 1st- 6th May 2011 the panellists talked about ADEA’s holistic view of education where the use of native languages as languages of instruction emerged as the top priority according to  Hamidou Boukary, one of the panellists.  One  of the seven priorities in the Plan of Action of the Second Decade of Education for Africa (2006-2015) launched by the African Union is “strengthening of teaching programs and materials with emphasis on mathematics and technology, the use of African languages, and the adaptation of curricula (priority 6).”
The quality of education                                                                            In 2000 the National Council for Kiswahili, BAKITA,
 organized a two-day conference on the language of instruction and quality of education in Tanzania. Martha Qorro, at that time the Head of Department of Foreign Languages and Linguistics at the University of Dar es Salaam, and with a doctorate in the teaching of English was present at that conference.  On the second day of the conference the Minister responsible for Education, a professor of science by profession, was invited to give some closing remarks. Qorro tells that his final comment on the issue of language of instruction was that the Government did not have money to do experiments and ‘waste’ the few resources on the language of instruction. “The little money that is available will be spent on improving the quality of education and not on the language of instruction”, he concluded, and declared that the conference was closed. From the Minister’s remarks, one gathers that the language of instruction is seen as separate from the process of delivering quality education. The Minister even considered spending funds on the language of instruction as a wastage of resources. Some of those who participated in the heated discussion were left with questions unanswered.  Martha Qorro (2009:60) asks:
For example, did the Minister understand the meaning of language of instruction? How does the language of instruction relate to education, and quality education for that matter? Is it possible to improve the quality of education without addressing the issue of language of instruction? If, for example, the conference had been on electrification of a number of schools, would the Minister have said that there was no money to “waste” on copper wires and that the little money available would be spent on supplying electricity to the schools! How else is the electrification process to take place if not through copper wires? Or, suppose the issue under discussion had been supplying water to the schools, would the Minister have said that there was no money for pipes and that the little money available would be spent on supplying water to the schools, but no money to “waste” on pipes! 
When discussing the language of instruction issue in Africa one often hears that it would be too costly for the African countries to switch the language of instruction from an ex-colonial and foreign language into a familiar African language which the child masters well. One hears arguments like books have to be developed and published, new terminology created. Sometimes these arguments do not hold water. In Tanzania, for instance, a project based at the Institute for Kiswahili Research has developed textbooks for the whole of the secondary school system (Mulokozi et al 2008). Here there is only a matter of getting them published in large enough quantities and distributed to the schools. With the new desk top printing facilities books and teaching materials in local languages can be produced rather cheaply (Heugh 2006, Kossinen 2010).
There are, however, other economic consequences of this choice which are under-researched. These are the costs involved in having children sit year after year in school hardly learning any subject matter but learning that they are less capable, having to repeat classes, dropping out of school, getting low grades because they simply do not master the language of instruction. Parents are spending lots of money in school fees, school uniforms, transport costs and might have needed their children at home to do useful chores. Having the foreign, though often termed official, language as the language of instruction prevents the students from really grasping the subject matter the teacher wants to convey, from developing their own language and from learning the foreign language. They lose out on three fronts. Together with a young economist from Zimbabwe I have for some time been working out a research proposal for looking at the cost of not using a familiar African language, often termed a national language as the medium of instruction (Brock-Utne and Nota, 2010).
Through research we conducted in Tanzania in the first phase of the LOITASA
 project where we had the same teacher teach the same topic one week in English and the next week in Kiswahili to a different class we noticed not only how the whole atmosphere in the classroom changed and the interaction became lively, but also that teachers would only punish students when they were teaching in English not when they were teaching in Kiswahili (Vuzo 2007, Mwinsheikhe 2007, Brock-Utne 2007) .They would have them stand for a long time, sometimes up to an hour by their desks because they could not answer. The Tanzanian newspaper Majira on 18th May 2010 had an article with the shocking heading “Mwanafunzi afa akifanya adhabu”. (A student died while he was being punished.) The article told that a Form II student, Charles Wabea (16) from Luchelele secondary school died while performing a punishment meted out to him by his teacher for speaking Kiswahili in class. He was to dig 20 buckets of soil from a pit and the pit collapsed on him.

Secondary education in Tanzania

The rapid increase in secondary school enrolment in Tanzania since 2006  has, according to the Ministry of Education “been a result of a well-orchestrated initiative by the Government of constructing at least one secondary school in each Ward all over Tanzania” (BEST 2010:56). This initiative had to do with a promise given by the current President of Tanzania, Kikwete, when he ran his presidential campaign in 2005. He promised that if he was elected, he would build at least one government secondary school in each ward. As a result of this initiative, the enrolment in Government secondary schools increased by 186% from 2006 to 2010
. The increase in non-government secondary school enrolment has over the last years been much slower. 
There is reason to question what this rapid increase in secondary school enrolment means in terms of how much these many more students, also from less well-to-do homes, will learn when the language of instruction is one neither they themselves nor their teachers master well. There is an acute shortage of secondary school teachers, especially qualified ones, to teach all the many students enroled. In 2010 the government  hired 1000 students from American universities (mostly Harvard) on one year contracts to teach English, maths and science in the secondary schools in Tanzania
. The Tanzanian government is providing the students with housing and the normal salary of Tanzanian teachers while USAid is paying their travel, supplementing their income and sending text-books
. 
Much of this increased enrolment will be from pupils who have gone to primary schools where the English they have learnt has not been taught well and may even have been incorrect. A Tanzanian journalist happened to be travelling around in the district Shinyanga at the end of September 2009 (Poyo 2010). He went by an elementary school where his eyes fell on a blackboard inside a class-room where the teacher had been teaching English. S/he had written some questions for the elementary school pupils to answer and given them most of the answer so they only should fill in some words at the end. Below are a couple of the questions and the prefilled in answers. 
	1. Where are do you live?

I live at________________

2. Where are do you come from?

I come from at ____________


As our research clearly shows, primary school students in Tanzania do not know English well enough when they enter secondary school to be able to use it as a language of instruction. With the expansion of secondary schooling the situation is even worse than it was when the first studies on the level of English among secondary school students in Tanzania were carried out more than 30 years ago (for a description of the battle around Kiswahili as the language of instruction in Tanzania, see Brock-Utne 2005). In July/August 1984 Clive Criper, a linguist from Edinburgh University, and Bill Dodd, an administrator with long experience in Tanzania carried out a study on levels of English existing across the educational system in Tanzania. The study was funded by the British government. Their study confirmed earlier research by Mlama and Matteru (1978) showing that the levels of English were too low in most schools for effective learning to take place. Here are two of their findings:
	· Only about l0 per cent of Form IVs are at a level that one might expect English medium education to begin (Criper and Dodd 1984:14).

· Fewer than 20 percent of the University sample tested were at a level where they would find it easy to read even the simplest books required for their academic studies (ibid.:43).


Based on these findings Criper and Dodd reached the following astonishing conclusion: ‘The Ministry of Education should issue an unambiguous circular setting out the policy on English medium education’ (ibid.:73). Rubagumya (1991:76) comments on the paradox underlying Criper and Dodd’s empirical research. Although English had ceased to be a viable medium of instruction in Tanzania, the authors’ recommendation for the English Language Teaching Support Project (ELTSP), which the British government was to fund, was on the condition that English continued to be the medium of instruction!
 
Teaching and debating in a language one does not master – vivacity vs. demotivation                                                                        

Democracy is more than allowing a multi-party system. Democracy also has to do with being able to express one’s views in a language one masters. In the years between 1987 and 1992 I sat for many hours in the back of secondary school class-rooms in Tanzania and observed the teaching of siasa (Social Science) going on. It was a subject that both students and teachers enjoyed. It was a subject where the students were actively involved, where they discussed and argued.  The subject was taught in Kiswahili. I sometimes observed the same class in the following lesson where they might have geography, history or mathematics. It was difficult to believe I was observing the same group of pupils. In these lessons they were passive, hardly said a word. The teachers were struggling with the English language, their vivacity and their enthusiasm were gone. When I talked with the teachers about the changes that I had observed, they admitted that the use of English as the medium of instruction was a great barrier to them. They also mentioned that the syllabus for siasa was not as detailed as for the other subjects. For example, it just said in  five lines all that was expected to be covered in Form one.  This called on the creativity of teachers. They would often use texts from newspapers and continue discussions they had heard on the radio.  The content of the subject was closely connected to the ideology of CCM
. When Tanzania in 1992 reintroduced a multiparty system, the Ministry of Education and Culture issued a circular in which it introduced changes in the subject “siasa”.
Topics of the subject that was called Elimu ya Siasa have been changed in              order to cope with the system of multiparty democracy in the country. From now on the subject will be called Civics in secondary schools, and it will be taught in English – italics added) (MOEC,1993:5)                                                                                          

The change in the content of a subject that had been so closely related to the philosophy of the one party system is understandable. The change of language of instruction in this subject is, however, less understandable. 

One of my Tanzanian master students Mary Mkwizu (2002), who had herself been a teacher of siasa, made a study of the changes from siasa to civics. In interviews she conducted with teachers who used to teach Elimu ya Siasa, they all complained that they were not consulted to give their views on the change of language of instruction. Several of the teachers told that they had enjoyed teaching siasa, but could not teach civics since their command of English was not good enough for that. Others told about the lively discussions they could have when they were teaching siasa, and the passivity of the pupils when they now had to teach the new subject in English.  They felt that this had more to do with the change in medium of instruction than with any change in content. One teacher, who had previously taught siasa in Kiswahili and was now teaching civics in English instead, told Mkwizu that previously she had to be so well prepared for the lessons because the students would have so many questions and mastered the subject so well. Now she did not have to prepare much because no one would come up with any questions. Now it was like teaching dead stones, she said. A subject which should educate a new generation into democratic thinking and citizenship, had become a subject they could not master because the language of instruction had become a barrier to learning the subject matter. Several of the teachers also mentioned the problem of undemocratic participation in the classroom since those who were proficient in the English language (though very few and coming from the better equipped homes), became dominant in discussions when they were supposed to be held in English.

Also in school debates in secondary school students are required to use English as the language of the debate. Moshi Kimizi (2011) in his doctoral thesis compares two excerpts extracted from a debating competition between two secondary schools in Tanzania. The theme given the two contestants in the debate was, “Polygamy is better than Monogamy”.  Moshi shows the great difference in eloquence between the one contestant who was loyal to the school rules and spoke in English and the one from another school who after one sentence in English said she needed to use the national language to express herself well. It is clear from the two excerpts Moshi gives that, when the speaker was allowed to continue arguing in Kiswahili, she had so many points to share and spoke with a confidence the first speaker could not muster. Moshi tells from his observations that the last speaker went on until the teacher/ commentator asked her to stop and give a chance to other members from the audience.
The case of Rwanda

Rwanda had since independence from Belgium retained French as the language of instruction and was termed a “francophone” country, though the whole population, Hutus and Tutis alike speak Kinyarwanda and many of them also Kiswahili. In Parliament, in administration at the national level and in the Supreme Court Kinyarwanda is the language predominantly used. In an article published in 2006 Michele Schweisfurth (2006:703) mentions that the Government of Rwanda at the time insisted on a trilingual education policy (Kinyarwanda, French and English) to secure greater equity between groups who favoured one or the other language. She notes that development partners, on the other hand, expressed concern for the potential impact of a trilingual policy claiming that learners struggling in one language may be further handicapped by having to cope with three and that quality in education, as a dimension of EFA, may suffer. A trilingual policy might have been good for Rwanda provided that Kinyarwanda, a language which is spoken by 99.4 per cent
 of the population (Rwanda 2005:38), had been the language of instruction and French and English learnt as foreign languages, as subjects. The “development” partners got their way and in 2008 both the national language Kinyarwanda and French were ousted from all levels of education and replaced by English (Rosendal 2010)
.  The decision to use English as the LOI from the very first Grade of primary school was implemented at the end of 2008 in violation of recommendations by UNESCO and the African Union. The sudden change in language-in-education policy was not foreseen in any education sector documents. But on 8th October 2008 (Rwanda 2008, here taken from Rosendal 2010:131) the Cabinet resolved as follows: 
As a part of enhancing Rwanda’s role within the East African Community in particular, and at international level in general, Cabinet requested:

· The Minister of Education to put in place an intensive programme for using English in all public and Government sponsored primary and secondary schools and higher learning institutions;

· The Minister of Public Service and Labour to put in place a programme to help Government employees at all levels learn English, starting with Top Ranking Officials.
A better way to have strengthened the east African community would have been to make Kiswahili a language to be studied since both in Tanzania, Kenya and Uganda Kiswahili is more widely spoken and better known than English. In a paper presented at the 2005 Oxford conference Rachel Hayman (2005) noted that in terms of education policymaking in Rwanda after the genocide, the UK and the World Bank have been the most influential development partners. The development partners engaged in the textbook sector in Rwanda were: the World Bank, UNICEF and UK (Hayman 2005:6). The UK was not involved in Rwanda prior to the genocide but is now the largest bilateral donor to Rwanda, and the largest education sector donor. Apart from donor pressure there has also been a transfer of models of educational policy and practice from neighbouring countries, such as Uganda and Tanzania, through the return of Tutsi refugees who fled the country before or during the genocide. Michele Schweisfurth (2006) terms this transfer ‘second generation colonialism’, as a number of these policies have their origins in British colonial models. Though the children of the educated elite are able to cope in this system as a result of good and expensive private schooling, extra tutoring, assistance at home and extra resources, the mass of African children are not.
The international testing regime also hits Africa

In an article (2006) on TIMSS   (Trends in International Mathematics and Science Study) the Norwegian Professor of Physics, Svein Sjøberg, mentions that the World Bank has put as a conditionality for some developing countries that they have to introduce 'TIMSS-like' tests in order to get support to the education sector. The World Bank finances the participation of several developing countries in the TIMSS tests. Sjøberg is afraid that the TIMSS curriculum will function as a norm or ideal the world over. It is almost twenty years since the British researcher Angela Little (1992:20) expressed the same concern.
Will he who lends or gives financial resources insist also on lending the educational ideas and practices? Will cultural conditionality which is already implicit in much lending for education become more explicit in the next decade in the same way as economic and political conditionality have become explicit in the eighties and early nineties? If so to what extent will this prejudice the development of the local cultures which learners bring to the classroom? (italics added) 

Many developing countries, especially those with a colonial past, have worked hard to liberate themselves from curricula, books, tests and ideals of their former colonial masters. 
Educational researchers in Africa have since independence constantly been debating what quality in education may mean in their own context and how it should be assessed. Nyerere (1968:63) in his Education for Self-Reliance wrote:

The examinations our children at present sit are themselves geared to an international standard and practice which has developed regardless of our particular problems and needs. What we need to do now is to think first about the education we want to provide, and when thinking is completed, think about whether some form of examination is an appropriate way of closing an education phase. Then such an examination should be designed to fit the education which has been provided.
In a seminar on educational research in Tanzania at the University of Dar es Salaam in 1984 the participants discussed what the concepts of quality “might mean in a country concerned with wider meaning of this concept than conventional measures of educational achievement” (Ishumi et al. 1985:12). The researchers were extremely sceptical of importing the whole apparatus of American research on classroom interactions and to “measure up Tanzanian students against batteries of tests that have been used transnationally by bodies such as the IEA. These approaches come out of very specific cultural milieux in northern industrialized countries,” (p. 13) they concluded. Now the tests are coming back in a slightly different version.
In the 2003 TIMSS mathematics test for grade eight, it was reported that out of the 45 countries that participated Ghana finished as number 44. Ghanian students scored 276 compared to the international average of 466. In two articles in Ghana News Y. Fredua-Kwarteng and Francis Ahia  (2005 a, 2005b) try to explain these low results. In the first article they discuss the results in mathematics, in the second the results in science. 

Since Ghanaian students took the test in English (the so-called official language of Ghana), those whose first language is non-English are at great disadvantage. We are not surprised that countries that top-performed in the mathematics test – Taiwan, Malaysia, Latvia, Russia – used their own language to teach and learn mathematics.

The two authors, who both are mathematics educators, argue that a Ghanaian student who is proficient in his or her native language would be likely to answer most of the questions correctly if the questions were translated into the native language of the student. The authors further criticize the tests for being rooted in a western, especially American, environment using concepts which are unfamiliar in Ghana, like a “parking lot”. From their professional experience, students are more likely to solve mathematical problems if they can relate to the cultural context of the problem. 

New technology, young people and African languages 

Kristin Vold Lexander (2009) shows that in spite of political declarations in favour of the national languages, French still dominates written communication in Senegal. The new information and communication technologies (NICT), which are relatively well developed in Senegal, seem, however, to succeed where linguistic policy has failed. Through samples of text messaging (SMS) and chat amongst students in Dakar, combined with interviews with the informants, Lexander shows that written Wolof is gaining ground. Students both with and without university courses in Wolof use it in writing, and even communicate with relatives considered as “illiterate”, who are spurred to learn to read and write by the modern media where they can get the messages in their own language, the language they normally speak. She argues that these new literacy practices seem to have a positive impact on the status of African languages in writing.
Likewise Torill Aagot Halvorsen (2010) found that the majority of staff and students at the University of Dar es Salaam read and write Kiswahili when communicating through new technology (as in real life) while there is a more nuanced picture when it comes to Kiswahili web search and online or offline use. 
Language Use in ICT Activities at the UDSM 2008-2009 
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Sample: 104 staff and students. Source: Halvorsen 2010:320

The results of Halvorsen’s research show that approximately 50% of the respondents read and write more Kiswahili now than before they started to use computers and the internet. Respondents who read more Kiswahili refer altogether to thirty-two web sites in Kiswahili. Halvorsen gives a list of the ten most frequently used web-sites in Kiswahili, among them six daily newspapers. There is a wide range of Kiswahili software developed. Word processing, spread sheets, presentation and publishing tools. Microsoft Office has Excel, Word and PowerPoint in Kiswahili. Linux has operative systems Kilinux; and there are Kiswahili versions of Open Office, Jambo Mozilla Firefox and further Umoja, Ubuntu. There are downloadable dictionaries on the internet for free. Halvorsen also found that UDSM staff and students with more ICT experience tend to use Kiswahili as ICT language more than students with less ICT experience. These students were fast movers on their computers, were experimental and learnt from each other in the language they normally communicate in. 
Conclusion                                                                                                                    The way many Africans now use their own African languages not only for oral communication but increasingly as an ICT language gives hope for a more afrophone future. Our greatest challenge as educators working in Africa is the common belief among many lay people that the best way to learn a foreign language is to have the language as a language of instruction. This is not true, not in a situation where you hardly ever hear the language outside of formal schooling. 
Foucault (1988) claims that belief systems gain momentum (and hence power) as more people come to accept the particular views associated with that belief system as common knowledge. Some ideas, being considered undeniable "truths", come to define a particular way of seeing the world.  At the moment also those who stand the most to lose from having a foreign language used as the language of instruction consider it as an undeniable “truth” that having English as the language of instruction is the best way to learn English. This is a false belief as much research has shown. It is, however, a belief that both donors, the former colonial powers, the publishing industry in the west and the African elite have an interest in promoting. These power groups are, however, dependent for their positions and political powers upon the obedience, submission, and cooperation of their subjects. 
Misconceptions are possible to alter. When the mass of Africans understand how this misconception holds them down and works to the advantage of the powerful, the allegedly powerless may unite to do away with the misconception. 
At a point in time it was common knowledge that men and whites were more intelligent than women and blacks. This is not common knowledge any more. It was common knowledge that neither women
 nor blacks
 could learn mathematics. Now the common knowledge is that women and blacks have the same ability for learning mathematics as men and whites have. 

It may become common knowledge in Africa too that children learn better when they understand what the teacher is saying.
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� He also learnt to speak French and English and later Russian and German.


� According to the World Bank three quarters of the countries that are the furthest from meeting the MDG on primary completion rates are in Sub-Saharan Africa (World Bank 2011:4)


� ADEA is directed by a Steering Committee composed of 21 aid agency representatives and 10 African Ministers of Education. (ADEA 2008: 16)


� BAKITA stands for Baraza la Kiswahili Tanzania


�  LOITASA is as an abbreviation for Languages of Instruction in Tanzania and South Africa. It is the name of a project sponsored by  the Norwegian Universities Committee for Development, Research and Education. The project is now in its tenth and final year. The researchers come from the University of Dar es Salaam,Tanzania, University of Western Cape, South Africa and the University of Oslo. The project has published seven books, the eight is in press and the ninth is being edited. Five students have taken and five more are working on their doctorates under the project. Around twenty master students have written their theses under the project. Our website is: http://www-loitasa.org


� From 490,492 in 2006 to 1,401,330 in 2010 (BEST 2010).


� Several Tanzanian educationists I discussed this matter with in the first days of September 2010 complained that the young Americans were not sent to the disadvantaged schools, which really needed teachers, but to the better ones in well functioning locations. But it would probably have been even more difficult for the American students, who did not speak Kiswahili, to work in schools out in the country-side.


� In August 2010 US-AID sent 800 000 American textbooks in science for secondary school to Tanzania.


� A project monitoring report of the English Language Teaching Support Project from 1991 showed that the project could boast of little, if any,achievement at all (Simmonds et al. 1991).


� CCM is an abbreviation of Chama cha Mapinduzi – the Party of the Revolution. In 1977 TANU in mainland Tanzania and ASP in Zanzibar formed CCM.


� According to the 2002 census  (Rwanda 2005:38),


� See Rosendal, Tove (2010).Linguistic Landshapes. Ph.d. thesis. University of Gothenburg. Can be retrieved at: � HYPERLINK "http://www.avhandlingar.se/avhandling/ccb1d24dee/" \t "_blank" �http://www.avhandlingar.se/avhandling/ccb1d24dee/� Will be published as a book in the autumn 2011 in Köln: Rüdiger Köppe Verlag.





�  Info Web =getting/searching for information on the web, Com Web = communication on the web (e-mailing,chatting), Offline = writing a document offline, SMS mob = writing of text messages on mobile phones


� Even at the time I went to elementary school in Norway the girls had fewer weekly lessons in mathematics than the boys had. There was a belief that girls could not learn mathematics and would not have any need for it. Instead we had home economics, a subject the boys did not have. In our mathematics  textbooks  there were some tasks marked with* and after the * it said: The girls do not need to do this task. The same was true at the final exam (Brock-Utne and Haukaa 1980).


� My black students from South Africa tell me that in the apartheid times of South Africa there was a belief that Blacks could not learn mathematics and they hardly had any teaching of this subject.









