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1. Introduction
The attitudes held towards different 

languages in any society are not the random 
product of individuals’ personal aesthetic 
preferences. Much research has instead 
shown (Lippi-Green, 1997; Gardner 1985; 
Bokhorst-Heng & Santos Caleon, 2009) that 
attitudes are closely linked to the economic 
advantages/disadvantages associated 
with the language in question, so-called 
instrumental attitudes related to the desire 
to receive social-status recognition or 
profi table benefi ts (Gardner and Lambert, 
1972). Language, however, is of course 
not only a question of economy. It is also 
an integral part of our identity and culture. 
In this sense language attitudes are also 
related to the desire to be integrated into a 
language community and culture, so-called 
integrative attitudes (Gardner and Lambert, 
1972). From a monolingual perspective, a 
mind-set representing the norm in most 
Western societies according to Crystal 
(1987), there is no confl ict between these 
two forces shaping language attitudes. In 
fact they often complement and strengthen 
each other. In many parts of the world, 
however, the situation is more complex. 

Due to a colonial legacy, numerous 
nations have been struggling to chisel 
out the role of indigenous languages in 
offi cialdom. In many such contexts, ex-
colonial language/s (often English) still 
represent a prerequisite for the path to 
economic success and prestige, while 
local vernaculars are confi ned to less 
formal domains – the street, the market, 
conversations with family and friends – high 
in affective value, but hardly the way to go if 
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Due to a colonial legacy, numerous nations have been struggling to fi nd the role of 
indigenous languages in offi cialdom. In many such contexts, the ex-colonial language/s 
(often English) still represent the path to economic success and prestige, while local 
vernaculars are low in status and confi ned to less formal domains. In this respect, 
Creole languages have traditionally been particularly stigmatised.
In the following article, we will examine pupils’ (year one to nine) language attitudes 
towards the three national languages in the Seychelles – the mother tongue Kreol 
Seselwa, and the two ex-colonial languages English and French – in two schools, and 
explore how these attitudes compare with the general performance in the national 
examinations. The results show that pupils in primary school are positive towards 
Kreol in all four literacy skill domains, and that these positive attitudes are mirrored in 
the P6 national examinations. In contrast, there is a clear change in attitudes towards 
writing and reading in Kreol, once pupils enter the secondary level; secondary school 
pupils do not seem to favour Kreol as a written medium. We are also able to show 
that the positive attitudes pupils in primary and secondary schools also hold towards 
English are not refl ected in exam results. English together with Mathematics are 
the two subjects with the lowest national average grades in the P6 examinations. 
Finally, our results indicate that girls hold more favourable attitudes towards all the key 
literacy skills in all the languages investigated, and that these attitudes are refl ected in 
the performance in the national examinations; girls outscore boys in all the language 
subjects and the poor performance of boys, especially in written English, is of concern. 
We argue that the positive attitudes and results in Kreol in primary school should be 
built on in order to increase general literacy in all language subjects, and that extending 
the role of Kreol as an academic subject into secondary levels may help in this pursuit 
and raise literacy levels as well as the general status of the language. Further the 
fi ndings have greater implications for language-in-education policies in post-colonial 
contexts, some of which are discussed below.  
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you want to get on in life. In this respect few languages have been 
as stigmatised as Creole languages. 

Kreol Seselwa (hereafter simply referred to as Kreol), 
a French lexifi er-based Creole, which represents the mother 
tongue of the vast majority of the population in the Seychelles, 
is no exception. In spite of concerted efforts to raise its status in 
the eighties and nineties, efforts which have also resulted in the 
language today being a key component of the national identity 
construct (see Nadal, 2014), it is still struggling to fi nd its role in 
education, fi nancial spheres, in written media etc; while most 
Seychellois seem to be proud of Kreol, “colonial hangovers” 
make it hard for Seychellois to accept it as “one equal to other 
languages” (Mahoune, 2000). This is in line with folk-linguistic 
views held of Creoles around the world. According to Frank 
(2007), it is still not uncommon to hear people refer to Creoles as 
not real languages, broken French/English or patois – imperfect 
deviations or corruptions a of prestigious ex-colonial language. 
According to the same author and others (see Fleischmann 2008, 
for example), this is especially true in the education sector, where 
these “nonstandard speech varieties” are often seen to “impede 
progress and upward mobility” (Frank, 2007:2). It is reasonable to 
assume, that educators’ attitudes towards languages infl uence the 
pupils’ attitudes, and in extension the latter groups’ interest and 
motivation to perform in different language subjects.

In the following article, we will examine pupils’ (year one 
to nine) language attitudes towards the three national languages, 
Kreol, English and French, in two schools in the Seychelles, and 
explore how these attitudes compare with the general performance 
in the national examinations (in primary six (P6) and secondary 
three (S3)). We will also discuss the implications of our fi ndings on 
language-in-education and general language policies.

1.1 Theoretical framework and 
previous research 

Dörnyei (2003:4) makes a distinction between language 
learning from other school subjects. More so than any other subject, 
he sees language learning as “socially and culturally bound” and 
a “deeply social event”, where issues such as multiculturalism, 
language globalization, language contact, and power relations 
between different ethnolinguistic groups all play a part. There are, 
of course strong arguments that all learning is socially and culturally 
bounded forms of languaging, and this becomes particularly 
apparent in contexts where ex-colonial languages are used as 
mediums of instructions in education. Using English as medium 
of instruction in a post-colonial context, for example, often also 
entails adopting culturally bounded knowledge systems based 
on Western scientifi c norms. English thus becomes synonymous 
with ‘true knowledge’ (as opposed to indigenous ‘beliefs’) and an 
essential component of ‘progress’. In these contexts, instrumental 
and integrative motivational forces that have their origin in the 
past colonial structures, and which have advantaged the middle 
class elite, will affect attitudes of the general population towards 
different languages in educational contexts. 

According to Van der Walt (2004), for example, attitude 
surveys that show instrumental motivation for the learning of 

English are often used in Africa to justify policies for the use of 
English as a language of learning and teaching. Ager (2001: Chapter 
6) also points to the power of integrative motivation in these 
contexts. In many post-colonial contexts English is seen as the 
gateway to membership of a powerful educated elite of English 
speakers, undermining the position of indigenous languages. 
The fact that such systems also exclude large proportions of 
the population (see Garrouste, 2011, for example) and thereby 
indirectly hinders development is often overseen. 

Consequently, there is often general distrust towards the 
use of indigenous languages in education. Investigating the issue 
of English-medium vs. vernacular instruction in Ghana, Mfum-
Mensah (2005:80), for example, found that a majority of the 
study participants expressed the view that using the vernacular 
as an instructional medium was “a subtle strategy employed by 
the elite to perpetuate the communities’ marginalization from 
mainstream society”. This suspicion is not unfounded; it is a well-
documented phenomenon in many post-colonial contexts that 
while policymakers publicly agree with, and/or propagate and 
implement language policies that strengthen the role of vernaculars 
in education and offi cialdom, the same group will subvert the very 
same policies by sending their own children to private, elite English 
medium of instruction schools (Laitin 1992:43). At the same time, 
various studies from around the world – the Seychelles (Bickerton: 
1990); Mauritius (Sauzier-Uchida, 2009); the Maldives (Mohamed, 
2013); and Haiti (Hebblethwaite, 2012), for example – have shown 
that giving local languages a more prominent role in education 
helps to improve the learning situation for the masses, thereby 
decreasing inequity, and raising the knowledge capital of a nation. 

“The language question” in post-colonial contexts is thus 
an intricate matter, and striking the right balance between the role 
of indigenous languages and the need for ex-colonial languages in 
order to ensure international opportunities for the population, is 
an ongoing challenge (see Hamid et al, 2014 for a more thorough 
account). Applying Spolsky’s (2004) “three component model of 
language policy” to this type of language policy making context 
reveals some of the complexities involved. According Spolsky, 
language policy making has three components: language practices 
– the languages that a speech community selects as parts of its 
linguistic repertoire and the ways in which these are used; language 
beliefs or ideology – the beliefs the speech community has about 
languages and their use; and specifi c efforts made to modify 
or infl uence the practices of the speech community. In Creole 
contexts language practices in offi cial contexts are often entirely 
based on the past colonial structures and changing these is a 
mammoth task involving enormous practical and economic efforts. 
This type of work is often made more diffi cult by deeply rooted 
negative language beliefs about Creole languages. A commonly 
held belief, for example, is that Creole languages do not have the 
requisite terminology to deal with the world of (western) science, 
mathematics, or technology, an obvious myth since all human 
languages are able to adapt to changes in society and evolve ways 
of describing new knowledge paradigms. These two aspects, i.e. 
deeply ingrained language practices based on colonial structures 
and negative beliefs towards the indigenous language, thus mean 
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With independence in 1976, and the subsequent coup 
d’état in 1977, the status of Kreol improved, and it began its journey 
towards becoming an offi cial language with a role in administration, 
culture and education. This was by no means an easy undertaking. 
There was no written standard, no orthography, no formalised 
grammar and no literature written in Kreol. Further, the elevation 
of Kreol to a formal language was not given, even among its native 
speakers. According to D’Offay (1980: 268), “The dominant group, 
[…], had managed to persuade the Creole-speakers that their 
‘speech’ was so inferior in status as to be a ‘non-language’ […]”. 
The implementation of Kreol as a medium of instruction and a school 
subject in its own right in education thus involved a marathon effort 
where grammar descriptions, orthography and spelling had to be 
agreed upon, learning materials had to be constructed and teachers 
had to be trained (see Fleischmann 2008: 58-67 for further details 
of this process). In January 1982 Seychelles, however, became 
the fi rst Creole-speaking nation in the world to implement a Creole 
language as a medium of instruction in education. The Seychelles 
has since been joined by three other nations: Haiti, the Netherlands 
Antilles and Aruba, but the majority of the fi fty or so Creole-speaking 
nations in the world still do not recognise their languages’ role in 
education (Siegel, 2005). There were other language reforms during 
the eighties and nineties that favoured Kreol’s offi cial role in society. 
In 1981, for example, Kreol became the fi rst national language 
before English, and in 1993 a trilingual language policy was written 
into the National Constitution whereby Kreol was given equal status 
to English and French (see Nadal, 2014).

In spite of these initial efforts to promote Kreol’s role in 
education and elsewhere, there are indications that its position has 
suffered setbacks in recent years. After concerns were raised in the 
Language Policy Review Committee (LPRC) report in 1994, Kreol’s 
role as medium of instruction was reduced from the fi rst four to 
the fi rst two years of schooling in 1996. One of the motivations 
for this, according to Gedeon (personal communication 2012), 
was that policy makers argued that with increased exposure to 
English in popular media (television for example), children were 
better equipped to handle an earlier switch to English as medium 
of instruction. This type of argument is a refl ection of the continued 
low status of Kreol in the Seychelles, and adds further strength to 
Siegel’s claims that programmes of literacy in Pidgeons and Creoles 
in post-colonial countries are transitional and “not an end in itself 
but rather […] a means of acquiring literacy in the European offi cial 
language(s), which are used for higher education and government 
[…]” (2005:149). Kreol is not studied beyond the primary level and 
confi ned to non-academic subjects. According to Nadal (2014: 42) 
this situation has profound repercussions since pre-service primary 
teachers who train for teaching Kreol at primary level themselves 
have very limited knowledge of written Kreol “as they have been 
completely cut off from the language during the fi ve years of their 
secondary schooling”.

Today, Kreol remains the medium of instruction during Key 
Stage 1 (see Figure 1 below), after which it is replaced by English. 
Kreol then remains a school subject during Key Stages 2 and 3 after 
which it is totally abandoned in the system as an academic subject. 
However, according to the National Curriculum Framework (Ministry 

Creole in education
that the specifi c efforts needed to change language practice and 
beliefs will require massive efforts of prestige and image planning 
(Liddicoat, 2013). Key efforts in language-in-education planning 
are particularly important here in order to avoid recessive cycle 
language developments, situations where the lack of promotion of 
a local language in education gives fuel to those that claim that the 
language is unfi t for formal purposes, thereby further diminishing 
its role, motivating added restrictions to the domains where it is 
used, ultimately, leaving it in a very weak position, at worst as an 
oral vernacular (see Bossong, 1980). On the other hand, there 
are plentiful examples of language planning which have led to so-
called expansive cycles, where the active use of a language in all 
domains, including education, the media, science and technology, 
has resulted in the long-term survival and growth of a language. 
The efforts made to revitalize English in the 15th-17th century 
following the long period of stagnation after the Norman invasion 
is only one example. 

1.2 Background – 
the Seychelles context 

Seychelles became a British colony in 1815, prior to which 
it was governed by the French. By this time, Kreol Seselwa, a 
French-based Creole closely related to the Creoles of Mauritius 
and Rodriguez, had become fi rmly established as the language of 
every-day communication. As a marginal colony of little importance, 
however, the Seychelles were largely left to their own devices; the 
British presence was mainly restricted to the administrative sphere, 
where English also became the offi cial language. French kept its 
role in religious practice and high culture, areas controlled by the 
francophone elite of colonial descent, the “white bourgeoisie”, or 
the so-called Grands Blancs (Bollée 1993:88). Since schools were 
mainly run by the Church, French was also the medium of instruction 
in education until the1940s. After moves to make education more 
secular, the church-owned schools were fi nally replaced by more 
formal and organized arrangements, based on the English system 
and language in 1947 (Fleischmann 2008: 74).

During the entire colonial period, Kreol remained a low status 
language, and only existed in its spoken form, as illustrated by Mrs. 
Elva Gedeon, Senior Curriculum Development offi cer at the Ministry 
of Education: ”Creole, it was not even considered as a language” 
(personal communication, recorded interview, 9 November 2012). 
It was confi ned to informal discourse and completely banned from 
schools: “Creole was out of the question. We were punished if we 
spoke Creole in class” (Gedeon, 2012). Such punishments could 
include “writing lines”, formal rituals designed to bring ridicule to the 
“offender”, and even corporal punishment (see also Fleischmann, 
2008:141). The language situation in the Seychelles during this 
historical period is a direct refl ection the pre-independence power 
structures on the islands: the British were the formal administrative 
rulers, while the Grand Blancs still retained considerable economic 
power and infl uence. A prerequisite for access to positions of power 
(within the fi elds of administration, law, religion and education, for 
example) among the general Kreol-speaking population (94 per cent 
according to Moumou (2004: 46)) was mastery of English, and to a 
lesser extent French.
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of Education 2013:16) any of “the three national languages can also 
be used as support languages in the teaching of particular subjects, 
depending on the context and circumstances of students, teachers 
and schools, to ensure a maximum level of understanding by all 
learners”. This includes Kreol, but based on our observations and 
experiences this rarely seems to be the case (see Deutschmann, 
2014).

English also remains the main language of administration, 
in economic transactions and in the tourism industry, and there are 
indications that this development is further spurred on by global 
economic pressures (see Laversuch 2008). Similarly, the use 
of Kreol in written media is limited to a “symbolical presence”, 
[…] restricted to reporting about events of lower news value” 
according to Nadal (2014: 43). Two areas where the role of Kreol in 
the Seychelles excels are in audio-visual media “with the language 
being used without any complex whatsoever in almost every 
locally-produced TV programme” (Nadal 2014:43) and in politics 
where it is the working language of the parliament. 

2. The Study 
2.1 Aims

The aim of this study is to explore attitudes to the three 
language subjects, Kreol, English and French, among pupils 
in primary and secondary schools in the Seychelles. These 
languages also represent the offi cial national languages in the 
National Constitution. Our initial hypothesis is that English will be 
viewed particularly favourably since it is also the main medium of 
instruction and the language that carries the highest prestige in 
offi cial contexts in the Seychelles. We are also interested in how 
pupils perform in the three language subjects and aim to compare 
attitudes to performance in the National examinations with the 
initial hypothesis that positive attitudes towards a language/subject 
also increases motivation and in extension performance.

2.2 Method
Most of the data was collected in two schools, one primary 

and one secondary school, in the Seychelles during late autumn 
2013. Two parallel classes from each year were chosen at random 
in order to get a representative sample and all in all, 261 pupils from 
the primary school and 141 pupils from the secondary school were 
included in the study according to the distribution in Table 1 below.

Pupils were given a questionnaire survey – a so-called 
‘smiley questionnaire’ – where they were asked to answer a set 

of six questions about their attitudes to the subjects Kreol, English 
and French. There were two general questions and four questions 
related to each specifi c literacy skill in the language (oral, aural, 
reading and writing). Information about the pupils’ gender was also 
included in the survey:

1. Do you like learning language X this year?
2. How diffi cult is language X this year?
3. Do you like speaking language X this year?
4. Do you like listening to language X this year?
5. Do you like reading in language X this year?
6. Do you like writing in language X this year?
The questionnaire was constructed in such a way that pupils 

could choose one of fi ve alternatives on a fi ve point Likert scale 
in response to the questions. These alternatives were illustrated 
with ‘smiley faces’ (sad, neutral and happy) that symbolised the 
different values on a Likert scale. For example, two sad faces 
(see Figure 2. below) represented the value of one on the Likert 
scale. There were also illustrations of the particular language skill in 
question to facilitate comprehension. This was particularly relevant 
for the younger pupils.  

Prior to distributing the questionnaires the researchers 

explained the content and purpose of the survey in Kreol, and 
gave careful instructions on how to fi ll it in. The researchers were 
also present during the answering process in order to assist pupils 
who had questions about the content. Note that we asked class 
teachers to leave the room during this process so that pupils would 
free to express their opinions anonymously. Note also that the 
surveys used in the secondary school classes (S1-S3) were slightly 
modifi ed and did not include questions on general attitudes towards 
the school subject Kreol since this language ceases to be part of 
the curriculum after P6. The questionnaires were then collected 
and average values (1-5) were calculated for each question based 
on the sum of the individual responses.

39

Table 1. Distribution of pupils included in the study in relation to classes and 
gender (P=primary and S=Secondary)

Class P1 P2 P3 P4 P5 P6 S1 S2 S3 Total 

Girls 22 

(47%) 

23 

(47%) 

22 

(52%) 

20 

(47%) 

26 

(59%) 

16 

(44%) 

24 

(51%) 

22 

(48%) 

25 

(52%) 

200 

(50%) 

Boys 25 

(53%) 

26 

(53%) 

20 

(48%) 

23 

(53%) 

18 

(41%) 

20 

(56%) 

23 

(49%) 

24 

(52%) 

23 

(48%) 

202 

(50%) 

Total 47 

(100

%) 

49 

(100

%) 

42 

(100

%) 

43 

(100

%) 

44 

(100

%) 

36 

(100

%) 

47 

(100

%) 

46 

(100

%) 

48 

(100

%) 

402 

(100

%) 

�

Figure 1. Key Stages in the Seychelles educational system (Ministry of 
Education, 2013).

Figure 2. Example of question format in ‘Smiley questionnaire’.
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In the second part of this study, we look at the examinations 
results from the 2013 national examinations (Ministry of Education, 
2013). Here we use the averages from the P6 cohort (1303 
pupils) in Kreol, English and French and the S3 cohort (915 
pupils) in English and French. We also break down the results 
from the P6 examinations into the different sub-tests (listening 
comprehension, reading comprehension, and writing) and examine 
gender differences in grade distributions in the P6 examinations. 
This part of the study is limited to the P6 cohort as such data was 
unfortunately not available for the S3 examinations.

Note that we have not attempted to conduct any statistical 
analysis to show correlation between language attitudes and 
performance. The primary reason for this is that the data sets 
do not match: the entire national cohorts are used for the exam 
results, while only two classes are used in the attitude survey. 
Further, the data generated from a Likert scale survey are such 
that they cannot be used in a Spearman Rank Correlation Test; this 
type of data simply contains too many ‘joint ranks’ (ten pupils in a 
class scoring fi ve for a particular question, for example) to make 
an analysis meaningful. Our comparison between the two data 
sets should thus be seen as entirely exploratory, revealing potential 
areas for further research.

2.2 Results
2.2.1 Attitudes and performance in the subjects of Kreol, 
English and French

In this section we fi rst examine the results from our attitude 
survey and then explore how our results compare to performance 
in the P6 and S3 national examinations of 2013 in these subjects.

Attitude survey results
In response to the fi rst general question “Do you like 

learning language X this year?”, we found that pupils were most 
positive towards Kreol during the time it remains a subject in 
school (P1-P6). Apart from the pupils in primary 1, all pupils were 
almost equally positive towards English. French, however, is less 
favoured, gradually losing in popularity as the pupils progress 
through the system (see Figure 3. below – note that the “Y” axis 
in all the fi gures below represent the pupils average responses on 
the fi ve-grade Likert scale where fi ve represents a very positive 
response and one a very negative response). 

In response to the second general question “How diffi cult 
is language X this year?”, we found that Kreol was considered the 
easiest subject in school followed by French in Key Stage 1 (P1 and 
P2), while English was viewed as most diffi cult in this key stage. 
This relationship, however, changes in Key Stage 2, after P3. After 
Key Stage 1, French remains the language subject perceived as the 
most diffi cult throughout the study (see Figure 4. below). 

 

We now turn our attention to the attitudes towards the four 
language skills. In response to oral aspects of the languages, pupils 
were most positive towards Kreol, followed by English. French 
was least favoured and this tendency seems to increase over the 
years (see Figure 5.). 

 

In response to aural aspects of the languages, the pupils 
were again most positive towards Kreol in all key stages, closely 
followed by English. French was only marginally less favoured 
during primary school, but more negative attitudes prevailed 
among the secondary school pupils (see Figure 6. below).

 
The results for the attitudes towards written skills were 

notably different from the attitudes towards oral and aural aspects 
of the languages. Here pupils were very favourable towards Kreol 
in the primary classes, but there was a substantial drop in attitudes 
amongst secondary school pupils. Pupils remained positive 
towards English, while writing in French was generally disfavoured 
(see Figure 7. below). Overall pupils were less positive to writing 

Figure 3. Average responses to the question “Do you like learning language X 
this year?” Note that this question did not fi gure in S1-S3 for Kreol since it is no 
longer a school subject in Key Stage 4.

Figure 4. Average responses to the question “How diffi cult is language X this 
year?” 5=very easy. Note that this question did not fi gure in S1-S3 for Kreol 
since it is no longer a school subject in Key Stage 4.

Figure 5. Average responses to the question “Do you like speaking language X?”

Creole in education
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In some respects the overall results from the national 
examinations mirror the attitudes towards the subjects that we 
found in our survey. Kreol, for example, was the subject evaluated 
most favourably among the P6 pupils and it was also the language 
subject that the 2013 P6 cohort performed best in (see Figure 
9 below). Similarly English was generally favoured over French 
among the S3 pupils and this is also mirrored in the examinations 
results, where the S3 cohort performs better in English than 
French. A rather surprising result is the poor performance in English 
among the P6 cohort, this in spite of the fact that most pupils seem 
very positive towards the subject. It is impossible to draw any fi rm 
conclusions from our data, but the observed discrepancy between 
attitudes and performance is an area that merits further research. 
The performance in French among the P6 pupils is also somewhat 
surprising. In spite of relatively negative attitudes towards the 
subject, pupils seem to perform relatively well in the French 
examinations.

 

We now turn our attention to the performance in the 
different sub-parts of the P6 examinations (see Figure 10 below). 
Here the general fi ndings from our attitude survey are at least 
partly mirrored in the exam results. The P6 pupils were generally 
more negative towards reading and writing than oral and aural 
aspects of the language subjects, and this is refl ected in the exam 
results, where pupils perform much better in the listening skills 
papers. Note that there are no oral profi ciency tests in P6 since 
it is they are too expensive to administer at this stage (individual 
oral test require a lot of resources). Here, Kreol stands out with 
a national average of 77 per cent. The results for the writing and 
reading papers are less positive, and the low results in English are 
particularly worrying given that it is the medium of instruction in 
school. In spite of reasonably positive attitudes towards reading 
and writing in English pupils arguably fi nd these aspects of the 
language more challenging than they would like to admit. The 
performance in Kreol, especially in the reading paper, is however 
very encouraging. 

 

than the oral and aural aspects of the languages. The results for 
reading roughly mirror those for writing (see Figure 8. below).

 

 

” 

Exam Results
Here we look at the exam results of the P6 and S3 

national examinations in the language subjects. We also make 
an exploratory comparison of exam performance with the pupils’ 
attitudes towards the subjects in question. Important to note here, 
however, is that this comparison is speculative since the data 
sets we are looking at do not match – the entire national cohort is 
used for the exam results and only a few selected classes were 
investigated in the attitude survey.  

Figure 6. Average responses to the question “Do you like listening to language X?”

Figure 7. Average responses to the question “Do you like writing in language X?”

Figure 8. Average responses to the question “Do you like reading in language X?

Figure 9. Average exam results P6 and S3 - 2013.
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2.2.2 Gender distributions in attitudes and in the P6 
exam results

In this section we look at gender differences in attitudes 
and compare these to gender differences in the P6 national 
examinations. The gender issue is of particular interest in this 
context since according to the SAQMEC report (Hungi & Thuki, 
2010:85) Seychelles has the greatest gender differences in 
reading abilities of all the investigated nations with girls greatly 
outperforming boys. 

The gender differences in attitudes towards Kreol were 
the smallest of the investigated languages (see Figure 11 below). 
Boys did fi nd the subject more challenging than girls, but were only 
marginally less positive to the four key skills. These attitudes were 
at least partly mirrored in the national exam results (see Figure 12 
below) where boys scored an average of 52 per cent and girls 65 
per cent, but where the grade distribution was such that relatively 
few boys failed the exam (78 in all).

 

 

There were large differences in attitudes towards English 
between the genders (see Figure 13 below). Generally boys found 
the subject more diffi cult and were more negative to different key 
skills involved in the subject – particularly writing. These gender 
differences in attitudes are mirrored in the national exam results, 
where the boys’ average grade in English was a mere 35 per cent 
compared to the girls’ 46 per cent. Further, a large group of boys 
(176 in all) failed the subject altogether. The equivalent fi gure for 
girls was 46 (see Figure 14 below) 

 

 

 

The greatest gender differences in attitudes were observed 
in French (see Figure 15 below). Generally boys found the subject 
more diffi cult and were more negative to the different key skills 
– particularly writing but less so with reference to listening skills. 
These gender differences in attitudes are also mirrored in the 
national exam results, where the difference in performance 
between boys and girls was the greatest of the observed subjects 
(see Figure 16 below): boys averaged 46 per cent and girls 62 per 
cent. Worth noting, however, is that relatively few boys failed the 
exam in French (66 in all).

Figure 10. Results in different papers –P6.

Figure 11. Gender differences in attitudes towards Kreol P1-P6. 

Figure 12. Gender differences in grade distribution – Kreol P6. Boys overall grade 
average = 52% and girls = 65%. Note that x-axis indicates the number of pupils in 
the 2013 cohort who received a particular grade.

Figure 13. Gender differences in attitudes towards English P1-P6.

Figure 14. Gender differences in grade distribution – English P6. Boys overall grade 
average = 35% and girls = 46%.
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2.2.3 Summary of results 
The results clearly show that pupils are very positive towards 

Kreol on the whole. These attitudes are particularly noticeable in the 
primary classes where Kreol is favoured over English and French in 
all four literacy skill domains. These positive attitudes are mirrored 
in the P6 national examinations where Kreol is the subject pupils 
perform the best of all the subjects tested including Maths, the 
Social Sciences etc. In our survey, there is a clear change in attitudes 
towards writing and reading in Kreol once pupils enter the secondary 
level, however. They do not seem to be as positive to reading and 
writing in Kreol as pupils are at primary level. One boy in S3 we spoke 
to gave the following answer to the question of what language he 
favoured in formal and informal writing: “I used to like writing in 
Kreol but now I only use English”. He claimed that all his written 
communication, including informal communication such as text 
messages and comments on Facebook etc. were done in English 
and that the same applied to most of his friends. Given the fact that 
Kreol ceases to be an academic subject after P6 and that all tasks, 
examinations etc. have to be communicated in English at secondary 
level, it is hardly surprising that the pupils’ attitudes towards written 
Kreol change for the negative once they enter higher levels of the 
education system. This may simply be a refl ection of the signals that 
the system indirectly is sending out – “English is the written medium 
to use in adult contexts”.

It is also interesting to see how the attitudes towards English 
change from Key Stage One in the education system, when Kreol is 

the medium of instruction (P1-P2), to key stages 2-4 (P3-S3) when 
English is the medium of instruction. In our study, children in the 
former key stage generally held less favourable attitudes towards 
English compared to Kreol and French. After Key Stage 1 when 
English becomes the medium of instruction, pupils generally held 
positive attitudes towards the subject, although writing seemed to be 
slightly less favoured. The P6 national exam results, however, show 
that contrary to what one would expect based on the attitude survey, 
pupils perform very badly in English. Apart from Mathematics, it is in 
fact the subject that shows the lowest mean grade (40 per cent) in 
the national examinations, and the low average grades in the reading 
and writing parts of the exam were particularly alarming. Somehow 
pupils seem to fi nd English more challenging than they care to admit, 
especially the written aspects of the language. This is a cause of great 
concern, given that English is the medium of instruction in most other 
subjects in the curriculum from P3 onwards.  

What is slightly surprising are the relatively less positive 
attitudes held towards French in our study. Given the fact that Kreol 
Seselwa is based on French vocabulary, one could arguably expect 
pupils to fi nd French easier/more interesting than English, but this is 
not refl ected in the attitude survey. Such negative attitudes towards 
French among the Seychellois have been found in other studies (see 
Fleischmann 2008:117-119, for example), but we have no obvious 
explanations for the phenomenon and the question merits further 
research. In examinations, however, pupils do relatively well in 
French and there seems to be a mismatch between attitudes and 
performance.

In the fi nal section of our results we examine gender differences 
in attitudes and exam results in the language subjects. The results 
show that girls clearly hold more favourable attitudes towards all the 
key literacy skills in all the languages, and these attitudes are refl ected 
in the performance in the national examinations; girls outscore boys in 
all the language subjects and the poor performance of boys, especially 
in English, is worrying. On the one hand, this is an international trend, 
where girls are seen to value language competences, whereas 
boys prefer the “hard sciences”: mathematics, natural sciences, life 
sciences, etc.. In the case case of the Seychelles, and many other 
post-colonial contexts the underperformance of boys in English also 
leads to underperformance in all subjects taught through the medium 
of English, something that is refl ected in the national exams where 
girls outscore boys in ALL subjects. 

3. Discussion 
Some fi ndings from our study stand out and may have 

implications for future language-in-education policies in the Seychelles 
and elsewhere. Firstly, it is apparent that Seychellois children in 
primary school are very positive towards their mother tongue and 
that this positive attitude is refl ected in exam results. This knowledge 
resource is arguably not being exploited to its full potential in the 
current system. There is much evidence that literacy skills in the L1 
and in the L2 interplay (Bernhardt & Kamil 1995; Bernhardt, 2005; 
Koda, 2005, 2007), and further building on the positive attitudes/
learning outcomes in Kreol in primary school, by for example 
developing the subject in secondary school, may well affect literacy 
in English and French positively too. Further, we suggest that keeping 

Figure 15. Gender differences in attitudes towards French P1-P6. 

 Figure 16. Gender differences in grade distribution – French P6. Boys overall grade 
average = 46% and girls = 62%.
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Kreol as a subject up into the secondary years would provide an arena 
for local cultural expressions, in literature, for example. As things 
stand today, much of the content in subjects such as the sciences, 
history, geography etc. in the secondary school system is based on 
curricula and course literature produced for an international audience 
(often Western). This is hardly surprising since the secondary school 
education system is geared towards the fi nal IGCSE (International 
General Certifi cate in Secondary Education) examinations, which are 
both constructed and marked in Cambridge, England. In this system 
there is little room for the local context. Keeping Kreol as a subject 
could at least partly counter-balance this. 

Secondly, it is evident from our results that attitudes towards 
Kreol as a written medium become far more negative once it is 
abandoned as a school subject. This has serious implications for 
the status of Kreol in the Seychelles. If the development of more 
advanced literacy skills in Kreol are not supported in the education 
system, this may well lead to a recessive cycle effect (cf. Bossong 
1980) that gradually erodes the role of Kreol into becoming a mere 
spoken vernacular. Not only does this impair recruitment of future 
teachers with adequate skills to teach the language in primary 
schools, as pointed out by Nadal (2014: 43), it also has implications for 
written Kreol in media such as newspapers, in literature etc. Keeping 
Kreol as a subject in secondary school would raise its status and also 
clear the ground for introducing it at higher levels of education such 
as university. 

Thirdly, there are indications that limited English skills among 
pupils, particularly in writing and reading as evidenced from the P6 
national examinations, may be somewhat obscured by their positive 
attitudes to the subject. It is of concern that so many pupils appear 
to have diffi culties in the language that is the medium of instruction 
from P3 onwards, and although it would be unrealistic to propagate 
a radical change of the role of English in the current system, more 
should perhaps be done to identify and support pupils with diffi culties. 
This could well involve increasing the importance of Kreol as language 
of support in schools as well as other efforts, such as a greater focus 
on language issues in the teacher training programs of all teacher 
categories (see Deutschmann & Zelime, 2014). 

Finally, the gender differences in language attitudes and 
performance are of great concern. Many boys are not faring well in 
the current system, and especially among this group the use of Kreol 
as a support language is motivated. Today there are large groups of 
unqualifi ed, unemployed males in the Seychelles and many speak of 
a “masculinity crisis”. According to the African Development Bank 
resort of 2009:

Seychelles is one of the best examples of a country where 
women have met most of their basic needs and have achieved almost 
full practical empowerment in the public sphere, with constitutional 
and equal rights to work, education, health, vote, land ownership and 
inheritance. In fact, it can be said that Seychelles is a country where 
women and girls have many advantages over men and boys. […] 
Gender gaps are perhaps particularly glaring in the education sector. 
(African Development Bank Report, 2009:4).

In the same report it is claimed that “men interpreted 
themselves as helpless victims whose power had been eroded 
by women, government and society.” (African Development Bank 

Report, 2009:v). Among the middle classes such sentiments were 
less frequent, however. There are strong indications that the current 
system contributes to inequity in other areas too. Although social class 
was not investigated in this study, SAQMEC reports Seychelles as a 
nation with one of the largest differences in reading scores between 
rich and poor pupils of in the region, a direct result of the degree 
of exposure to English in the home environment (Hungi & Thuki, 
2010:81). It is tempting (but at this stage unfounded) to speculate that 
effects of inequity resulting from current policies may not be entirely 
unintentional. After all, the policy makers are themselves products 
of the current system and they have themselves benefi tted from it. 

All of the above illustrate a general dilemma in post-colonial 
contexts: in the bid to quality assure education in accordance 
to international standards, and to prepare for engagement in an 
international community, systems such as the IGCSE exams 
are adopted. While such policies do in fact open up international 
opportunities for a limited group, they also shut the door for large 
sections of the population who are not able to negotiate the linguistic 
hurdles. What is more such policies also come at a cost – the hindrance 
of indigenous languages and cultures to develop and mature into 
adulthood. There is a case for questioning the logical arguments 
presented by educational authorities as to why indigenous languages 
are not maintained throughout schooling system. Is it really a case of 
limited resources resulting in the prioritization of opening up to ‘world 
of opportunities’? Or may it be that old habits/structures die hard, 
structures where being more “highly educated” still is associated 
with profi ciency in “non-local” languages? 
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Résumé
En raison d’un héritage colonial, de nombreuses nations 
peinent à défi nir le rôle des langues autochtones au sein 
d’un cadre offi ciel. Dans de nombreux cas, l’ancienne/
les anciennes langue(s) coloniale(s) (souvent l’anglais) 
représente(nt) toujours la voie de la réussite économique 
et du prestige, alors que les langues vernaculaires locales 
ont un statut peu-relevé et leur usage est limité à des 
domaines moins formels. Ainsi, les langues créoles ont 
traditionnellement été stigmatisées de façon particulière.
Dans cette présente communication, nous examinerons 
l’attitude linguistique des apprenants  (se situant à divers 
niveaux d’apprentissage, entre la première et la neuvième 
année de scolarité) envers les trois langues nationales des 
Seychelles, à savoir la langue maternelle, le Kreol Seselwa, et 
les langues de deux anciens pouvoirs coloniaux : le français 
et l’anglais, dans deux écoles. Nous verrons aussi comment 
établir un lien entre ces attitudes et la performance générale 
notée au cours des examens nationaux. Les résultats 
démontrent que les élèves au niveau primaire ont une 
attitude positive envers le Kreol dans les quatre compétences 
langagières et que ces attitudes positives se refl ètent au 
niveau des examens nationaux en P6. En revanche, il y a un 
net changement d’attitude envers l’écriture et la lecture en 
Kreol, une fois que les élèves passent au secondaire, où ils 
ne semblent pas favoriser le Kreol comme un support écrit. 
Nous sommes également en mesure de démontrer que les 
attitudes positives des apprenants dans les écoles primaires 
et secondaires envers l’anglais ne sont pas refl étées dans 
leurs performances académiques dans cette matière. 
L’anglais et les mathématiques sont les deux matières où 
l’on enregistre les moyennes nationales les plus faibles au 
niveau des examens de P6. Enfi n, nos résultats indiquent que 
les fi lles ont des attitudes plus favorables à l’égard de toutes 
les compétences langagières, toutes langues confondues, 
et que ces attitudes se refl ètent en termes de performance 
aux examens nationaux. Les fi lles obtiennent, en effet, de 
meilleurs résultats que les garçons dans toutes les matières 
se rapportant aux langues, alors que la mauvaise performance 
des garçons, en particulier pour l’écrit en anglais, est source 
de préoccupation.
Nous soutenons que les attitudes et les résultats positifs 
par rapport au Kreol à l’école primaire devraient constituer 
une base pour accroître le niveau général d’alphabétisation 
dans toutes les langues. De plus, un prolongement du rôle du 
Kreol en tant que matière académique au niveau secondaire 
peut aider dans cette quête et augmenter en même temps 
l’alphabétisation, la performance, ainsi que le statut général 
de cette langue. En outre, les résultats de nos recherches 
ont des implications plus larges par rapport aux dispositions 
régissant la place des langues dans l’éducation, et ce, dans 
des contextes postcoloniaux. Certains de ces résultats sont 
discutés ci-dessous.
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