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ABSmACf

This study focuses on the use of English as the sole medium of instruction in

Zimbabwean schools and the effect ofsuch a policy on the educa:ional achievement of

students, particularly in seconc!aIy schools. The raie of Shona and Ndebele, two other

Zimbabwean official languages, in schooling is aIso exarnined.

Sorne of the findings reveal a learning and teaching environment that prevents

strategies from addressing linguistic, social and cultural development with a coherent

workable vision in the English classroom.

Because English is the worlàng language of government, business, and industry

in Zimbabwe, an English-oIÙY policy seems to he a practical means to prepare students

for higher education and the workforce. The growing status of English as an interna- .

tional lingua franca provides additional support for such a policy.

This study reveals the need to rethink the ùnposition of an English-oIÙY policy.

The findings indieate that current teaching approacheslmethods and materials do not

entirely support language development in English, largely becanse they do not take

into accoWlt the economic, social, and Iinguistic situations ofthe students.

The study supports and calls for a multifaceted approach to the way language

is currently taught in Zimbabwe, and sees this as one way seconc!aIy schools can

produce, through the medium ofEnglish instruction, students and teachers who can

adapt to rapid change, and relate to people from diverse socio-cultural and linguistic

backgroWlds.

The study emphasizes the integration and expectations ofpeople's views on

language and education, as heard and expressed by many respondents. This is con

sidered central te any meaningful effort tewards Iinguistic competence, a chaIIenging

but stimulating learning environment, and better commtmication among students and

teachers.
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RESUME

Cette étude e.'=lÏne l'utilisation de l'anglais comme seul médium d'i:1S1IUction

dans les écoles au Zimbabwe et l'effet de cette politique sur l'accomplissement éducatif

des étudiants, particulièrement à l'école secondaire. Le rôle des deu.x autres langues

officielles, Shona et Ndebele, est aussi examiné. Certains résultats de cette recherche

révèlent tm environnement d'enseignment et d'apprentissage qui rend inefficace les

stratégies qui s'adressent au développement linguistique, social et culturel d'tme vision

cohérente et réalisable dans les classes d'anglais.

A cause du fait que l'anglais est la langue de travail du gouvernement. des

affaires et de l'industrie, tme politique de l'anglais-seulement semble être tm moyen

pratique de préparer les étudiants aux études supérieures et à la main d'oeuvre. La

croissance du statut de l'angiais comme langue internationale (lingua franca) procure

tm appui supplémentaire à cette politique.

Cette étude révèle la nécessité de repenser l'imposition de cette politique de

l'anglais-seulement Les résultats ont démontré que les approches, les méthodes et les

matériaux d'enseignement actuels n'appuient pas entièrement le développement de la

langue anglaise, en grande partie à cause dù fait qu'ils ne tiennent pas compte des

situations écononùques, sociales et linguistiques des étudiants.

Cette étude maintient et fait appel à tme approche multi-facette en ce qui

concerne les processus de développement clefs de l'apprentissage de la langue, et voit

ceci comme étant tme façon de produire à l'école secondaire, par le médium de l'ensei

gnement de l'anglais-seulement, des professeurs et des étudiants qui peuvent s'adapter

au changement rapide et qui peuvent établir des rapports avec des gens de diverses

nùlieux socio-culturels et linguistiques.

Cette étude met en relief la nécessité d'intégration de la perception des gens et

de lans attentes en ce qui concerne la langue et l'éducation telles qu'exprimées par les

répondants. Ceci est considéré le point central de tout effort significatifvers tme

compétence linguistique, ce qui est tm défi, mais qui offie un environnement stimulant

et tme meilleure communication entre professeurs et audîants.

Il
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IN1RODUCllON

English is the sole language of instruction in Zimbabwean schools, colleges and

universities. It is also an official language, in conjunction with Shona and Ndebele,

the other languages spoken by the Im!Ïority of the Zimbabwean population. The policy

on English as the only medium of instruction exists because English is the one

language that ail Zimbabweans, regardless of ethrùc group, language, or culture, can

use to communieate with each other. In this sense, English instruction chaws strength

from the traditional linguistic diversity and grassroots multilingualism ofZimbabwe.

While this position is understood and accepted by most Zimbabweans, this research

study is concemed with both the status and use ofEnglish and the way it is leamt and

taught in Zimbabwean secondaIy schools.

Nigel T. CrawhalI (1992) says the following on Zimbabwe's linguistic situation:

Zimbabwe canhe saidto he unique in that it is the oelyconstitutional1ytrilingual
state in southem Africa. Shona, Ndebele, and Englishare constitutional1yequal.
This means that two African (national) languages have been elevatedto the status
ofofficial languages without, as in the case ofTanzmia, anempting to supplant
the colonial language. However, the 'defacto' situationmakes Zimbabwejust like
other southem African states \Were the language of the colonial power bas
remained the language ofgovemment structures, commerce, industry, and educa
tion. (p. 9)

As one ofthe three aforementioned official languages, and as the only medium of

instruction in schools from Grade 4 on, English dominates not only classroom instmc

tion but society at large. Zimbabwe appems to accept this situation for two reasons:

English is an international language, that is, a language in use the world over; and

English plays a significant raIe in making it possible for an individua1 Zimbabwean to

participate in the national system. Some people see this fact as creating problems

between those who cannot participate in the national system because they lack a

sufficient knowledge ofEng\ish, and those who cao, because they do have this

knowledge. Crawhall (1992) refers here te:

...thousands ofyoungpeople \\ho dropoutofthe schoo1 systemevery}'eal"tojoin
the already large numbers of unemployed in the urban areas, as weil as those

1
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mostly rural masses \\no have been left out or marcinallv involvro in the S\'Slem
throughout the years. (p. 19) - • •

In Zimbabvie English as the only language of instruction. and as a poliey. is an

attempt to provide equaIity ofeducational opportunity as weIl as administrative

efficieney in a Iùghly centtaIized system of education that operates in English.

However, past and present socioeconomic differences are essentially ignored. and the

status ofincligenous languages (mairùy Shona and Ndebele) in the classroom is never

examined. Although these incligenous languages are taught in the first four years of

schooling as the language of instruction, from then on, only English is used as the

language ofcommurùcation in schools.

That any language plays a major role in cIùldren's leaming is unclisputed, accord

ing to Bernstein (1973) and other education theorists and linguists (e.g., Brinon, 1970;

l'v1artin, 1973). They see language as a tool by w1ùch students make sense of their

leaming, reinterpret knowledge, and examine existing assumptions wIùle developing a

representation ofthe world.

Historically, it has been the nonn for parents ta send their cIùldren to school.

Education has always been deemed important, and people trace this practice to British

colonial policies. English teaching and its development in Zimbabwean schools was a

direct response ta a political irnperative: it was seen to he a key component of the

infrastructure required for the spread ofBritish control and, as such, most material and

teachers came from Britain and Ireland.

A conference held in 1961 at Makerere University in Uganda articulated this

relationsbip ofdominance and dependence between the developed and developing

countries through the ways in w1ùch the English language was then organized and

taught The following statement emerged from this conference, accorcling to Plùllipson

(1992):
English is best taught monolingually. The ideal teaeher of English is a Dative
speaker. The earlierEnglish is taugbt, the better the results. The more English is
taugbt, the better the results. If other languages are used toc much, standard
English will drop. (p.l85)
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Although these conclusions have since been challenged by many scholars

worldwide (e.g. Oittmar, 1976; EUis, 1986; Polonie, 1982), in Zimbabwe they

continue te be seen as naturaI and common-sensical, therefore meaningful and

practical.

In order to understand education and language regulations in Zimbabwe today, it

is vital te situate them within the context of the country's colonial past and the current

cultural and socio-economic system. Parents, students and society at large have reIied,

since 1980, on the Zimbabwe African National Union, Pattiotic Front (ZANU PF)

govemment that wants to provide students and society not only with education, but

also with language that makes education possible. In this case, these languages

include ail t.'lree official languages-English, Shona and Ndebele.

As a means to understanding the consequences ofthe policy ofEngiish-only

instroction in schooIs, 1began a study of the processes by which Eng1ish is taught and

leamed in classrooms in Zimbabwe, as weIl as the role of Shona and Ndebele. The

study involved fieldwork among selected students, teaehers and parents.

1was primarily interested in how teachers used Eng1ish and how students

responded to them. 1believed then and now, that what students do with language is

very important. Equally important is understanding the way they employ it for real

pmposes in leaming what is relevant to them, completing tasks that are intrinsically

motivating and intellectually engaging. In the leamers' mincis, the main fecus of

classroom activities is not just language i~lf; but rather the tasks te he carried out in

that language. ~

These concerns directed the questions asked during the fieldwork:

What teaching or other strategies help te create col1texlS for an EngIish-leaming
environment?

What is the generaI attitude toward English as the only medium of instruction?

.What is the role ofZirobabwean culture in the English cIassroom?
What cl,) parents think. and know about English?

How is the languag: of instruction-Eng1ish-taugbt and leamed?

3
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Working and operating within predominantly sociolinguistic pe1spectives (e.g.•

Cook-Gumpert:z, 1986; and Mehan, 1981),1 focused on, obtained and selected

infonnation about the conventions of classroom organization, prevailing teaching

strategies, student and parent raIes, the govemment and its institutions. and cultural

noImS governing teacher-student interaction,

Following and using mostly the works and theories of Barnes (1971): Stratta,

Dixon and Wilkinson (1973); MilIs (1974); Torbe (1974); Grugeon and Walden

(1978); Moffett (1968) and Rosenblatt (1938), 1also carried out work and studies with

secondary, college and tmiversity students in Zimbabwe. 1 used ail three Zimbabwean

official languages, seeing them as situated socially, culturalIy and politicaIly. and

appropriate1y mediating between and among peoples.

Many people have aIso argued (e.g. Auerback, 1993; Pierce, 1989; Pennycook.

1989; Phil1ipson, 1992; Tollefson, 1991) that English language teaching cannot he

isolated from the cultural and politicaI contexts in which it is embedded. These

people S<rj that criticaI pedagogy does not imply a particular approach to or method of

research but rather is concerned with the extent to which researeh is answerable to

larger moral and politicaI questions. In Zimbabwe, where use of indigenous languages

in the classroom is minimal, as observed during researeh fieldwork, problems emerge

that can only remind people of "colonial Rhodesia", making the concems of the

researehers and scholars mentioned above relevant and applicable to these leaming

contexts.

As tmderstood by many people in Zimbabwe, one of the main objectives is to

produce students who can think independently and criticize construetively, and who

have the necessaIy tools to develop and commtmicate ideas and skills which are

essential ta imp1ementing a better form ofdemocracy. This type of focus leads back

to 1980, when, in a newly-independent Zimbabwe, the education system tmderwent a

major reform ta offer Zimbabweans control over their future and a chance ta improve

their lives by becoming "better edueated." It was not clear at that rime ifsuch an

objective was meant to bappen within an English-only education environment One of



•

•

the goals of this research study is to see how this objective is being met within such

an environment

Like other African countries, Zimbabwe is experiencing tremendous linguistic,

social and economic change. In the eyes of many people, by making English the only

language of instruction, the govemment "enshrined" English in the school system,

making the indigenous languages less relevant and important

The Zimbabwean school system since independence in 1980 has changee!, and

continues to change. &cause English is not spoken at home by the majority in

Zimbabwe, it is not the chief instrument ofcommunication. Andrew McLelland

(1984) writes:

In both Dewey and Paolo Freire, the student is one v.i:lo requires knowledge to
operate in bis environment. to live, and the eclucator is one who provides
knùwledge consonant to this task. The ail-importance ofexperience means that
the student is the final expert on 'truth', bis experience; knowledge is characterized
by ways and means ofdealing with experience rather than by 'bard faets'..•. (p.
44)

One would tmderstand this to mean that the medium (language) of instruction in

which a student deaIs with experience is important However, whether or not English

is a national or international language, success in English cannot he the sole measure

of the student's success in the leaming enviro[]ment

Hirsch (1987), describes one ofthe qualities of a national language this way:

Effective use ofthe standard literate language involves most ofthe nation. (P3)

In Zimbabwe English does not have that status. &cause this study views

language leaming and teaching as communication and expression (i.e., tlùnking,

vie\ving, listening, speaIàng, reading and writing), English as used in ZimMbwe needs

to he adapted to the many different social and cultural rhetorical situations in the

Zimbabwean context. This study raises questions about English. Though seen and

understood by sorne respondents (see Appendices 1 and II) as an "administralive

language", whose ideas and visions were borrowed mainly from European or Western

traditions, and were predominandy British, there is a clear sense emerging in my more
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recent explorations, that English is becoming just as acceptable and local as indigenous

lan~oes. How then does such a change in its status affect how it is taught and

leamed in Zimbabwean schools?

What is also at issue is how relevant the English syllabus and other CUITent

English programs :;ce to the leamer's social. political and econonùc environment. Do

these English programs reflect the cultural ideologies and philosophies of the I=er's

community? These are important questions given Zimbabwe's CUITent situation of

difficult social adjustment. Research in language leaming has for a long time been

concemed with the study of the appropriate use of language in conte.xt, or 'communi

cative competence', as it is called by Goswami and Stillman (1986), among others.

However, the Zimbabwean SYStem, as this study will argue, is not changing enough to

meet the needs ofstudents in the way it is using English as the sole language of

instruction in schools.

In the past, educated British English was the mode!. Very little has changed in

this respect. During interviews and classroom observations for this study, 1saw that

while students and teachers speke both their indigenous languages and English in

different dialects, the nativization through English textbooks, materials or tools

appeared discouraged by teachers and parents, even when this occurs naturally, in both

speken and written English. The reason was mainly for fear of failure in the local and

"overseas" examinations.

One could easily conclude from such local linguistic experiences that the decision

in Zimbabwe not to use an African language for instructional purposes often echoes

the colonial past, with its privileged 'ec1ucated minority' that sucœeded econonùcally

and socially through English. It appears to put a low priority on indigenous languages

as weil as on the culture ofthe majority ofstudents. But, as this study will show fur

ther, the issue is not so simple. The diversity of Zimbabwe's multilingual and

multicultural society, and its own growing identity are both elements of a new context

that is distancing itself from a colonial past. ~

English also continues te he a language of upward mobility in all former British

colonies. As such, English language leaming and teaching have become such a vast

fi
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concern, making it impetative for people in Zimbabwe to respond to these challenges

by reexamirùng sorne ofour most basic heliefs about the nature of language, how

language is used and taught, and how such questions might he investigated.

It seems evident from this study that while there certainly are trends and shifts in

language leaming and teaching in Zimbabwe, these tend to he a reordering of the same

basic options of the colorJal past, and in many ways continue to reflect mostly the

social. cultural, political and philosophical environrnent ofthe Ministry of Education in

Harare, rather than the whole socio-economic and linguistic spectrum of the student

environrnent, in and outside schooL Alastair Pennycook (1989) advises that it is

aitical that we see the social and political roles we play and the social and political

implications ofthe theoretical paradigms that inform our work, and suggests that:

Rather than trying to understandourpxacticeaccordingto sorne foon oftotalizing
or universal discourse, we need to recognize the complexities of language
teaching and its contexts, and strive to validate other local foons ofknowledge
about language and teaching. (p.613)

In view ofsorne of these ideas and their implications for language generally, and in

particular as experienced in Zimbabwe, I suggest in this study that in order to meet the

needs of this new contex!, it is time to do the following:

(a) examine once again both the policy of using English as the sole language of in

struction, and,

(b) examine the ways in which English is being taught and leamt It is the intention

and purpose of this study to do both A and B.
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ŒAPIERONE

English as the Sole language of Instruction in ZiIl1OOb\ve:

Bacl\ground History and Policy

In most Zimbabwean schools the indigenollS languages of Shona and Ndebele :lIe

taught in the fust four Yelll'S of schooling as the languages of instruction. and from

then on English is used as the language of communication and instruction in the

classroom. Before Zimbabwe became independent from Britain in 1980, the schools

were predominantly mission or church schools, and the African people had Iittle say

about their education. In fact, these schools were not theirs. In one of bis working

papers presented at the University ofZimbabwe (1982), Dr. Chirenje commentee!:

l\1ission or church schools belonged to the churches and govemrnent which. after
all, !lad Iiterally built the building and designed the program. and now continued
to import the school staff: who spoke "English only", from Europe.

In this sense, English enjoyed an imposed bigher status. When independence in

1980 brought rnajority rule to Zimbabwe, as had aIready happened in many African

countries, there was no indigenollS language which could be used as the sole national

tongue. Unlike Tanzania, where Kisw<u.iili became the language of government and

education, Zimbabwe found English difficult to replace for a variety of reasons. One

main reason was a political one: in one sense, English was the only acceptable neutral

language capable of uniting the country (Allen, 1990).

The following table ilIustrates the functions of the main languages in Zimbabwe,

emphasizing the importance of English.

B



•

•

SUIIIID3IY of the Functioœ of languages in Zimbabwe, as of 1980

Fimctiom FngIish Shona Ndebele

Public administration X - -
Education X - -
Law courts X - -

Official documents X - -
Parliament X - -
Lingua franca X - -
International commtmication X - -
Scientific technical commtmication X - -
Radio X - -
Religioùs worship X X X

School subjects X X X

Home language X X X

Source: Adapted from Ngara (1982)

Observation of daily life of the commtmity in urban and rural areas reveals that,

as indicated above, English is widely used in formai situations and commtmicative

aetivities related ta education and other public spheres, while the indigenous languages

are restrieted to only three areas ofstudy and commtmieation.

The Report on Minority Languages (1990) makes sorne international comparisons:

....Similarly, many COtmtries formerly colonized by European powers neglect
mother tongues and the reality of tbeir multilingualism when attempting to
achieve literacy and tmiversal primaIy education. (p. 31)

What is the reason for these biases? According to the author of this report:

It is not an information problem. Its mots lie in the production of the unequal
access to power and resources in the world. Traditiooal slàlls and ways of
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knowing are trivialized by formaI education. The informaI teaching l'Ole of the
conununity is exploited and thro\\n into "cultural aetivities".

The table shows the near insignificance of the indigenous languages in education

or society at large. However, according to such doetunents as the Republic of

Zimbabwe's First Five-Year National Department Plan (1986-1990) and the Annual

Economic Review of Zimbabwe (1986), Zimbabwe assumes that it is in its interest to

acknowledge the dominant position ofEngiish internationally. The place and raie of

the English language and culture in Zimbabwe seem to he c\early understood by the

society at large (see Appendices 1and II).

Sa where do indigenous languages and the cultural values they promote fit in?

Indigenous languages predominate in infonnal situations. Yet because the system of

education greatly minimizes the importance of these languages, it also minimizes the

unique culture they cany. This seems to contradiet the government's educational goal .

of "social cohesion" with the languages (Shona and Ndebele) which cany these skills

for teaching and leaming in these languages, and the cultural values they cany

remaining outside the c1assroom beyond the elementary level. It is not just words that

are heing excluded here, but the entire world view and interactional structure of the

culture ofa people who make up the tnajority of the population. Like all languages,

English carries embedded cultural and politica1 values. As such, it cannot meel all

students' needs nor solve all their leaming problems.

While students learn a lot about ~glish in schools and this leaming is outlined in

the English Syllabuses, Zirnbabwe's nàtive ways ofknowing, teaching, living, and

using language are not c1early addressecl in the English language c1assroom. This study

observed that, because indigenous languages do not exist in English c\assrooms except

as subjects (as the table iIIustrates), the mastery and the use ofthese languages

depends mainIy on attitudes and a willingness to learn them. However, the Ministry

ofEducation in Zimbabwe recently (1992) initiated a program in which all these lan

guages were to he taught universa1ly. This is a positive step, since by any standard

and a1I definitions, Zirnbabwean cities are bilingual cities.
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A1though the nurnber of people who speak English as their mother tongue is quite

small (about 3.5 percent), as a second language, it is spoken by a mueh larger number.

Ngara (1982) surveyed secondary schoal students, schoal teachers, and other pro

fessionals in the country, concluding that competent African speakers of English at

that rime numbered between 600,000 (6%) and 1,000,000 (100/0).

WIùle indigenous languages nationwide are slowly growing in use in the cities all

across Zimbabwe, it is still English that is spontaneously jumping ahead, regardiess of

the official status of these other languages. This is because English, again, is associ

ated with profitable business and modern professions, and because the people who

want English for their children support it without question as the medium of instruc

tion and as a home language. Relative to their numbers ofspeakers and their historie

traditions and cultural achievements, the effect of indigenous Zimbabwean lang-lages is

weak in the elassroom. It is English that has become the vehicle for creativity in most

genres ofmodern thought. Indigenous languages are not used in any of the sciences

or in agriculture at schoa!. Fieldwork notes (Appendices 1and Il) reveal, with

confirmation rates of 800/0, that sorne parents would he content if their children had

knowledge of English alone. In sorne interviews (1991) it was obvious that parents

encouraged teachers to use "oruy English" with their children.

In 1990 Kate Allen observed that "students are coerced and made ta do English"

(p.97). Such uniform application ofEnglish continues to be employed and, in what

others say is 'structural dependence', is seen to be perpetuated by English books and

al1 that they signify about tradition and culture. The problern with this one--language

book material and culture is the influence it has on the African children. They are

second language speakers ofEnglish who innocendy see in the English language great

literature, mode1 speakers and British usage and speech, and they take these as a

universal standard ofexcellence. Teachers and other adults do little ta modify this

perception. Zimbabwean students then spend most of their schoal days trying ta speak

and use English according ta a model which in their conteKt is artificial and stiIted.

Ta I.U1derstand the language situation that is I.U1der study, sorne historical back

ground is necessaIy since the present-day Zimbabwean education system is the project
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of an interplay between a series of processes that began \,ith Zimbabwean colonization

by Britain in 1890.

On 12 September, 1890, the 'pioneer column' r:m up the Union J::ck on H:!rare
Hill in Salisbury and in the name of Queen victoria. took possession of
Mashonaland. and all other lU1possessed land in South-Central i\frica that it
should he fOlU1d desirable to add to the Empire (M:irtin and Johnson. 1981).

As soon as this happened, English becarne the official language of administration.

It met with little resistance from the indigenous people. but their own languages

remained almost completely tmderdeveloped, and unintegrated, apart from sorne

pioneering work done by missionaries (Devenport, 1977).

During this colonial era, education was available ooly to a small minority, and

English was the medium of instruction in schools. Even though the African students

speke English as a second language, no allowance was made for this fuct in teaching

methods and materials. Rather, it was assumed they were as proficient as mother

tongue speaketS. This assumption, together \Vith a highly selective e:<amination system

and the expectation that all students \Vould attain a high level of English proficiency,

ensured that education \Vas limited to a small minority.

Content was also pattemed on the British modeL The history taught, for e.'\lIITlPIe.

was British history, with ooly token recogniticn. of African history. Textbooks for all

subjects were imported from Britain. E.'<lIffiinations came from various British

examining boards, such as the London General Certificate of Education (GeE) and

Cambridge Examinations Syndicate Cambridge Certifieate.

Most students g;ew up with the idea that the F..nglish language meant primarily

correct grammar. They speke carefully and precisely (as 1 leamed from my mother's

stories ofher school experiences). From today's petspective. this was education

dominated by an inadequate view of leaming, and ofteaching African children. It was

a traditional view that saw leaming as knowledge and skill acquisition; teaching as

transmitting knowledge and skills; and testing as the ooly way to ascertain whether

students had acquired knowledge and skills. This view of leaming and teaching

continues to dominate both school and university education in Zimbabwe. The
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govemrnent's educational policy, as 1 found dtning school visits (1991-1992), and as it

is still, seems conceived for career paths, indicative of the type of linear thinking that

goes against a modem approach to teaching and learning.

Ivan Smith (1990, p.142) points out that by Wodd War II, the tapid grov.'lh of

towns and the extensive development of inèustIy was 3CCOmpanied by the movement

of large numbers of people to urban areas. Consequently, even more Africans were

exposed to English in these centres where ail important administrative and economic

organization was controlled mostly by the English-speaking people until independence

in 1980.

Briefas this SUl11IIlllIY is, it may help us understand the present language situation

in Zimbabwe. We can also draw on sL'Ililar situations outside Africa to increase our

understanding.

The Australian educationists Harris and Jones (1988), in their paper entitled

"Curriculum Petspectives", discuss what appears doser ta Zimbabwe today:

••.the Western school system evolved ta help people aclapt to the industrial
revolution. It is evolving further today to help Western society aclapt to its 'high
teehnology revolutiorr. Furtbermore in Western schools, subjects like history,
geography, ecollOmics, art, music, polities and home ecollOmies ail have strong
culture reproduction functions; they tell students, 'this is how we do things, or
view things or evaluate things in Western culture.•.' (p. 12)

For most African students this accumulation of factual knowledge meant learning

was a matter ofquantity. They had to know.~ lot about evetything. They memorized

facts and.were able in most cases to reproduce this memorized information and to

practise memorized procedures. (Field notes, 1992, Rain Chidamba Masawi of Seke

Materera Schoo!: Appendices 1 and II)

Since 1980, although educational policy has obviously changee! to reflect political

independence and changing local conditions,-traditional approach ta teaching English

continue ta predominate for a variety ofreasons, one ofthem economic. Today, as

e.xperienced also in othercountries, ability in English still determines students'

academic success and, UIÙess students pass Eng1ish, they do not make it to higher

education. '
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For rnany Zimbabwean children. school provides their tirst exposure to the

language that is the key to social mobility. Ar. an early age in their lives. these

children leave their known world of home and fanùly life and enter a new world of

English and, through il, other cultures. Leaming here is mediated through English.

One of the issues here is that Shona and Ndebele do not enjoy the same rights in

the English classroom of Zimbabwe. Children rnaster their mother tongues hefore they

start school. By the rime they enter Grade 1, they have learned all the basic sentence

patterns, have a good vocabulary, and can use either Shona or Ndebele for a wide

variety of purposes. Thus, Zimbabwe's indigenous languages, while official, are less

important in the school cmriculum.

From a linguistic point ofview, Dr. Tove Sk'Utnabb Kangas (1990), arguing for

instruction in the mother tongue, writes:

AlI languages spoken natively by a group of people have equal worth. AlI are
logical,cognitivelycomplex,andcapableofexp!essÎJ1ganythoughtsandconcepts
(provided enough resources are devoted te cultivation-creation of new lexical
items, among other things). (p. 31)

One of the questions asked here is whether English as the only medium of

instruction in a multilingual society adequately expresses the linguistic, psychological,

cultural, social, economic and learning needs of the tnajority of Zimbabwean students,

who speak. Shona and Ndebele. In other words, should Shona and Ndebele he given a

greater place as languages of instruction in the Zimbabwean cmriculum? Ifsa, when

and how much?

Many authorities agree that in a multilingual setting national consensus grows out

ofan interaction of ail the component languages, not out of privileging only one.

Moreover, scholarly consensus rejects the notion that any language can he taught weil

merely by presenting the grammar, vocabulary and syntax. Modem authorities

encourage styles in learning and teaching that are doser to students' environments

(home) and comprehensible ta learners, regardless ofwhat language is being learned,

be it fust or second language.
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At the rime of independence (1980), the Govemment ofZimbabwe quickly esta

blished a democratic govemment whose aim was ta respond ta the nation's linguistic

and cultural diversity. From the fust, a broad education was made available ta all

people 50 they could become familiar with various fields of knowledge and understand

their interrelations. However, it appears that the govemment and society failed ta

resist the pressure ta focus mostly on English. The ethos and attraetiveness of English

did not tie in with independence, but remained compelling, and not only for native

English speakers.

Ewa Clayton (1992) who has written analytically on language and ideology in

Poland, adds this pezspective:

The quest for English is even more unconditional: it is seen by career-oriented
people as an indispensable prerequisite for upward mobility and a key ta the
warle!, a marker ofwarldliness and sophistication. It is on the way to becoming
Poland's second language. It will not be an exaggeIatÏon to say tbat English
teaching bas become one of the most thriving businesses in PoIand. (p.lO)

While Clayton focuses here on Poland, parallels cao he c1raml with Zimbabwe's

experience with English. The findings ta he discussed later in this thesis suggest that

certain cultural environments are crucial ta leaming and ta using language meaning

fully andp~y evetywhere. The fieldworl<, as 1 hope ta show, finther demon

strates the importance ofstudents' mother tangue even in the development ofpositive

attitudes towards English.

The question here is how much the populace knows or understands about the

goals and objectives of Zimbabwean edllcational poliey. Nor is it clear that this poliey

represents the best possibility. For example, could English instroction begin earlier,

and with more time and more instroction? Would students then know the language

better ta become fluent enough ta do better in class and examinal:ions than nov/! Dr.

Sk1llIlabb Kangas (1990) sums this kind ofargument when she says:

Language is basic ta identity. 1hereforea fiilfil1rne:nt ofbasic human needs for
develaprne:nt includes a basic human right to one's mother tangue, ta being able
to identify with it, leam it properly, use it in all official situatiOllS (human
economicneeds). Adevelaprne:ntpolicywbichaimsatllllÏversalliteracyandllllÏ-
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versai primary education must formulate a poliey",mch puIS basic hurnan neo:Is.
not economic growth. in focus. (p. 27)

However, being part of the international conuntmity, and concentration on

economic growth are very much the priorities in Zirnbabwe's eduC3!ion system today.

While the phenomenal expansion of the eduC3!ion sector in Zimbabwe since 1980

has often been characterized as one ofthe major achievements of the post-indepen

dence govemment, and while the number of secondary schoois calering to massive

expansion increased, as Dr. Skutnabb Kangas suggests there was no clear language

policy other than maIâng indigenous languages (Shona and Ndebele) official. The

ZANU (PF) (Zimbabwe African National UIÙon) 1980 Election Manifesto pledged. as

one of its six cardinaI eduC3!ion principles, to establish free and compulsory primary

and secondary eduC3!ion for all clùldren in Zimbabwe, regardkss of race.

Fay Chung, then Secretary for Primary and Secondary EduC3!ion, said in an

interview (1987):

Given that the country's IUIa1 education facilities had been decimated by the civil
war, and that the educational financing of urban schools tmder the previous
regimes had favolll'ed European schools, tIùs promise was not an easy one to
fiùfill; but it was fulfilled.

She focuses, in this interview, on the rebuilding and financing of schools through

out Zimbabwe, and for a good reason. It is clear that the medium in which clùldren

leam is not an issue here, although results had by then indieated that one source of

problems in children's low performance in school was the result of language poIicy.

Most Ministry ofEduC3!ion Annual Repotts (e.g., 1989) concentrate on school

enroIment figures and schoois. In 1979, for example, about 800,000 clùldren attended

primary school in Zimbabwe, repotts the SeuetaJ:y ofEducation and Culture (1989).

As weIl,

Almost 23 million attended in 1989. Whereas there were 74,966 students
enrolled in secondary schools in 1980, the number had shot up to .695,612 in
1989. The number of secondary schoois to cater for tIùs massive expansion
increased, according to the saIlle statistics - from 177 in 1979, to 1,502 in 1989.
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This c1early shows how the Ministry of Education has achieved remarkable

increases in school enrolments, particularly at secondaIy levels. The Ministry also

Wldertook ta allow all pupils to sit the Ordinary Level Examinations ca Levels) after

four years of secondaIy schooling, which was not the case before. But by 50 doing

some people say Zimbabwe encouraged an unrealistic belief in the importance of

academic qualifications and thus triggered a aisis of expectations among pupils.

Others, such as Joseph Tlou (1990), say that almost all technologically developing

nations, including Zimbabwe, face similar challenges. The fust challenge is to win

independence from colonial rule, but this does not guazantee national cohesion and

successful self rule. National development in African cotmtries demands a strong

sense of national unity and identity along with technological transformation. Such

development in culturally diverse societies must be cultivated with deliberate detetn1i

nation.

This explains to a certain extent Zimbabwe's choice ofEnglish and its use as a

lingua franca:. This study speculates that one reason for debate on languages in

Zimbabwe is that knowledge ofEnglish is considered synonymous with being edu

eated. In Zimbabwe principles relating to nation building and ta education for develop

ment have followed economistic, neo-coloniallanguage policies, which have in tum

impeded students' proficiency and development, and even literacy.

The curriculum was ofa voeational nature emphasizing agricultural and industrial

training instead ofacademic or literary education. For years, this colonial process

systematically eroded a sense of indigenous culture, although indigenous languages

were taught. This period ofcolonial interference also extended ta African society at

large, where people believed they could orny acquire knowledge through English.

Knowledge acquired outside this linguistic route became less relevant in one's life.

Those without the knowledge ofEnglish were "not educated".

Upon independence in 1980, no immediate change in the sta1Us ofEnglish-seen

as "neutral"-occurred, and indeed, such a change remains unlikely, given the capacity

ofEnglish to help the nation realize what Dr. Mhundwa (1981) calls its "nationalist"

goals. In his paper, Dr. Mhundwa defines nationalism as the "search for national
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identity through socioculttJra1 unification." This eategory of "nationaIist" goals is

explained by Ivan M Smith in bis paper "Implications for schools in Zimbabwe"

(1993), as encompassing "the nation's efficient handling of its affairs."

In these spheres, Smith adds, as in the areas of economic development and

technological advancement, English is like\y to play a very important raie (p. 8).

Professer Ngara of the University of Zimbabwe (1982) refers to English as a "devel

oped" language in that:

...it bas been elaboratedsc as to he used as li medium ofeducation. technological
deve10pment, and administration. (p. 7)

He also points out that African languages are just as complex as English in terms of

foIm, but they are insufficiently developed to he used for ail the needs ofa modem

and technological1y advanced state.

These opinions are held by many Zirnbabwean people, including authorities in

govemment and education. They are also supported by daily events in Zirnbabwean

society that reveal English as awidely used language in formai situations and com

municative activities related te education.

Ivan M Smith (1993) compares this situation to that of the U.SA and he cites

Mancil, who says:

[...many American adult bilinguals] are able te use their fust language oruy for
very infomW plllpOSeS, such as casual conversation with friends and family on
everyday topies. For more fomlll1 communication and when using language in
moreintellectual1ydemandingtasks, theyfeelmore comfortablewiththeirsecond
language. These diffeœnœs in their use ofthe two languages reflect the fact that
ail their fomlll1 education was CllIried out in the second language. (p.9)

The Zimbabw'ean historian W. Chirenje (1973) gives the fol1owing reasons for

English-only as the policy of instroetion:

.,.the purpose for Eng1ish then wa:.~ to enable native children te leam Eng1ish for
job plIIpOSeS, and serve the colonial govemment, and IlOt for integration, as races
then lived separately.
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...The purpose \\IlS aIso for the integrarion ofnatives into the ways and ecoIlOmy
ofRbxlesia...(p. 10)

These policies forced Africans at that rime 10 view English as the most important

language in the worId, while their local languages, aIthough made available and taught

in schooIs, were deemed less vaIuable in their ovm countly. Chirenje further explains

that:

...in Rhodesia ofthat time schoois were IlOt seen as eltteIlSÏons ofthe home: that
is, placesv.bere the knowIedge, skills, and fumilyvalues that arevalued in society
are taugbt, demonstrated or reinforced by the schooL TIùs \\IlS an i Il q:IOSed, IlOn
consuItIlive school system, ...nich IlOt only ignored coIIllDllIlity African educa
tiooal values but sougbtto destroythem, and therefore survived onlybyfoiœ and
coercion. (p. 12)

Dr. Chirenje's words are echoed by many respondents, as seen in the Appendices

ofthis study. These respondents expressed concem about the scanty information

available on "the impou81lœ of aIl Zimbabwean languages in schooIs" and their IOle

in education.

It is frequently the case in Zimbabwe that edneated African second language

speakers ofEnglish, most ofwhom have aIso received their formai education in

Eng1ish, prefer 10 use it in communication with one another. English is aIso exten

sively used in even fairly informai wcitten correspondence between edueated second

language speakers ofEnglish.

While these fuels are not aIl negarlve, they necessitate further investigation into

language leaming and the use of mother 10ngues in order to understand the many

issues that emerge. Dr. Skutnabb Kangas confirms this when she says:

Statistical infOlIllation is urgeotly needed on the ploPJrtÏon of illiterates in the
worId who bave to acœpt instruction in non-IIlOther tangue languages, and how
many are illiterares as a result ofhaving been taugbt tbrough the medium ofa
foreign language. (p. 9)

She argues that substantial further research is necessmy 10 determine how far

education through the medium ofa non-mother 10ngue language bas been a major

pedagogicaI cause for iIliteraey for minorities. This is a matter of growing concem to

a number ofpeople. Ifsome students in ZjmMbwe, for example, are unable 10 fully
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exercise their human rights, and if they face discrimination through the linguistie

isolation of Shona and Ndebele in the c\assroom, then it is reasonable ta assume that

there will also be higher rates of failme bath in the education system and a greater

instability in society at large.

However, while English-only as a policy of instruction can be viewed as causing

problems, we are reminded that English is also the language most c\osely associated

with economie progri:ss, persona! success, and social status. English alone is pr<r

moted as the language of national and international participation. And Zimbabwe does

WaIlt to participate intemationally. Zimbabwe shares the same vision of development

as the "Lagos Plan ofAction for the Economie Development ofAfrica 1980-2000"

(SECAM 1985 Kampala, N82). Because ofthe failme of the three dP1"3cfes of the

United Nations Deveiopment Program for Africa, the Lagos Plan is tIying ta find

appropriate ways and means ofmapping out the integral development ofAfrica. This

plan suggests restrueturing of the African economies on the basis ofse1t:sustaining

development and national and collective se1t:reliance.

Education in English-only can be said ta be motivated by the conviction that

commitment ta integral development springs from the basic mission ofpromoting

national development through the formation ofan elite human resource. Many

govemment papetS from workshops and conferences, for example, fuvour integral

human development as an essential part ofeducation, calling on schools ta become

se1t:re\iant. However, what this means exactly is not c\ear, and this uncertainty affects

Classroom teaehcs.

This study shows that elassroom English teaehers in Zimbabwe are facing realities

that most politicians outside the schools often do not understand and may be unwilling

to accept. In sorne areas schools operate in a setting where adequate fi.mds are virtua\

ly impossible ta obtain and community constraints are many. This lack ofsufficient

resourœs can lead ta stndeOts failing, and does little ta improve education, or create

better schools or produce "enlightened citizens" through English-only instruction.

People do not tmderstand why tbings are always bard or difficult, and those IeSpon

sible for enlightening the public many rimes send misleading signais.
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At the time ofwriting this thesis, it seems that Zimbabwe does not have a clear

policy on the language of instruction. What is available are govemment statements

and reports fiom which we assume balanced trilingualism, even though it is English

which still dominates.

Professor Mkanganwi (1985), a linguist who writes about language practices and

development of nùnority ethnie groups, believes the question of language policy is a

political one. It is beyond the control of linguists, who he says can only plan and

offer suggestions if requested to do 50. A language policy would elearly spell out the

domains ofuse ofeach ofthe three official languages at schooL In the National

Language Project (NLP, 1992), Mr. Mkanganwi, a professor at the Univer,,;ty of

ZiJDb:ü)we, further exp:esse5 concems about the way language operates, and the non

official policy on it

Although the 1987 Education Ad. &ttempts to spell out govel111œnt poliey on
language in education, we maintain tbat as long as proœduœs for the impie
n:e i1aljon of the act are IlOt articu1ated compteheosive1y, poliey decisions
teprcsellted by the act are [OOlningless.••

Mkanganwi points out that British linguistie policies derived fiom a colonial

poliey whichemp~ sepaIate development for the diffèrent races, with a political

counterpart in the theory and practice of 'indirect role'. It WllS due to the evangelical

self.interest ofmissionaries, in whom a great deal ofAfrican OOneatil)l1 WllS vested,

that as many children as possible leamed to read and write their own mother tongue.

These and other fàctols (IlI1her than the constinItional position), we are told, have

eontributed to Ndebele and Shona ranking with Swahili, etc. in being among the

leading African languages. This is also why, more recently (ELlnartjl)l1 Act of 1987),

all of Zünbabwe's known languages have been recogniml for use in schools at levels

prior ta the fourth grade. Zimbabwe therefore leads in the implementatiQn ofthe 1953

UNESCO principle, itselfan endorsement ofthe 1930 Resolution ofthe lntemational

African Institute (lAI), which stated that to he ed!l(:ated in and through one's mother

tongue is a universally accepted principle in modem wIQl/Ïon, and this privilege

should no! he withheld fiom the African child This principle bas also Deen endotsed
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by numerous conferences about the use of Afiicao education in Zimbabwe or eIse

where.

Kashoki (1990) is a prominent Zambian linguist ,mo bas aiticized Z3mbilis

preoccupation with political integration and national unity of the type which justifies

the use ofEnglish in schools and society for "unity", as a "lingua franca" and for other

pmposes, when culturally indigenous languages (like Shona and Ndebele in Zim

babwe) cao be said te serve the same purposes. Kashoki asserts that unity in diversity

is what Zambia should pursue, making use ofas many ofher indigenous languages in

the process as possible.

Languages are not neutral, and that is why the presence ofEnglish poses a

problem, even though Zimbabweans have al\\lll)'S had mutual respect for their diverse

cultures and languages. The proposai for the promotion of compulsoty indigenous

languages te grade 7 (still tmder study; for now, seconc1aIy school instruction c0n

tinues in English), would benefit schools whose local languages have for a long rime .

been rendered almost instrumentally valueless in practice, for it bas never been

through speaking good or fluent Shona or Ndebele that people get jobs. The promi

nence that bas been given te the English language in the Zimbabwe national education

system bas been a negative influence on both these languages and their culture, espec

ially in the classroom, and by extension on national cultural development.

Mkanganwi (1992) observes that govemments before and since independence have

not attempted any meaningfullanguage planning. Even though numerous forces have

worked and continue te worlc te focus the attention ofZimbabweans on the place of

Afiican languages in both national development and cultural self-identity, he adds that

the impact ofthese observations in English leaming school contexts bas yet te be

realj'lf'À

For now, Zimbabwean students leam English through a lengthy and expensive

process offonnal et!neation which is limited by the nation's resources. What this

means is that the munber ofthose who cao leam the language te fimctional oral

mastery is limited te what the nation cao support at any given rime. In most schools

ooly a minority of sbJdents succeed The more resources dwindle, the fewer the
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number of those who can go through the system and the more the use of the language

points in lm elitist direction, where a privileged, advantaged few "make it up the

ladder."

It is these divisive structures embedded in the English-oIÙy system of instroctiOll,

with the many connotations the people have assigned ta them and the English lan

guage itself; which are faulty. The real enemy is the countlj"s inability ta approach

the language policy practically, sensitively and systematica1ly ta change it and ta

equalize opportunities for the majority ofstudents, given the state ofafiàiIs where the

Afiican majority population bas been left out ofthe national system for years.

This study observes that English, with the elevated status given in the classroom

fimetions in a vacmun, in isolation from Zimbabwe's 1anguages. A clear resolution of

the countly's language-planning needs is a necessary condition for the long-term stabil

ity ofthe countIy and its people. What is needed is a thorough analysis ofschooling

and socializing pIocesses as they fimetion in the secondary schools and other settings

elsewhere in society.

This summazy ofthe backgrotmd histOIy ofZimbabwean linguistic experiences

and policy will he referred ta throughout this research study ta help explain the

coun1Iy's educational policy and the ways in which English is leamt and taught in

secondary schools. Understanding this context and these former practices enables one

ta examine the English syllabus aitica1ly for its relevanœ or lack of it ta the Zimbab

wean leamer's sociocultural, political, linguistic and economic environment This

study will argue that the national and cultm'al good of Zimbabwe require a radical

revision ofcurrent edllcationallanguage policy•
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The Problem in Leaming and Teaclùng EngIish

in Zimbabwean Secondary Schools Today

The problem is complex. English is taught using traditional teaching styles b:1sed

on an outdated British system that has extensive set e.xaminations \Vith little to do \Vith

Zimbabwean reality. This has nurnerous effects on teachers.. students, and parents.

Teachers feel the pressure to "teach to the tests", and students and parents tèel the

pressure of seeking a "good education" in order to succeed in a difficult

socioeconomic situation. The eJucation system of today can at tirncs look suspicious

ly similar to the dual system of colonial days, and students still do poorly on e.~

arions. The question is why.

One significant reason put forth by this study is that in this teachingllearning

context, the students and their views and pe1specti..es are left out Students feel

distant from bath the language and the content ofwhat is being taught, and therefore,

do not always Sllcceed.

A second reason for the problem lies at the level of the Ministry of Education and

its exclusionary pclicies. These too will be explored in this chapter.

How is English taught and learned in Zimbabwe today? This study found that

English language teaching today is still characterized by a formaI traditional way of

teaching, in which teachers are the only experts. Because ofa type of language

teaching popular in the pas!, in which prescriptive models of language are broken

down into language items (structures, functions, grammar...) to be taught in a particu

lar order, the teacher becomes an expert teehnician, trained to develop skills for

controllfug :md organizing language input sa that learners can be carefully guided

through the various:stageS required to learn the target languages. The study found this

type ofEng\ish teaching dominant in many c1assrooms, even when years of research



•

•

into language learning development have shoml people that learning is not a linear

process (James Moffett, 1%8). As wel~ there is no move toward distributing expert

ise, to encourage students to become creators as well as critics of their Oml work and

that of others through the English-only medium of instruction (see Chapter 4).

Teaching in Zimbabwe that 1observee! during this study included formaIized

lessons in grammar and sentence structure, spelling tests, and heavy dependence on

textbooks. English language teaehing was also characterized by lectures or elaborate

teacher talk, couplee! with drills, rote repetition, nore-taking and lots of homework.

Questions posee! to students were mostly for the recall of facts that had been pres

entee!. Students rarely askee! questions or initiatee! interactions. Teachers controllee!

bath the language and the students. Teachers initiatee! talk and, in lesson activity

sequences, servee! as evaluators of talk. Classroom interactions, as many educators

have observee! elsewhere (Sinclair & Coulthard, 1974), appearee! based on teacher

eliciting - student responding - teacher evaluating.

The traditional school offered today is built on obedience: .on following directions,

listening carefully and sitting up straight, or properly. While this in itself is not bac!,

students comply mainly because they want to pass examïnations. (Appendix 1)

Students 1 observee! showed respect :0 each other and to teaehers and authority.

In sorne classrooms, English teaehers place an inordinately high value on order,

routine, and discipline, in order to guide students in. successfuI learning. Communica

tion between teaehers and students is, at best, problematic. They operate on clifferent

value systems of politics, culture, history and language. Although on my visits 1

noticed many Zimbabwean students appearing more comfortable with this difficult

formaI or "ritualized" form of communication and interaction than with spontaneous

forms (culturally this is normal, as obedience is characteristic ofa good student),

unfortuIiately sorne of their teachers seemee! to mistake this bebaviour for passivity or

cowardice. In speaking to these students, the teachers repeated words several times

and sometimes shoutee! at the students, believing these students were somewhat "slow"

or had more problems in. learning than others. This happenee! more ofien in. Forms 1

and II. (see Chapter 4)
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Students a1most always worked alone. This was striking given that modem

workers in most fields today 'collaborate'. and draw on each other's skills and knowl

edge where necessary to get answers.

Another characteristic of English teaching and leaming in Zimbabwe is that there

is a strong emphasis on British-set e:<aminations. such 3S the "0" u.'Vel E.xamination

and the local Zimbabwe Junior Certifieate (ZJC).

The ZJC is written after two years of secondary school. As students may leave

school after Form 2, this.examination functions both as an achievement test meœuring

the fust two years of secondary school and as a proficiency test, indieating a certain

level ofability to employers. &fore 1980, a pass in ZJC English was the minimum

requirement of the Police Force, the Post Office, and banks. The ZJC follows an

examination tradition modelled on the British Cambridge School Leaving Certificate

Examinations pattern and widely used in Britain and its former colonies. Skills tested

include knowledge offacts, vocabulary, and inferences. The format includes multipl~'

choice, fill-in-th~blank, and short answer questions. Although listening and speaking

skills are emphasized in the syllabus, they are not tested. Language proficiency is

interpreted as the ability to read and write in English.

The Cambridge '0 level examination is taken after four years of secondary

school. It is set and administered by the Cambridge Examinations Syndieate and costs

the Zimbabwe Govemment annually Z$25 million (ReraJd March 17, 1986). The

students spend two years preparing for il, and, as in the case of the Grade 7 and ZJc,

English is compulsory.

Since 1980 more students have been taking the examination. This contributes to

more problems as the shortage of classrooms, books and teachers increases. The

Cambridge examination is used to select those who may go on for sixth form studies

and as a school-leaving certifieate. (Many students leave after Form 4.) The selection

for Advanced Level (A-level) is highly competitive. In 1986, the sixth form entry

figures showed that ofthe 16,000 eligible students, oruy 5,000 (31.25 percent) were

.chosen (Ministry ofEducation).
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The Govemment of Zimbabwe has begun to localize the examination, and saon

the '(] level will be set, administered, and marked by Zirnbabweans, but rnonitored by

Cambridge ta ensure standards and thus international recognition.

As a resuIt of the importance placed on these tests, teachers "teach to them".

However, by teaching to the test, teachers are imposing a false interpretation on

learning, instead of exploring texts and rneaning with their students realistically

regardIess ofexamination demands and requirements. The resuIt often is that very

worthwhile and relevant aspects of the different cultures are never leamt, and thus

never tmderstood. Besicles, the fim and challenge in learning is in the process, not just

the end product and passing examinations.

Kate Allen (1990) studied sorne Zimbabwean examinations in EngIish, beginning

with Grade 7 which is taken after seven years ofprirnaIy schooling. She \\rites:

The examination consisted of 50 multi-choice questions that tested reading
comprehension and knowiedge of grammar ruIes. There is no testing ofv.titten
composition or spoken skills, even though these are ernpbasized in the Syllabus.
Teachers are clearly aware and knowwell the importance ofsucœss at the Grade
7 leveI, and they tend ta use the final year of Primary school to train their
students ta pass the exarnjoarion and negIect written and spoken skills v.iüch are
not tested.

While teachers sincerely want their students to think broadly and deeply, it was

observed during the interview and cIassroorn observations for this research that their

rnethods ofteaching and assessment convey a different message and encourage the

acquisition of detailed facts. Students were quick to participate and engage in the

cIassroom behaviors that they asswned wouid pay off in good g[ades.

There was emphasis on direct instruction with very strong teacher control and

guidance. Teachers determined the pace and order of instruction, with littIe room for

students to influence their own behaviors and leaming. Teachers were tao preoccupied

with covering the curriculum content by IDOvingstudents through sets ofmaterials,

mostIy from textbooks, to diagnose and acIdress students' problems, even though in

education, diagnosis is central to the teacher's task. Teachers need toknow not rnerely
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that students got me ""TOng answer, but also me cause of me error. 'This was not

always me case. Students airned at getting things right most of me rime., and tried hard

to avoid error.

Throughout most of this learning process. English instruction is often restrieted to

mose terms and phrases in English that have previously appeared on ZJe, 0 and A

level e.~ons. Thus me official approach has an indirect but serious effeet on

me teaching process of English because me results of mese examinations not only

determine access to scarce spaces at me schoo~ hospitals, university, colleges. and

workplaces, but mey are also used to rank school districts, schools and teachers.

Sorne texts do not refleet me world of me students. Zimbabwean school children

learn me target culture mostly Ù1rOugh me teachers' eyes, and Ù1rOugh me presaibed

textbooks. However it must he asked whether English te.'<ts written mostly by English

authors and teachers ofEnglish can adequately teach Zimbabwean values concerning

mutual respect, patience, commitment, intirnacy and self.sacrifice, qualities needed and

necessaxy to achieve in any academic oi" related discipline.

For me rnaJority ofme Zimbabwean African students, the school education system

is one which ignores meir prior knowledge, or labels it irrelevant 'This happens

Ù1rOugh teachers' interpLetation ofsyllabuses and teaching methods, creating an

artificial classroom culture. When students have no knowledge or experience ofme

English-life values, a lot ofmeir dassroom participation and performance is likely to

he only superficial. In Zimbabwe one is often struck by me wide parallels between

syl1abus meories (e.g., ZJC) and teachers' practice. These appear to afI:irm an educa

tional meoty that undemoetatically controls students, at a rime when many edueational

trends are placing emphasis on "empowering students".

One wonders how much "empowering" can happen when texts examined during

fieldwori<: show a European world view that is in complete contrast ta me value

systems ofme African people. For example, in Zimbabwe, as in most African

countries, people place importance on colIectivity, respect for nature, and spirituality.

Sorne students in this reseatch study~é:arly recognized me books mey read as written
~~~

by authors from faraway countries that had nothing to do with meir land (Nyamuzawe
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Secondary School: Mtoko, 1986). Students speke ohriting things they said had

nothing te do with anything. Sentences they copy are unrelated to their life experi

ences, and most assignments are from prescribed foreign texlS. (Appendices 1 and m
In sorne cases, students and teaehers were able to relate to indigenous peoples in

particular, and drew parallels 3CCOrding to their own cultural codes or behavior. But

what did not happen \VaS an exploration and tmderstanding of the c!ifferences between

the lives and cultures of "textbook people" (authors and characters a1ike) and those of

the students.

Most Eng1ish texts on language and literature carry the western Emopean liberal

ideology which is based on the premises of individua1ism, egalitarianism, and

universalism. Although hèera1ism is usually optinùstic, unless the assumptions

tmderlying these texts are carefully interpreted and contextnaliml., they can fa1se1y

seem to be norms. This denies access to other kinds of assumptions. Presented with

these norms students see other cultures and the history ofother peoples as being

secondary or irrelevant This tends to disaedit indigenous forms of knowledge and

national issiles, and this is unfortunate. Besides, this situation discourages particularly

the creativity ofstudents in adapting themselves and their culture to the EngIish

classroom environment and its conditions.

What this study found \VaS a noticeable discontinuity existing between the culture

of most students' everyday Iife at home, which is lived in Shona and Ndebele, and that

ofthe school Eng1ish-speaking environment

We ail tend to assume tbat the African cbild takès chis dramatic change in stride
,-

and we expect herlhim to respond to chis new situation as an average Englisb, ::_
American, or Irish cbild woulcl.(Fafimwa, 1990, p. 58)

Today's Zimbabwean English classroom does not empbasize the culture ofthe

majority ofstudents. Instead, there is more eniphasis on 'good EngIish" good 'a level

results, and better schooIs. In part, this is because teaehers do not want te make nùs

takes in interpreting the ZJe or 0 and A level syllabuses wrongly or spend time on
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areas of English instruction and study that are oUfSide the examination conte.\.1S

(Appendices 1 and ll).

The consequences ofthis teaching and leaming theory are many. First of ail.

teachers feel caught in a bind. Their fear of misintetpreting syllabuses is a major

problem, as it deprives them of their ovm role in preparing students.. through the

English language, for a life that goes beyond what they currently know. At the same

time, and in broader terms, teachers cannot he held salely accountable for what is not

totally tmder their control. ïnstead, it is the Ministry of Education wlüch bas this

control. Despite the presence of teachers on many panels and comminees, effective

authors ofofficial language policy are people within the Ministry. Too often these

officiais attempt to overcome problems simply by direeting them to "improve them

selves, work bard", and sa on. However efforts by teachers alone especially in

isolation cannot transform English leaming and teaching, let alone examination results..

Teachers are beset by many contradietory and paradoxical pressures and demands,.

bath internally and extemally. They are positioned between the demands of relentless

objectives, based on testing and mandatory adherence to models on the one band, and

trying to teach English on the other. The result is that classrooms just are not as

dynamic as they could he. TIüs situation refleets how teachers continue to he manoeu

vred and manipulated by the head office authorities in Harare. Not much questioning

or inquiIy goes on.

One could add too that teaching in Zimbabwe requires an extraordinary and Iüghly

ambitious teacher and many become sa in order to meve bath their own persona!

goals and those ofthe community and the students they serve. Many bright, talented,

and committed teachers now leave the profession. They are tired of being messengers.

Many have gone to teach in South Africa, Botswana, or Namibia While this man

power chain is regretted in many schools, the Ministry itself hardly addresse:s it

Parents and students, as weIl as teachers, aIso feel pressure to do welI and succeed

in school. In the larger socio-economic context of Zimbabwe, this creates the myth of

better education.
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Zimbabwe is only ha1fway through its five-year Economic StruCOlIa1 Adjustment

Programme (E.SAP). But it bas already become cIear that its impact on the ero

nomy, particularly on employment and labour relations, bas been far from positive.

Uoyd Sachikonye (1993) discusses this problem and says:

Between May 1991 and June 1992, lower income urban fàmilies experienced an
average 43.6 percent priee increase. The priee trends showed that tIüs lower
income group 'MIS being more severe1y affected by consumer priee inflation. Yet
most wage a'MlIds in 1992 were below 15 percent. implying that the living stan
dards of many workers were seriously affected. (p. Il)

ln this context of layoffs and unemployment, workers face a crisis ofjob insecu

rity and falling living standards !bat h, turn baYe a negative impact on their families

and school-going children. This leaves little or no hope for sorne students ta acquire

the skills and confidence they need to remain in school or in work experlences later on

after school.

Clayton Mackenzie (1988) adds:

Today, the tells ofthousands ofpupils who annually fail '(J leve1 are likely to be
left IlOt only with a deep sense of personal inadequacy, but also with an acade
mically oriented education that bas failed ta give them the practical skills that
theycouldhave llrilimi in the cause ofnational development (p. 349). ln the fàce
of these dilemmas the Zimbabwean GovelllIIlent finds itself in danger of its
politicians seento be responsible for widening the many gaps betweenthe 'haves'
and the 'have IlOts', a distasteful situation given the ruling Zimbabwe Afi:ican
National UlÙon (Patriotic Front) Party's democratic stand. (p. 9)

The problem is made more complex by the system equating "knowledge" with

what can be leamed in English. Many people are thus excluded and so are the other

languages they speak. This raises more questions about an educational system in

which indigenous forros ofeducation are not clearly reflected in the curriculum. In

the past, the explicit object ofcolonial education was ta impose a different culture,

ideology, and world outlook which the colonizer believed was superior to that ofthe

indigenous people. Today it would appear that the better econotnic income groups of

society, regardless ofrace, are doing exactly that, as discussed earlier on in this study.
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Some responses from parents and students reflect feaxs that African children in

particular will be deprived of the COtmtry's educational benefits and privileges if they

are not brought to multicultural urban or private school settings that were formerly

European school:> (AppencILx Il). It is still common in Zimbabwe for some parents to

seek out every opporttmity to send their children elsewhere for better education.

through a relative within the Afiican e:aended family circle, or friends. This is when

real traumas begin for many students, finding themselves in some urban areas or

private schools far awa:y from irnmediate family, friends and most things familiar.

Their new familles are affected as weil, and in their new schools, wIùle people are

welcoming and accommodating, they don't always know how to help these new

students. It becomes an unnecessary burden on everyone.

This kind ofalienation causes many difficulties to students, and is not to be

tmderestimated. It bas serious consequences for the students and others in bath school

and family situations. Students receive different messages that appear to be telling

them ta be in contact with, and part ot; the larger wade!, 'like those over there' in

better homes and better schools (Appendix Il).

Students and parents then experience-through their school staff; politicians and

the media-"flashes" and "bulletins" of compliments, eulogies and encouraging words

about "the best schools" that are everywhere else but where they are, especially if they

live in low-income urban or rural areas. Such statements have a negative impact on

student leaming ofEnglish, and are olltside the purview of school and beyond the

reach ofwhatever expectations the MinistIy ofEdur3tion bas today.

However, they do lead ta the feeling that the education system is still dual. The

government-fimded schools in urban and rural areas where majority African students

leam are seen to hé made ta compete with long-time, well-fimded private schools,

some ofw1ùch are former all-wIùte Rhodesian schools. These private schools ofthe

well-endowed elites co-exist with the tmderfimded schools ofthe state sector, although

the examination results achieved are not neœssarily ofa higher standard in these.

private schools. Still, this situation suggests that the dual colonial education system

. bas been reproduced in a modified forro in post-independence Zimbabwe. This creates
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a problematic situation that puts enormous pressure on majority parents and students in

mas! parts of the COWltIy.

Ngugi Wa Th'iong'O (1989), in explaining why he writes in bis mother tangue

Gikuyu, says the following:

...poverty and illiteracy do severely limit access ta knowledge and information.
But after sorne time institutions are built around tIüs unevenand unequal develop
ment ...rural schools are denied w1lat is freely available to the wealthy sections
of the urban centres. (p.72)

Not all Zimbabweans see things in the same way. Professer Pauline Dodgson

(1990) refers ta Levi Nyagura's overview of curriculum issues in Zimbabwe and

reports:

...Levi Nyaguxa states confidently that ombabwe bas changed from a class to an
egalitarian society and that tIüs is reflected in the creation of an egalitarian
education system through the expansion ofprimaxy and secondary schooIing...

Pauline Dodgson argues that this is ta look at social formation only in terms of

racial identities and ta ignore class re-alignments which form ta suit econonùc

interests. In what appears ta he in agreement with Lloyd Sachikonye, she adds:

Mass education alter independence did not bring egalitarianism becallse of the
inequaIity ofeducational provision. This inequaIity can most clearly be observed
if one bas to take into account the opening of new private schools and the
unequal distribution ofqualified teachers, textbooks and other resourœs.

Added ta this duality of the education system is the ambiguity of the raIe of

English in Zimbabwe. What students see, experience and tIy ta I.U1derstand is sinù1ar

ta what Clarence Maloney (1990) descn"bes from bis experience in India:

•••those \\i1o use English in education and administration have tumed language
into a deep and unbridgeable gulfbetween classes and use it to sustain elite pre
rogatives. Worse, it is said that tIüs bas prevented the bottom-up flowering of
indigenous civilizational values, thought, and creativity. (p. 1)

Most people see the main fi.mction ofEngIish as not ta facilitate science or travel

or econonùc deve1opment, as sorne authorities would have people believe, but rather:
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...to preserve the privileges of the rich and powerfuL and there C31l he no nue
development tmtil the =y ofthis colonial relie is ended and the people's idiom
and creativity is released in ilS multiplicity of native languages (MalOlleY. p. 3).

The intellectual elite, "ho live mostly in low density suburbs of cities and in

commercial farrning areas of the COWltry, remain very separate and apart from the

rrugority of the population, the low-income groups ~o inhabit bath the cities and the

rural areas. TIùs is ~y, ~en English is enttenched in the education system. it is not

seen as foreign domination, but rather a reality of the Zimbabwean society that

students try to tmderstand.

The people interviewed (see Appenclix il) see English as inseparably botmd up

with economic problems or with progress! Religious and other sentiments indeed

influence the linguistic situation, but any indifference towards English was seen mainly

as a protest against the privileged minority English-edueated Zimbabwean class of all

races. Thus sometimes the educationa! system is analyzed as commercial, colonial,

and even repressive in nature, because even those~o do sucoeed fcel excluded from

this British education system, a system that devalues the rich social and cultural

heri~oe contained in African languages. TIùs situation continues to create leaming

problems for students and most people in Zimbabwe.

Barnes (1976) observed this "Iack of reference to persona! experience and the

dependence on teaehers' pe1spectives of experience" as "characteristic of classroom

discomse" (p. 21). The probIem in the Zimbabwean classroom is that the teacher

belongs to the minority elite as either an edueated African, European, lndian or

expatriate. Although the teaeher may use indigenous languages at home or at work

with colleagues, shelhe beIongs to the modern urban social class now marked mostIy

by English and its culture, the oId Rhodesian model ofhomes, schools and IifestyIes

that, strangeIy, are still ide'diml by the English-speaking urban elite and the Education

Ministry. TIùs situation Ieaves the economicalIy deprived population dreaming,

imagining, wishing for, and strugg\.ing together with their chiIdren for the same "new

and modern Iife." However meagre economic resources often mean faiIure to achïev

ing their goals and fulfilling their expectations.
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But how is a school child te t.mderstand or support the government stand on

English when the main arguments for keeping English are that it is a window on the

worle!, it is necessary for modem thought, especially in science and trade, and enables

people te keep up international contacts and go abroad (Chapter 3). These comments

were echoed in most Zimbabwean English classrooms by teaehers and principals.

They invite ail students from ail economic classes and rural areas to aim for the city

schools, where they will learn to appreciate less their rural fàrming environments and

indigenous languages. Their pmpose in lùgher education, says one rural headmaster,

...is to qualify for jobs which will lift them from the social sttata of the IUIa1
farmers, village life and urban Iabourers for something better in the city or
abroad.

In ail of this -at home, school, and society at large- English remains a mark of

status and indeed eccnomic class. A persan not initiated into the EngIish-using class

life through childhood education can scarcely ever join it comfortably and successfully.

later in life. The problem again is that the Ministty ofEducation does not clearly. .
explain why English is the medium of instruction, or tell students that their bilingual

process is ongoing and an asset in their learning English and other subjects. Instead,

like elites everywhere who misrepresent reality, sorne ofthese English-using middIe

class citizens of ZimMbwe, themselves misinformed by the past colonial experience,

education and today's modem life, assume decision-making prerogatives for the rest of

the population, and presa:ibe the 'development' and 'uplifting' ofthe low-income urban

and rural people through the Education Ministty, whase plùlosophy in practice is very

misleading, ifnot misguided.

Although a minority, this group claims the moral right to set the standards for the

rest It is obvious the former colonial government has now been displaced by the

EngIish-using edueated elite minority. The tragedy in Zimbabwe is that low-income

groups and their children do not always get equal opportunities in schocls or in jobs.

This study observes that English and education generally in these tmequal spheres

have bath become means for exploiting the economically weaker sectors that cannot

afford an education in the language that is synonymciJs with education. Schocl
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becomes difficult; 50 does English. In this process students are stripped of their sclf

esteern, dignity, pride and faith in their culture and tradition. as they roam the streets

later after years of schooling, as the 'Job seekers.. the unemployed" who failed '0

levels or other examinations.

Drawing on fieldwork notes and records, this study makes the assumption that

sorne of the widely accepted notions about English as the only medium of instruction

are more political and economic than cultural and pedagogical, and they raise serious

questions and concems regarding the true motives of thase perpetuating English-only

use.

Poor examination results indieate that these assumptions correctly point to

language problems. Judging by the success rate in examinations, for example, the

results of 1984 Cambridge School Certifieate (Sa! at the end of four years of second.1I)'

school) were that of the 67,962 students who wrote papers, only 22,950 (33%) passed

(Stmday Mail, March 10, 1985).

Questions have been asked about all these examinations and what they really

mean: Does failing the examination in English mean that students are unable to

communieate in that language or that they are unsuitable for sixth-form studies? This

lack of clarity is true ofall the examinations under discussion and contributes to

pressures and problems that students and teaehers face in schools.

In all three examinations, English is tested as a subject as weil as a medium of

instruction. Ifstudents pass their other subjects, all written in English, but fail the

English paper, they fai1 the examination. AlI three examinations ignore the testing of

spoken language, even though this is again emphasized in the syllabuses. It is clear

that these examinations are difficult for students and demand a high level ofexpertise

from teachers as weil as adequate materials. But ifa significant part of the syllabus is

not tested, then the teaehers will not teach it, as their success depends ta a large

extent on getting their students through the examinations. These examinations

dominate the system and exert a great deal of influence on what is taught
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Although changes have been made to syllabuses and materials since independence

in 1980, there bas been no thorough analysis of the exarnination system. The three

exarninations Kate Allen studied are costIy in terms of time, money, and expectations.

It is mostly because of exarninations that progress through the schocl system,

which affords students access to finther education, is hampered. Statistics indicate

this:

Progression from Fonn IV ID Fonn VI

in Zimbabwean Schools from 1977 ID 1985

Jn1ll1œ 10
Year ProgJession

FomlV FomVI

1977 12,927 1,643 12.70%

1978 13,373 1,594 11.91%

1979 13,294 2,641 19.86%

1980 12,926 2,751 2136%

1981 15,54ï 3,243 20.85%

1982 16,416 3,680 22.41%

1983 24,509 4,218 1721%

1984 71,632 5,957 831%

1985 91,732 6,516 7.10010

Source: Central Statistïcs Office, Quarterly Digest of Statistïcs, December, 1985

ln the three years preceding national independence, Clayton G. :Mackenzie (1988)

found a very low ratio ofForIn IV students proceeding to VIth FOrIn education:

Saon after independence, the percentage of IVth year students entering the 6th
fOrIn 01, VI lower) rose i11411essively, peaking at 22.41 percent in 1983.
Thereafter a sttong decline bas been in evidenœ with the percentage ofForIn IV
pupils entering FOrIn VI Lower, reducing te 831 percent in 1985, and to 7.1
percent in 1986.
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Behind the figures, Mackenzie explains, lies a frightening reality that cannot he

ignored. By promising ail secondary school students !he chance to write the 0rdinaIy

level e.xamination, the Zimbabwean administration has created for itself a crisis of

e.'q)eCt3tÏons. Indeed many '0 level aspirants e:qx:ct that a successfui completion of

the e.xamination will open up certain opportunities for them. After eleven years of

school education, students e.xpect to find employrnent. Sadly, it is becoming increas

ingiy evident that the govemment is unable to meet these P.XpeCtations in the case of

most pupils and will he unable to do 50 for the foreseeable future. In short, it will

simply not he possible to avoid widespread disappointment for the majority of school

leavers. (Mackenzie, 1988)

So why are there still poor examination results? One explanation considered by

this study is that because of the content and style of teaching that we have seen, there

is no place for the students' view, and they feel alienated.

The Zimbabwean student is in an ambivalent position. The mismatch between the

home and school environment ofthe Zimbabwean Afiican child begins at five or six

years of age, when sheJhe enters into another educational system aimost completely

different from the one to which sheJhe was accustomed. Some of the children grow

up in one environment and suddenly find themselves in another environment with an

entirely different approach and a new language different from that of the home.

In Zimbabwe, students experience linguistic and cultural inequalities, and this

affects them. Education that excludes fumiliar, common, and indigenous languages is

criticized by Robert Pinauin, who in 1993 represented the League ofFilipino students

in Montreal and who spoke at various meetings. He described this exclusionary

education as:

.•.education that is there to function as a multinational, to give the people enough
skills to maintain whatever is the social, politica1 and economic order, and to
make them believe tbat it is the best....(p. 60)

Pinauin confirms in many ways what is haPPening not only in his home countty,

the Phillipines, but in most formE:r European colonies including Zimbabwe, where the

former British education through EngIish has effectively domestieated the people, in
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that it subtly discourages aitical thinking, and leaves little room for them to question

the standard ideas given to them from foreign sources. According to Pinauin, the

effect of such edr 'mtion is that ooly ten percent of Filipino youth œn afford a college

education. He suggests an evolution of the educational system that serves the needs of

the population. This, he adds, will ooly come about with a complete and holistic

transformation ofFilipino society.

In Zimbabwe, however, the situation is somewhat diffèrent Not ooly have local

languages been caIried along on the wave of new ideas, they have "flourished cultural

ly" to the extent ofbecoming "official languages" (Shona and Ndebele). The major

problem arises from mandating Engl~y at the expense of indigenous languages in

learning, and the philosophy and practices that determine how English is taught The

whole nation ofZimbabwe is faced with an enaoaching, tmiversal and alienating

modemism, forcing men, women, and clüldren in this developing countIy to abandon

their traditional and cultural forms of expression for the English language and culture

in a predominantly African society, even when bath forms ofeducation could he

accommodated. Their mother tangues, a guarantee of their identity and personality are

outside the support of schools, where they are neeèed the most This deprives

students ofvital social interaction with their predominantly Shona or Ndebele environ

ments.

Sometimes the pressure ta learn and speak English weil, at the expense of

students' mother tangues, comes not ooly from the schools and teachers, but also from

parents.

My lIlOther says ifwe speak English at home it will improve. 1don't WclIlt to
speak to my lIlOther in English. 1am leaming my language Shona. 1 grew up in
England. 1am home now; some children Iaugh at me for net knowing Shona!
They backbite and speak bebind my back a lot..

While some teachers thought such a student was ail right in English because of

her background the student thought otherwise; she wanted to learn and know her

"mother tongue". Fieldwork interviews revealed that there were many students who
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grew up outside Zimbabwe in oÙ1er parts of Ù1e world and neighbouring countries who

expressed Ù1e same sentiments on English usage. in and outside of school.

The school is e:qJeCted to play an important raIe in developing in students Ù1e

ability to order and express Ù10ughts and feelings. to explore Ù1eir o\\n unique intercsts

and talents, to understand someÙ1Ïl1g of Ù1eir o\\n and oÙ1er people's languages and

cultures, to master Ù1e basic literacies enhanced by Ù1eir indigenous languages which

give Ù1ern aceess to knowledge by \\fùch Ù1ey C3I1 continue personai development

throughout life in Ù1e target language.

The school syllabus itself focused more on Ù1e systern of e:<aminations (ZJc.. '0

and 'p( levels) Ù13I1 on students' needs. TIùs research observed that, as a rcsult.

students are not given much opportunity to get to know Ù1ernselves, Ù1eir customs and

find a sense of identity with Ù1e community.

Zimbabwean students are Ù1erefore confronted wiÙ1 Ù1e problern of reconciling Ù1e

demands made on Ù1ern by Ù1eir personai goals, ethnie loyaity, modemization and

narlona\ism. As a result, in today's students, not only is Ù1e specifie free flow

communicating vocabulary in English often lacking, but Ù1ere is a strong feeling

among many people who use English Ù1at Ù1e whole process of English-only in

education is intimately bound up wiÙ1 Western values and languages. Classroom

evidence from lessons observee! was scanty on wheÙ1er teachers' approaches in

leaming were empowering students to explore through language, beyond "Ù1e correct

tone, vocabulary, and fluency" often displayed.

To empower is to enable those who have been silenced to speak. It is to enable
the self-affirmingexptessionofexperiences mediated by one's history, language,
and traditions. It is to enable those who have been marginalized economica\ly·
and cu\turally or misled sotne\\i1at, to daim in baÙ1 Iespects a stIIUS as full
participating members ofa commUIÙty (Simon, 1987, p. 374).

The questions one asks about ernpowerment in Ù1e Zimbabwean English elassroom

are: What pedagogical tcols, meÙ10ds or philosophy are being advocated here? What

content would best express Ù1e spirit of "people's English"? Would this philosophy be

committed te establishing participatoIY, non-discriminat0IY and non-authoritarian
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leaming processes and seek to transfer skills and resources in such a way that schools,

communities and individual students are empowered to take charge of their OmI leam

ing projects?

These questions are difficult to answer. Students observed were often exposed to

too many rasks with textuaI facts and figures. They then rapidly became aware that

they were good at one skil!, but not so good at another. Because most of what is

leamed in and through English is foreign, for much of the tim... in c1assroom teaching

methodology, many students underfimction as leamers and do badly in examïnations.

(see Chapter 4)

In addition, the majority group of students from lower socio-economic groups in

particular, do not participate as well in this school leaming process as do students

from middle and upper socio-economic groups. This study attributes sorne of these

problems ta language use in the c1assroom and to uneven fimding systems. Bernstein

(1973) and many sociolinguists (Bereiter & Englemann, 1966; Blank and Saloman,

1968) have attaeked the schools for failing to adapt language to the needs of students.

Dillon (1980), Labov (1969), Barnes (1976), Dias (1990) argue in their writings that

the communication in the c1assroom is the most important factor in shaping the aetual

curriculum taught in the c1assroom.

Many people interviewed in this study believe that to succeed, Zimbabwean

students must rnaster Western lùgh schoolleaming styles. The Zimbabwean school

leaming styles inc1uded heavy use of "important words to use in your assignment"

(from a handout given to an 'N. level c1ass): contrast, describe, list, illustrate, outline,

l'rave, demonstrate, relate, review, state, summarize and trace (1985). These hypo

thetica1 problem- posing structures are not just linked to Western culture, but more

fimdamentally to industrial technologies and cash economics (Harris, 1989).:::: As such,

adoption or continued use of these fonnal approaches and related information-process

ing strategies place students where the govemment wants tô involve them, in an

industrial technology and cash economy.This then becomes the focus for most

leaming. \Vith limited choiees, opportunities, and above a1l, with fewer considerations
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for students' persona! gro\lith. life.. and concems about Ù1emselves and Ù1eir future as

Zïmbabweans.

Many students' problems in Ù1e study were also a result of Ù1eir not having many

family people ta talk ta about schoal rnatters, not even Ù1eir grandparents. who feel

left out by Ù1e English-only schoal system and cannat offer help. In many situations

students did not get Ù1e kind of trust one would think adults (baÙ1 parents and

teachers) could give Ù1em. Lack of trust and confidence among most subjects is

viewed lIere as contributing ta leaming problems.

Mydaughterbas bad friends \\ho don't study. Tney go to aclifferent school where
they speak mostly Ndebele.. instead of English.

Students, sometimes wiÙ1 great humour mixed wiÙ1levels of seriousness, often

echoed some of Ù1ese negative comments about Ù1em and Ù1eir \Vork by Ù1eir teachers

and parents, but said:

.•.that they did not find leanùng or studying Engiish difficult as repoIted...they
kIlOw English and \IiaI1ted ta keep leanùng and studying it

In class after class 1 continued ta witrless and experience wiÙ1 students environ

ments that did not connect people, where Ù1ere was instead incredible power of

teachers over Ù1e students. What was also evident and disturbing in most secondary

schools was that the primary source of information for students was mostly Ù1e teacher

and Ù1e book: not friends, peers or the environment that students often explore and

know. Many students admit they are mostly influenced by teachers, texts and schoal

in theEn~ classroom. Ifso, Ù1ey are being denied sources of influence that are

most crucial in leaming EngliSil.' How Ù1en canÙ1ese st'Jderits·be helped ta develop- -
Ù1eir linguistic skills and Ù1eir self-ccnfièl~ce when Ù1e solutions and power are

outside themselves? As a result, many Zimbabwean students now carry what teachers

recôgnize as characteristic of "not knowing what theylq1ow" until_confirmed by
- .-

official adults (t~ers again). _..

This knowledge has been called anÎmposed discours:, embracerl ta make il, and

ta pass examinations; it has no aesÙ1etic value. N~ knowledge is not created, Ù1e

,12
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teacher and the students are passive. OId knowledge is simply pouree! into students'

minds from texts. In other words, knowledge that students aIready possess while

being used to a certain extent by the teacher is at the same time being devalued or

dismissed.

This official style does not allow the reader much freedom of choice for words or

expressions. Leamers find it difficult to become honest in e:<pressing themselves

through language, since language is said to be e:<pression ofself. FormaI official

language makes this impossible in most linguistic situations (conversations...). Under

such strains sorne students were fOWld to abandon English for alI other purposes

e:<cept for e:<aminations, having been trained not to read for e:<ample "with their

hearts", but rather to "look for messages" and approach books as ifthey were puzzles.

No wonder few students were fOWld or seen to read after schoo\.

The Zimbabwe Ministry ofEducation has developed programs which c1early

define "objectives and content in order to fucilitate the teachers' role in the c1assroom

and the continuai progress ofthe students" (ZJe and 'a Level Syllabuses) in all

learning situations. The problem is that learning languages (and English in particular

in a multilingual society) does not take place only through formaI practices as current

Iy e.xperienced in schools, but through contact with others and their immediate envi

ronment

In fact, this research views the Zimbabwean Ministty of Ed! leation, through its

language curriculum and e:<amination systems which continue to be set or heavily

influenced by mainly Britain, as part ofthe reason:English is not learnt or taught well

, in Zimbabwe.

The Ministty continues to make most important education poHey decisions. These

decisions do not always e:<press the processes ofstudents and societal realities.

Moreover, the Ministry ofEducation,does not aI~ys make its processes of interpret

ing comple:< perfonnances visible or c1ear so that other people tan confirm or contest

them. The programs are just set, and distributed to schools. Teachers are then

• subjected to a teaching and evaluationsystem that focuses mostly on scores or 'right

and wrong' and on outside feedback. This results in the creation of ideological
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dependence tbat in turn distOItS the truth about language. leaming, and use generally.

Students are then denied a good chance to develop to high-level 'mu1tilingua1s' as they

spend more tirne in crarnming summaries than in practising ail communication skiBs

(Eames et al., 1971), much less employing their 0\>11 e."1JefÏences.

This study is critical of this authoritarian way of doing things bec:luse it keeps the

power in the hands of those who have quite different e.xpectations and values from

teachers, students and parents. Teachers in Zimbabwe need to be in better decision

making positions in program development areas at their schools or elsewhere to get

their priorities, values and visions enacted in the system in order to effectively help

students.

As weB, many parents spoken to and interviewed during the research fieldwork in

Zimbabwe (see Appendix Il) e.'q)lained their hardships and disappointments with those

'powers-tbat-be' tbat do not consult or listen to them as equals. Sorne of the parents

say they have been denied education, ifnot their existence, by the colonial and

neocolonial govemments of the pas!, and were left on the margins. They see now

sorne ofthe govemment officiais in the Education Ministty as trying to stop and

discourage them from articulating and understanding themselves, and from having

dialogue with other people on their 0\>11 terms. To these parents, this is dietatorship,

and it affects their children too.

The problem is tbat the Ministry ofEducation in Zimbabwe does not involve

parents encugh. Parents need to know about and be supported in their role as the

primary teachers oftheir children whether or not they speak English. In general,

parents, including those who do not speak English, need to be accommodated into the

school system, not merely as "cultural resources", but as experts in their 0\>11 right and

partners in collaborative relationships in the school system. This wou1d help many

students who lit tirnes feel silenced in English classes when they attempt to respond or

give their vi~ints, but are afraid to identify themselves because of differences

based on linguistic, social and economic situations. Knowing their parents are being

fully consulted helps them leam better and support each other in a less isolating

manner.
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There is a need for strong ties between schools, parents and the community.

Education. and especially in English only, is today in vain if it continues to have no

support in the home or the immediate culture.

In sununary, this study observes with concem that today, the leaming of English

in Zimbabwe is done with little connection to students' cultural contexts. As a result,

students are not alwayS conscious of what is being leamed. Sorne of them are very

alienated. Indigenous languages, as already pointed out, do not seem to be treated

seriously for academic plllJlOSe5 or culture maintenance. Yet they are important if the

major aim is to improve Zimbabwean students' academie performance, and their

present and future lives. What is fairly clear is that the Zimbabwe Education MinistIy

and school have not addressed the language problem adequately. Even where the

school is bath sensitive to the prcblem and willing to help, it is far from evident

exactly what should be done, when, how and by whom.

Thus, students experience too many difficulties in this world of rapid change and

abundant modern knowledge. As the former Principal of Belvedere put it, on welcom

ing teacher trainees in 1983:

Students must be helped to become active, engaged learners who construct their
own meanings. Classrooms where active leaming is fostered are cooperative,
interactive environments where leamers struggleconstantlytosolveproblems and
put their thoughts into words and actions, bothwritten and spoken, and into other
forros of œpLesentatïon lilœ improvisations, visua1s of varying kinds, since this
College is both Academie and Technical.... (Principal Keith Youds, Belvedere
Teachers' College, 1983)

Clearly, alternatives are needed. In chapter Four, 1will present and discuss

specifie fie!dwork and clacsroom observations that demonstrate need for changes.
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ŒAPIER1HREE

Theories of Umguage Leaming; Fieldwork and Methods:

Discussion and Interpretation of Fieldwork Findings

This chapter addresses the approach to research or theories 1used to guide my

researeh in and outside Zimbabwe on the topie of language learning and teaclùng in

Zimbabwe: English as the sole language of instruction in Zimbabwean schools. The

major goal WllS to seek opinions from a range of people, especially students, teachers

and parents, on both the policy ofEnglish-only instruction and on the way English is

taught and leamt in Zimbabwe. In this chapter, 1describe how 1gathered the data,

explaining why 1chose a qualitative research methodology.

Gatbering Dala and Something About my Awroach To Analysis of Dala

The roots of this study go a long way back in my life and interests fust as a

student and 181er as a teacher of English. 1had a1ways fuit a desire to know, on a

broader basis in and outside homes, schools and universities, people's answers to these

questions: How is English tal!ght in Zimbabwe? Is this method effective? Are the

English syllabus and other English programs relevant to the le::mers social, linguistic,

political, and econoRÙe environment? Do they ref1ect the cultural ideologies and

plùlosoplües ofthe leamers community? These questions and others were asked of

various groups of people, as listed further on in this chapter. Reader Response theory

guided my study during these early stages of my interest in these questions as will he

discussed later in this study. .

The understanding reflected here and the materials and documents used in this

study draw on severa! periods of my professionallife as weil as the formai researeh

aetivities associated with doctoral studies.

1 started in 1983, informally gathering data from primary schools (Seke Teachers'

College an.d surrounding schools) and secondary schools through Belvedere Teachers'
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College in Harare. My work was carried out through the Ministry of Education. 1

worked with the then-principal, his deputy and principal lecturer in charge of teaching

practices and distance education, at Belvedere Teachers' College in Harare, Zimbabwe.

By working with the Ministry, 1had access to schools and to many people engaged in

teaching-practice supervision and observation, for purposes of education and research.

Encouraged by the deputy principal in particular, and by results from my own

supervising of teacher-trainees at college, 1 gathered and selected materiais on

language learning, teaching, incligenous languages and cultures and school tests and

examinatïons. 1 operated at many different stages and in a variety ofways:

1. Teaching an invited class from one ofthe nearoy schools (e.g. Highfield 4)

mtile students observed and took notes for follow-up discussions with me and

department lect",~rcrs.

2. "Team teaching" by students with other lecturers and myself as participants as

we observed other lecturers teach.

3. "Observation" where 1 sat alone with other teachers at the back of the class

and watched the classroom aetivities.

4. "Teaching Practice Supervision" and "Distance Education" work that was

ongoing (1983-88) and kept me and others very much part of the school

system, through the visits, seminars, conferences, workshops, feedback from

schools (reports...) librllly research, meetings and interviews.

Fieldwork information aIso came from classroom observation and teaching,

reports, and inter.iews. The primary pl.lIpOse ofclassroom observation was to allow

myselfthe opporttmity to better tmderstand instruction in Zimbabwe in the 1990'5. As

weIl. this classroom observation enabled me to reflect on the reasons for the observed

behavior ofboth students and teachers. Participants were provided with opporttmities

to describe and discuss their feelings and opinions on all languages, especially EngIish.

These discussions often exposed me te many enthusiastic informants and made it

possible; sometimes in short periods ofrime, to capture events as naturally as possible.

While 1had some insight into both past and present education practices in Zimbabwe

. (from my grandparents Vasekuru Benjamin and Ambuya Siraye Masawi, who first
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taught me how to talk, read. and "rite. and from my O\~n experienœs as a student and

teacher). l was a novice in this whole area of research and sought to understand

anomer culture from me viewpoint of its participants. This understanding is gained

through participation. observation. and analysis which is men reported. My role in this

research. merefore. was that of "participant observer". a role in which me researcher

forms relationships wim me participants as mey provide information.

The following table gives a SWIllllaIY of Fieldwork responses obtained from sorne

schools in Zimbabwe and Cuba

Group Con1acted Responded

Sec. School students ca level) 135 111

High School c~ level) 87 80
-

Grade 6 48 43

Grade 7 52 49

Dropouts 40 31

Parents 80 74

Grandparents 54 50

Teachers 58 54

Education Officers 6 6

PrincipalslVice-Principals and School 10 8
Administrators

School Support st:afl; Cooks, Groundsmen, 46 20
Drivers, Messengers, Random Citizens

Citizens at large 62 58

Zimbabwean students studying in Cuba for 187 182
Advanced Degrees

Answers were in Shona, Ndebele, English and Nyanja (a Malawian language).
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The belief1held as 1asked the research questions was that the behavior of an

individual can be Wlderstood only in terms of the behavior of the whole social group

of which he or she is a member, since his or her individual aets are involved in larger

social aets which go beyond himself or herself and implieate the other members of

that group. As indieated at the beginning of this chapter, my first readings and

literature review related to this topie were greatly influenced by literary theory, in

particular, "Reader Response Criticism". According to reader-response theory, readers

become involved with and contribute to a text. They ascribe meanings as they interact

inteIIectually and emotionally with the record (for the present purposes, "record" and

"text" mean an accoWlt ofa cultural setting) before them. The meanings of a text are

the "production" or "creation" ofthe individual reader (Abrarns, 1981, pp. 149-150)

1 USt:~ Lhis approach then and continue to do 50 now Wange it provides useful

toois for understanding issues of language, culture, and learning; and it highlights the

significance ofthe reader (learner in my case) to the outcomes of ethnographie

research and reporting, which 1 aIso use.

Most important in this study, and in light of this theory, is the recognition of the

readers crucial role in creating "meaning" in a text. Louise Rosenblatt (1938)

suggests that too often a reader reads only with the surface ofhis mind, registers only

the outline meanings ofthe phrases presented, and may never even glirnpse what they

mean in aetual human experience. For R~blatt, literature is not read only to instill

information but te develop a capacity for social sensitivity. Prolonged exposure to

iiterature in which an aesthetie response is permitted and subsequent refiection

encouraged allows a reader to develop a persona! and social identity. She says the

reader "learns imaginatively to put himself into the place of the other fellow. He

becomes better able to foresee the possible repeteussions ofhis own actions in the life

ofothers." (P218). While this may ensure a more satisfYing persona! life, Ros~blatt

daims that this ability has broader social and political ramifications. In terms ofthe

state she says:

A democratie society, \\hose institutions and political and econornic procedures
are constantly being deveIoped or remouided, needs citizens who will possess the
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social sensitivity and imagination to see \~t political doctrines me:m. tèr hwn:m
beings. (p.21S)

The Ministry of Education in Zimbabwe emphasizes. as does Rosenblatt. national

democratic institutions and the interplay bet\veen education and democrney.

...Education plays a crucial role in the tr:msformation of society as \\dl as in
national development As a llilment ofpeople's e.'qlCCtltions information pub
lished for the public \vill get !hem more and more involved in atfuirs connected
with the promotionofeducation in their areas. (Zimbabwe Govemment. Minjsny
ofEducation Handbook. 1985. p2)

In classroom contexts, however, the liberating potential emerges from a v:niety of

sources, some of which do not always succeed in moving students beyond their own

perspective, demands, or e:<pectations. Again, Rosenblatt gives an indication of how

\vide-ranging texts, for example, can be:

The student \vill not he linùted to one kind of literacy diet She \vill not read
exclusively the work ofthe past or present She \vill not he nourished entirely
on the literature of England and America. Instead she will he pennitted an
insight into ways oflife and social and moral codes vety different even from the
one that the school is committed to perpetuate. (p.2SS)

It became more and more obvious during the fieldwork that Zimbabwean students,

like those in Rosenblatt's experience, also require far more than what l came to regard

sometimes in some schools as narrew and limited to great minds in British te:<tbooks.

A lot ofthe information that appeared in English langul!6e classes revea\ed little

imagination on the part ofthe teacher, and had almost no social references, concerns

or sensitivity. One Form II class worked for 40 minutes on a chapter titled "Police,

Uniforms, Law and Order", without one mention of the country's Zimbabwe Republic

Police, or the ways in which our system comparee! or differed from the one described

in the chapter from a British textbook.

In such circumstances, 1was encouraged and guided by the once-pioneering and

higlùy inf1uential work ofEmig (1971). Emig introduced a descriptive method of

reporting on the composing processes of twe1fth gr.lde ';.1.Udents. By observing students
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in the context of their school classrooms, she 50ught to discover the important aspects

of the nawre of their composing strategies, as weil as their attitudes toward writing.

Likewise in this study, by observing and interviewing Zimbabwean st'..ldents in the

context of their school classrooms, l 50Ught to discover the important aspects of the

nawre of their learning experiences, their attitudes and concems'towards English.

Emig entered the world of the students, and through careful interviewing and naturaIis

tic observation, created "writing biographies" for a relatively small number ofstudents,

including one in-depth case study. Emig did not set an artificial writing task in which

to observe certain pre-established variables. She developed ideas ofwhat was impor

tant to students in their own settings. The result was an examination of a writers

composing process that attempted to descnëe many interactive components, including

the context for writing, the pre-writing activities, the composing, the teacher influence,

and 50 on.

My study in Zimbabwe tried to characterize the leaming and teaching processes of

secondary school students by using a research method which embodied the clesaiptive,

qualitative dimensions of "R=der-Response Theory" and ofEmig's ethnographic

study. Through the services of the Education Ministry in Zimbabwe, l was able to

organize in-depth interviews 10 ask about strategies used by teachers, and to leam

about ~eral attitudes, feelings and experiences ofother people. Thus, l was able 10

analyze what leaming and teaching meant for each of the groups ofstudents, parents,

teachers with whom l worked.

Emig's ethnographic approach enabled her to identi1Y a need for more incor

poration ofstudent interests and motivation in writing programs offered in schools,

and to outline specific strategies for teachers to employ in order to engender the

positive attitudes their students wouId need in order 10 become more fluent and to use

their persona! knowledge as a base for school writi.~ To that end she encouraged

classroom practices such as persona! journal writing 10 stimnJate students.

In my own study l am interested in interactions between student and student,

teacher and student, parent and student, parent and teacher, and each of these indivi

duals with their society or culture. The leaming and teaching methods used and
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attitudes of those involved to language and leaming are also areas of interest and

focus. It is understood here that students have different views about their schools.

families, teachers and the language they use. Furlong (1984) better e.'qJlains this when

he ..rites:

Not all pupils "know" the same tlùngs about their school lives. They do not ail
fonn the same common sense judgements about their teachers or the curriculum:
they do not ail see other pupils in the same way. &cause of this. a study of
pupil experience of"knowledge" ofschoollife must begin by looking at the way
sorne pupils corne to share common petspecti'les. and how pupils influence each
other in \\bat they know. Inother words, we need a more detached understanding
of pupil intetaction. Oilly \Wen this process is Mly understood will it be
possible to go on to dccumcnt \\bat individuals or groups actua\ly know. (1984.
p. 145)

Like Emig, Furlong provides the groundwork for a more detailed study of pupil

knowledge. In a multilingual society like Zimbabwe, an understanding ofstudent

attitudes and knowledge is valuable to the researeher whose interest and focus is on

students' linguistic development

In my fieldwork 1usee! a number of methods: readings, observation, interviews

(struetured and unstIUctured), questionnaires, discussion, recordings, reports and

reviews of the relevant literature to seek opinions on language-leaming and education

in Zimbabwe from parents, students, teachers and many others directly and indirectly

involved with education.

In "Participant Observation with Pupils", Stephen BalI (1985) acknowledges and

encourages the role ofstudents in particular. The students' role as informants is

sometimes ignored in classroom researeh, he writes, adding:

This is not always deh"berate but Ullavoidable due to time constraints and
availability of infottnation about schoo1 settings and students in the principal's
office. (p. 18)

This limitation was soon realized during the severa! preliminary observations,

interviews and discussions 1had with different groups of people in the Minisny of

Education in Zimbabwe. The problem was then considered linguistic and cultural.
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Could it be lac!< of interest in the English language and culture? In orcier to address

these issues, 1sought infonnation through libraries, cIassrooms, and meetings.

1was also curious and keen to know how respondents defined and eategorized the

new Zimbabwean schools, English, and other leaming and teaching practices. Sorne

of the questions were short and direct: Did they want ta learn in EngJish? Why?

What were their attitudes to English, a fonner colonial language that placed their

mother tongues (Shona or Ndebele) in a lesser position in cIass? School headmasters,

principals, and teaehers often provided me with useful literature and documents that 1

borrowed, read, interpreted and incorporated into my data. 1attended sorne of their

staffmeetings. Based on one of the assurnptions 1 made that students' linguistic

performance in English is poor, 1conducted interviews for severa! purposes: to gain

background infonnation about the participants and their responsibilities as parents,

teachers, and students; to explore their beliefs, feelings and views about leaming in

English only; to know from them their expectations and hopes during and after school:

1also needed to confinn, compare or verify my own understanding ofthe problem 1

saw in leaming and teaching in English.

Interviews took place aImost everjWhere: offices, marketplaces, hotels, buses or

trains, workshops, cIassrooms, supermarkets, churches, homes and hospitaIs were

among the settings where there were students, parents or teachers. Interviews with

most headmasters were by appointment 1 found sorne ofthese most useful as they

included other key informants who enriched the discussion. Sorne interviews were

unstruetured and open-ended, with many points to discuss. Most ofthese were

cIarified and verified by others in the group. 1 made field notes during ail visits and

kept a research handbook (diary) in which 1 recorded my observations.

Guided by the research question "Ho~;1S EngJish taught and learned in Zim-
~\ .

babwe, and is this effective?" and the deslre to improve students' linguistic competence

and examination performance, 1 chose the Qualitative Research Method (used inter

changeably with the tenn Ethnography in this study). 1 selected thismethod in orcier

to avoid th~_~ ofstatïstical sampling procedu:es that neglect other important aspects
:-;..
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in the research setting. Ethnography is an infonnative inquixy partieularly into eultur:Jl

descriptions and interpretations of events. areas that fe:ltUre prominently in this work.

Zimbabwean school settings need an e.'\alt1ÎnatÏon of the "phenomenon" of culture

in order to develop meaningful ethnographie accounts of the "multilingual" settings to

which audiences and respondents belong. This research recognizes the primacy of

culture, and sees ethnographie inquixy as one of the methods in education research that

reflects upon issues associated with the search for understanding of culture. Qualita

tive research, rather than presuming that human environments are interactions that c:lI1

be held constant, manipulated, treated, scheduled, modified, or e.\1inguished. posits that

the most powerful way to understanding human beings and the social environments

they have created is to watch, ta1k, listen and participate with them in these environ

ments. Qualitative research focuses on a different way of knowing, one based on

e.'qleI'Îence, empathy, and involvement The qualitative pexspective would contend that

to understand any social program or social setting, one must describe and analyze, in

an ecologically valid manner, the values, behavior, settings, and interactions of the

participants. One must ask the question, "What is going on here?" which is at once

disarmingly simple, and incredillly complex. It is the answer to this question that

qualitative research addresses itself (Hammersley and Atkinson, 1983).

As a participant-observer myself; this infonnation was useful and the method had

many advantages, since in most situations the observer has no need of any prior

acquaintance with particular settings, students, class or teachers. Thus, throughout the

fieldwork research participant observation, interviews, questions, questionnaires, note

taiàng, tape recordings and memory were the data gathering techniques used. These

methods were used with a wide range ofsubjects and schoois, to allow comparative

analysis ofwhat different respondents said about leaming English. Throughout the

field work, using ethnograplüc methods, 1was able in most situations to capture the

sense ofsorne cultural settings and feedback from participants in the three Zimbab

wean languages (Shona, Ndebele, English) and get a basis for further leaming in terms

of the various cultural contexts.
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S.8. Merriam (1985) points out that:

...ethnography is distinguishable from other qualitative approaches not 50 much
by its methods as by the produet of research: "grounded theory" strategies
genernte theoreticaI frameworks ofhigh levels ofabstIaction: descriptive studies
of specifie individuaIs. programs. or policies report fuIly upon those "slices of
life". but ethnographies provide interpretations oflife in socioctùtural settings. (p.
204)

Woolcon 1985) con.+irms this \~1 he explains:

...ethnogr.;phy caIIs for more !han mere "chrolÙcling of particular events"; it
demands aIso "looking beneath !hem to understand how people cape \vith such
events and maximize or minimize the likelihood oftheir recurrence." And this
necessitates ethnographers' attention to "self-conscious reflection about the nature
of culture..." (p. 192)

The three Zimbabwean official l:mguages (Shona, Ndebele, English) and others

(Nyanja, Hindi, Arabic...) represent different ethnically diverse communities within the

country. One of the assumptions made in this stucly is that English-only as rneditnn of

instruction in schools occurs outside ofthe majority "cultural milieu". contributing to

students' poor linguistie performance and high failure rate.

In alI the different linguistie settings during the research wor!<, one of the aims

.was to discover people's petception and evaiuation of their education in English

experience, their customary way ofeategorizing the world around them and their

definitions ofwhat they understood was happening to them or among them. How did

they use English and how was it leamed, alongside other languages or alone, in

Zimbabw ?e.
'" ......-:::-- -

MllIphy (1979) is more specifie iri this regiii'd.,;'l.:::,che'Says:

Culture is a body of knowledge and tools by which we .3iiâpt to the physicaI
environment; it is a set of mIes by which we relate to each other, it is a
storehouse of knowledge, beliefs, and formuIae through which we try to
understand the lIlÙverse and man's pl~ in il. Culture not only tells us how we
sholÙd aet, but it aIso tells us wI1at we can expect of the other persan. (p. 23)

One is informed here ofhow "s~~cultural knowledge" shapes inhabitants'

perceptions and guides their behavior. This "cultural shape" was evident among

ditferent Zimbabwean ethnie groups even when they used the majority second
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language, English. to respond to questions. The need to emphasize commonplace

cultural events in order to consider and tmderstand social meanings behind cvents. as

well as me events memselves, makes it possible for one to recognize the interdepen

dent nature of al! cultural evcnts. They often reflect and contribute in me classroom

conte.xts me overall Zimbabwean cultural scene.. even when me omer languages are not

as dominant as English.

Analysis of the FieIdwork Smvey

The eÙ1nographic document, it is argued, must capture me sense of a cultural

setting and make it intelligible to readers from éii10mer setting. It must give me reader

a basis for leaming to operate in terms of me culture described. Within me Zimba

bwean context, 1 tried to assess my v'Mt wor!<, and that of omers, critically. Almough

at times 1engaged a "creative style" of eilinographic reporting, as sorne situations

demanded, reality of events in mese settings was never distorted. Field work notes

show clearly me efforts and enmusiasm of participants to communieate meanings

vividly, to demonstrate certain aspects, to engage in persona! reflection and interpreta

tion of what mey understoocl \VaS going on in English classrooms. The social,

political, linguistic and cultural environment of Zimbabwe was central in Ù1ÏS research.

and meaningfully expressed by mcst participants. (Appendices 1and II)

1consider coherent me points ofview 1developed, based on me research question

ofhow English is leamed and taugbt in Zimbabwean schools. People spoke from me

conditions that characterize meir nonnal life in Zimbabwe. Plain language that makes

information understandable was naturally usee!, as well as familiar English, Shona, or

Ndebele words that saved time.. (Appendices 1and II)

It is hoped that Ù1ÏS research is not only important, but neeessary, useful and

relevant to everyone interested in language leaming and teaching. As Hammersley

and Atkinson (1983) note:

What damages researeh is not the absence ofa truly "open" mind at its oUlset, but
me false presentation ofclassroom observ<1tÎons as "objective" data constituting
an independent test ofthe theory hicldell within!hem. Whatobservations will he
selected as significant, and how !beY will be interpreted, will vary widely
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according to the researcher's ?tiSjAlÏve. UlÙess!bat ?tiSjAlÏve is made
available for critieism and discussion. it is impossible to evaluate the usefulness
of the research. (p. 127)

These retn:irks suggest many approaches to the analysis of data of the fielclwork

research study. What is clear is the importance of close scnttiny, and an objective

critical analysis of this work by the parties involved. The participants had a great

effect on me and the work, and are part of the audience and readers of this work as

weil. The question is what effect will this work have on them as parents, teachers,

students and MinïstIy. 1was a learner among them, experieneing the same schocl

culture as experienced daily by students and teachers. 1was in the same raie in the

culture outside the schocl and classroom, lived by most parents, the students and other

particip~nts. As a participant-observer, 1 identified and shared with them in sorne of

the learning, teaching and parental supporting experiences. 1was not an expert to

make any judgmer:ts on what they knew, did or said As one using the qualitative

research method, 1was highly persona!ly involved, which results in "observer effect",

con."idered to he an L'1tegral part of the research setting, where the ethnographer is

often the plimaIy data-gathering instrument

In this study, however, while 1naturally held persona! heliefs and perceptions on

language, culture and learning, for example, the participants and their presence often

provided a sounder basis on which to generate theories, and then debate, generalize,

interpret and incotpOrate these into our ever-evolVÙJg experiences.

1oftcnCyerified participants' responses and meanings by comparing them with my

own. For example, in responses to why students fuil examinations (cause), and what

this did to students (effect), strong opirùons were expressed with great interaction of

participants during sorne of the meetings. (Appendices 1 and II)

Heath (l9S2) suggeslS that compariSon stu'dies are needed in order to generalize

ethnographic Conclusions from one setting-to another, but notes that ethnographies of

communities are not yet abundant enough to allow comparisons (pp. 42-44). She, like

other ethnographie researchers, focuses on the "human" aspects ofeach situation, and
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is concerned \'1ith the processes in'lolved in each indi\idual's persona! interpretation of

significance for that situation.

Ali Zimbabwcans are included in this researeh. whether or not they are fluent in

English. they are incorporated into the school system through either Parent-Teacher

Association (PTA), or through whatever language they speak. As such. in sorne :JreJS

such participants held positions at schools. e.g., SecretaI)' of the Building FlUld

Committee. Most important too was the recognition by the majority of people of the

crucial role of education in their lives and that of their children. These elements were

paramount in forming a very broad dialogue about students and education in Zim

babwe today.

During the research fieldwork and the process of collecting information, l read

Zimbabwe lv1inistry ofEducation Handbooks, reports, documents, and reviewed

textbooks written in the indigenous languages of Shona and Ndebele as weil as those

in English. l read many books on the histoty of Zimbabwe, its land, culture and

people. l read and analyzed syllabuses, and familiarized myself with the grading

system and administrative procedures goveming these.

ln transeribing such conversations and interviews notes, and by analysing and

synthesizing the content, l was able to discover key patterns or persona! meanings in

these contexts. ln sorne schools children of parents l had earlier spoken to confirmee!,

for example, the poverty in their homes and how they felt they did not get the s&me

kind of positive attention from sorne teachers, as children without these problerns. In

such cases, on-the-spot suggestions were made for school heads to intervene, identitY

and support poor children at risk of ed1.!.cation problems. l also reviewed and corn

pared notes and integrated study findings with my colleagues at different schools and

colleges, but especial1y with MIs. Cattaneo, who was Head of the English Department

at Belvedere Teachers' College in Harare.
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CHAPIERFOUR

ExpIorirg a~lOOm Experience:
Oassroom Instruction and Activities

This chapter offers a aitical observation and discussion of the dominant pedagogi

cal discomses about lea:ning English and teaching 1 found in the Zimbabwean

classroom. It asks how English is learned and taught in Zimbabwean seconclaIy

schools. It asks finther how effective this teaching is. Specifically, this chapter begins

with a description and analysis of four classes that were selected to lùghlight how the

comrmmication skills of listening, speaking, reading :l.'1d writbg, as required by the

syllabus, are taught This descriptive analysis serves as a springboard to an in-depth

discussion ofteaching methods as weil as students' leaming patterns in Zimbabwe. 1

also refur to and draw on observations made in many other classes during this research

study, as weil as to other research literature to develop my arguments.

1sought here to make connections about schools, classrooms, and leaming

e:<periences in Zimbabwe, where each year many students fail to achieve passing

grades after four years of seconclaIy education. The lùgh failure rate can be attributed,

at least in part, to the policy ofEnglish as the cnIy medium of instruction in a multi

lingual society in which the incligenous languages have a lesser status in the class

roorns where the majority ofstudents are second language speakers ofEnglish.

Teachers in particular are seen here as not always successful in making things

work or in improving linguistic competency in their students. A substantial number of

Zimbabwean students underfimction in the educational system beamse of language

problems, language depr:ivation, educational disadvantage and difficulties with English

in particular. These language problerns hamper leaming in secondary schools.

After four years of seconclaIy education, these students' attainments are low and

most ofthem are not able to remai:l in the school system becallse they cannot meet

either the demands or the costs of education. They are also later on unable to perfonn
~
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crucial fimctions such as thase involving language at work. These students' disadv:ln

rages are linked tO the language deprivaIion they suffer as children at home.. to the

COtmtxy's cultural differences, and to the quality of the pl'Ùna1)' and secondary schools

they attend. The concepts of deprivation.. disadvantage. and cultural differences,

however, are all complex and controversial.

Throughout my study, 1 adopted a holistic view of linguistic development. a view

that considers human beings in the completeness of their culture and tradition.. in all

dimensions: religiolls, social, political, and economic, as weIl as edueatiùnal. 1saw

then and still believe that promoting this integral development is an essential part of

English instruction in schools, but only when edUcatOlS recognize the specific role

indigenOllS languages play in the classroom.

When 1started this research work in 1990, howevcr, 1had various assumptions of

my own about English as a foreign language and the foreign culture attaehed to it

(through books). My intention was then to propose to the Ministry of Education

mother-tongue instruction in secondary schools. My intention Changed after many

school visits and many interviews in which parents, teachers, and students speke their

minds on why English-only instruction is not in itselfa probletn in the Zimbabwean

education system. In filet, students and parents thetnselves clarified this. They all echo

the govetnment policy of reconciliation after the war of independence in 1980, and

state that English, which in general terms is really used most in the urban business and

'modern' sector ofthe society, is a lingua franca between and among speakers of

different languages. It is intended, they pointed out, to promote national tmity. Its use,

however, outside schools in rural areas in particular, is not frequent

Daily life in rural areas and high-density suburbs is marked by use ofthe indige

nous language that corresponds to the ethnic commtmity of residence (Mashonaland or

Matabeleland, Harare or Bulawayo, and sc on). 7imbabweans, like other Afiican

people in Africa, do not nonnally sever ties with their rural home communities or its

languages when they leave te work in cities or distant mines or fanns. Yet most

people who were interviewed supported the govetnment for making English the

medium of instruction and also for making Shona and Ndebele official languages. )
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had assumed people in rural areas were ignorant of the implications of English-only

instruction in schools and did not fully understand what 1thought were cultural

disadvantages to thernselves and their children.

Responses in the stucly (see Appendices 1and II) show clearly that most parents in

Zimbabwe understand and appreciate the raIe ofEnglish in the multilingual settings of

the school and society. 1 then began to discover, through interviews and less formaI

discussions in schools, villages and homes, that school life experiences of teachers and

students were different from what 1had believed was happening, based on my Oml

teaching experience and wor!< for the Ministry ofEducation. 1 found, for instance,

, that the social reIationslüps among the students were a1ready weIl established. This of

course did not mean that all was perfect and stable, only that there were no problems

that schools did not handle. What was obvious wc~ social class te: ',ions among sorne

students. In sorne ofthe responses to questions on discriminatory practices, the

attitudes ofcertain teachers, parents and students were ambiguous or wavering. But 1

was happy that their attitudes towards ethnie or racial groups were very clearly

articulated, directly addressed or challenged. People were given the chance to question

thernselves, their lüstory, political ideologies, religion or beliefs a.J,out their identities

within schooling, fanùlies or the immediate social environment

Sorne expatriate teachers whom 1 interviewed explained that teaching which

addressed identity and racial confliet was for them risky and uncomfortable. They

believed their Oml identity and that of their students was weIl understood in Zim

babwe. Many ofthem agreed that, in this African context,some English textbooks are

not particularly helpful for understanding and discussing the lives of people whose

histories and cultures are distinct and sometimes totally unrelated te those lives in the

textbook. This made me realize that people in Zimbabwe, like elsewhere in the world

today, want to address their Oml problems. Cultural knov.ledge is everywhere in,
-'

Zimbabwe, but is not always seen te be a part ofo..l1o~ peop1e interpret the world and

their place in it English classrooms in particular seen ,te operate on a view of culture

as something outside ofAfrican students' ordinary lives~
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The four classes selected as examples of how the various skills of English are

raught and leamt in Zimbabwe Secondary Schools are identified in the follo\\ing ch:lrt:

Oass
# ofStu- Age in Lesson ObselVed T}'PC of School Area of Rfsi-

deDIs ye:us dcnce

Listening corn- Conunercial

FermI 42 11-13 prehension and A Govemment farming 1

vocabulary nùne school mining
community

Oracy 1speaking Govemment
ln communalFormlI 28 12-15 discussion and boarding and clay
(rur:ù)=reports on Trip school

Formm 32 14-16 Reading and writ- Govemment clay Urban high
ingaetivities school density area

FormIV 18 15-17 Writing on teacher Private school: In low density
assigned topies clay and boarding suburb

The Zirnbabwean llmior Certifieate syllabus recommends the commlmieative

approach to teaching English (1992, p.l; 2.1) in Forms l and II. The General

Certifieate ofEducation CO'level) classes (Ferms mand IV) conform mostly to the

University of Cambridge Local Examinations Syndieate (f;'-CLES). The '0' level

syl1abus emphasizes too that language learning incorporate Zimbabwean social,

econotnic, poi!tical, scientific and technological experiences and reflect national nœds

in these areas (!992, p. 2; 2.1). In practice however, the study found different

intetplet3tÏcr..s-not a1ways reflecting the syl1abus.
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I.istening Skill FOnll 1

In tlüs FOnll 1c1ass of42 students a teacher read listening comprehension

passages from two differ:nt texts in a c1ear, very loud and articulate voice. She

prepare<! the c1ass by telling the students to "remember ooly the highlights or facts"

from the passage. Students sat stil~ quietly loo1àng and listening as she read to them.

Most of these students were between the ages ofeleven and thirteen.

The reading rime was immediately foUowed by questions on the passages. These

questions, which 1was allowed to read in the teacher's lesson plan, were asked and

answered orally. Although there were pauses between her reading of each passage and

questions she asked later, there was not much rime for retlection or recall. Students

gave oral answers ooly as requested, and most questions were answered correctIy.

Teacher comments were quick and brief. "good", "yes", "correct", "say that again",

"right", "not quite", etc. The reading and listening procedures were repeated for the

rest of the passages. Students responded routinely in the same manner, and there was .

little variation in the procedure, bath on the part of the teacher and the students them

selves. The teacher commented that:

.•.the lesson went on as planned and students·-\\= very well-behaved and did
very well...

Students did not read. There was a shortage of textbooks, and ooly the teacher

could read ,,-.eU and c1early enough for ail 42 students to hear and understand. The

lesson was a double period, that is, 1 hour and 20 minutes. In tlüs lesson students did

the foUowing: listened te the teacher read; answered questions; and asked the teacher

sorne questions. The ritle, author or pages from which the passages came were not

given or written on the cha1kboard. Questions written bY the teacher on the chalkbo

ard were read out by her to students, who answeredthem orally.

Questions which students asked on ward meanings were directed to the teacher,

who alone answered them. Students rarely tumed to each other in consultation or for

@~1hing else. A few students who shouted out correct answers out of tum, however,

were not ignored or reprimanded but praised for the correct answers, with again,

"good" and so on. According te the teacher tlüs was "a good and suceessful lesson!'.
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To set the above class in conte:\'t. it is necessary here to e.'\llIl1Ù1e the Zimb:Jbwe

Junior Certifieate English Syllabus. which guides English instruction in Zimbabwe.

The objectives for the seven years of primary schooI. as spelled out in the Primary

Enclish Svllabuses.. have been revised after intensive consultation with the school- .
districts. The terminal nature of the objectives bas been removed. This me:ms.. in

effect, that the Primary English Syllabuses seek to lay the toundation lor the Zim

babwe Junior Certifieate (ZJe) English Syllabus, which in tum prepares students lor

the 'a leveI. The various parts of the National English Panel. including the Curriculum

Development Unit and the Examinations Branch, have worked jointly on the produc

tion of the ZJC Syllabus (Ministry of Education, Ene1isb ZJC Syllabus. 1992. p. 1).

With regards to listening and comprehension, the Syllabus (p. 4) states:

Listening differs from hearing; it requires effort and involves comprehension and
interpretation ofwhat is being saie!. Pupils should be able to:

a) listen anentively for information.

b) listen with discrimination and distinguish between generaI taPies and

specific detaiI.

c) answer factual, intetpretive and evaluative questions based on what they

have listened 10.

d) follow instructions and directions.

e) understand messages, announcements and explanations..

f) listen critically.

In order to assist her students, the Form 1 tcacher whom 1observed broke down

her task, as required by the Syllabus, into subskills when she saie!, "Class, please listen

carefully", ''Pick out the main ideas", etc. These subskills were then practised as one

or !Wo individuaI skiI1s, in relative isolation from the rest. This approach would

appear 10 disregard Vygotsky's (1978) claim that these skills (~! is, total thinking,

listening, speaking, reading and writing) are interrelated, and that collaborative

interaction with experts, that is, adults and peers, 10 help the learner reach higher

levels of understanding and performance, is important

6·1
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In this class, the teacher was well-prepared and condueted a teacher-directed class.

Students aimed for success in comprehension. They were not encouraged to take

risks, or ta vary their manner of response to questions. Rather. they just clid \\bat they

were told The teacher clid not arouse students' curiosity enough or give them a sense

ofsuccess, or to challenge them or to make them feel they were in control of their

activity. As such, language in this class was not a means by which students~

sented their experience (Moffett, 1968; Britten, 1970) to themselves and others. From

this pe!spa.1ive, the Form 1 class was disadvantaged and the teaching style revealed a

language practice that was identified during this research as one of the key factors

contributing to the problems of many students as a dominated and 50metimes

oppressed classroom group.

The students, who had becn in Form 1for only five months, already spoke of

being "not good in reading", "1 2.'11 trying bard..". There was aIso an obvious

preoccupation with the acquisition ofnew facts, textual facts, from bath the teacher

and students. . -

.••without textbooks we shaH not caver the syllabus.•• (teaeher)

The teacher operated under many constraints: classroom routines, depai1ment

schedules and deadlines she had to meet. While she was aware ofthe "revoluti0ll31Y

approach" in langua,.oe education practices that offered equal access ta ail students

through focus on the inclividual and on seJf,.growth (Bames et al., 1971; Dixon, 1967;

Graves, 1983) and other such philosophies and trends, she applied the principles in

ways that inadequately involved students in meaningfullanguage use and leaming.

According ta these new language education practices, in the "good" classroom,

language leaming is perceived as natural, persona!, inclividual, spontaneous, truthful,

involved, emotiona!, and reaI, whereas in the "bad" classroom, language is associated

~~~~na!,~~~~~~~and~~~

(Gilbert, 1989). However, such pedagogical theories very much depend upon teachers'

own intetptetations. And 50 students in this listening comprehension class were rarely

asked for their opinions or for what they tbouebt ofthe comprehension passages or
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type of language, length and purpose. They \vere not asked to use language in any

spontaneous tàshion.

According to Donald Murray (1978), successfuI language leaming in ail

communication skiIls is about finding a "personal voice". Sames (1971) advises

teachers to listen for individual "voices", and sn:dents are advised to write what they

think in their natural "voices" (Gilbert, 1989). These "personal grovvth" and "process

approaches" to leaming EngIish through communication skiIls are advocated in the

ZJC SyIlabus. However, they do not seem to be weIl accommodated in lesson plans

or-!eaming activities. Instead, language (EngIish), the "naturaI tool", and flow of day

to-day existence, is regarded as a "very serious examination subject, in which formai

and language structures will prepare Foon 1students weIl, help thern know English

and pass it" (Appendix 11)

Although Foon 1was active and keen to leam, students adopted a passive,

subnùssive and docile leaming stance. Observations here revea1 broad teacher/ social

patterns ofcontrol and domination in the teaching ofEnglish.

Carl Rogers (1983), in answering the questions, What is leaming? and What is

good English? in his book Freedom ta I@m for the 80s. says:

1want to ta1k about leaming. But not the lifeless, sterile, futile, quickly forgoiten
stuff tbat is crammed into the minci of the poor helpless individual lied into bis
seat by ironclad bonds ofcomormity. 1am ta1king about leaming. the insatiable
curiosity tbat drives the adolescent to absorb everything sheIhe can see or hear or
read about gasoline engines in order to improve the efficiency and speed ofbis
"cruiser". (p. 18)

Carl Rogers is here rejecting a traditional view of leaming and teaching language.

This traditional view focuses on what is to be taught, or what has been taught It is •

concemed with produet or results. It is the dominant vil;\\! in Zimbabwean language

cIassrooms. Even though some teachers ask the question, "What do students do when

they leam?", which considers the process of leaming in Zimbabwe, they still, to ail

intents and pmposes, operate in the product mode of leaming.
"
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Traditional views ofknowledge are quantitative (many facts are known) and

reproductive (to know means to be able te give back, or calI up memorized material).

Such views are deeply rooted and widespread in Zimbabwean education and language

classrooms such as the class observed. Quantitative and reproductive views of

knowledge entai! methods of teaching ùmt emphasize memorization and testing.

Teaching and tests emphasize certain types ofknowledge. Rewards, marks, and grades

are given for relatively simple performances, like the reproduction ofmemorized

factual materiaI. or the execution of memorized procedures in mathematics. There is

little emphasis on deeper understandings which are harder and more time-consuming

to measure.

Many teachers ofEnglish genuinely and sincerely wanted their students to think

broadly and deeply, but their methods ofteaching and assessment conveyed different

messages and encouraged the acquisition of detailed facts. Students are not slow to

hear the message, and to engage in the behaviOIS that pay off in good grades. This

Forro 1class is no exception.

ÛI3l:ylSpeakiDg Fonn n
The Forro il class which 1observed focused on oral commUIÙcation OO11s. The

ZJC Syllabus (1992) outlines sorne of its objectives for oral commUIÙcation (speaking)

as follows:

a) Expressjn" jdeas oraJly. Pupils should be able te commUIÙeate their ideas clearly,

accurately, conciseîY, and fluently through such activities as:

desmbing simple processes associated with activities within their
environment;

group work: interviewing, raIe playing, dramatizing, choral speaking and
poetIy reading;

action chains: desmbing activities in a logical sequence.

b) !lsefu) conversation skjUs. Pupils should he able to:
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display ease and courtesy in social interactions such as: introductions.
greetings. invitations. requests. congranùations. expressions of appreciation
and regret, apologies and answering me telephone.

speak in me appropriate register in fonnal and semi-fonnal situations (such as
at offices,. banks, me post office, hospita1s and c1inics. me police sl3tion and
shops) as opposed to me register used in infonnal situations with friends.
relatives and acquaintances.

develop language awareness and a more informed knowledge about leaming
how to leam in order to foster intelligent participation and, mus, develop
greater self-reliance as language leamers.

What is emphasized in the speaking skill is language structure and use. Leaming

English or any language involves knowing structure and me appropriate uses for

var.ous forms ofthe language (e.g., "ease and courtesy..." as outlined in me Syllabus).

Both structure and use are governed by rules, sorne of mem strict ones. However,

most of such rules are not consciously known by native speakers of a language.

Native speakers do not or indeed cannot articulate me knowledge that governs meir

language production and use (Chafe & Danielewicz, 1987; Finegan & Bensier. 1989;

and Finocchiaro, 1974).

This information is important for Zimbabwe English teachers to know because it

affects me majority of African students, whose momer tongue is not English. Bom

students and teachers would men he assisted to fecus "initially on me notion that

human language exists primarily as an oral phenomenon." (La.,guage and Develop

ment: The St Lucian Context, 1981). Zimbabwe, like most African societies, did not

have writing systems in me past, as Western nations had, for meir own languages. It

should he stressed, however, that the absence ofa writing system for Zimbabwe and

omer African countries is not a contradiction or an unfortunate event in its language

status or history. It is simply an indication of me use made of me language over a

period oftime and the social situation in which me speakers ofthe language (Shona

and Ndebele) have found themselves over a number of centuries. Skills known and

still identifiable among sorne speakers ofmese languages could he part of the oral

lesson as one of many ways to interptet the syllabus..This w0uld encourage among
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students in English classrooms greater language awareness and a more infonned

knowledge about learning how to learn in order to foster inteIligent participation and,

thus, develop greater se1f-reliaace as language learners. This was not observed in the

Forro II speaking class.

This Fonn II class was being taught by a teacher with many years of experience.

This class of 28 students had recently rennned from a trip, \\hich was the subject of

discussion. There was a lot of excitement in this hour and twenty-minute long class

(double period). The teacher organized the class as follows: Group 1 reports to class

about Day One of the trip; Group 2 takes notes to prepare questions \\hich will be

asked 131er, the rest of the class will comment on the report and the trip.

Instructions for students were given orally and 131er \Witten on the chalkboard.

Students listened attentively to the report by Group 1. Group 2, who had been taking

notes, were ready to talk and share their observations with the rest of the class. AIl

eighi:students in this group wanted to say or add something. However, \\hile they

speke weIl in English, a few ofthem kept sv.itching to and from Ndebele. The

teacher reminded them this was an English class and mat they were to speak in

English only. The Fonn II class was not discouraged by the teachet's interventions,

and continued to switch from one language to the other (code-switching). The tcacher

was accommodating and flexible, and sometimes withheld discouraging remarks. O.S.

Gxilishe (1989) cites linguists Javier and Marcos and their defuùtion of

code-switching:

...a case in v.iûch a linguistic processing of information in one language (e.g.,
sernantic, phonemic) is shifted into a comparable linguistic processing in another
language. Code-switching is a shifting from one language to another language 31
the lexical. phonemic, semantic or grammaticaileveL..(p. 94)

Gxilishe says that sorne speakers switch languages in order te express or assert

expertise and knowledgeability, either about an issue or when giving judgement or

opinion. In fluent code-switching, she adds, no new stnJetures are created. Citing

studies done by Bloomand~ (1972), she points out mat this strategy ofcode

switching is used within lntta-group relations, (i.e., within the same ethnic or social
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group) to affirrn group membership and identity. Gxilishe refers to stil: other studies

that show that fur from being a form of anomalous behavior. recourse to code-S\\itch

ing is evidence of bilingual competence on linguistic as weil as social levels. Code

S\vitching then, rather !han representing deviant behavior. is aetuaIly a suggestive

indicator of bilingual competence.

Andrew Morrison (1989) quotes Ngara (1987) as having indicated that:

...although with a limited sample of adolescent leamers. there is a r:mge of
structures whichare transferred into Eng1ish byLI Shena speakers. McGinley bas
e.xamined scripts from one first year university course and found that there is a
considerably lower rate of transfer of these same structures into English.

This information provides sorne evidence that certain linguistic practices by

Zimbabwean students need to be bener understood, and not sirnply corrected as defects

arising from insufficient knowledge ofcourse content or material in the Form II class.

In most work 'Millen by these Form II students, as weIl as that by many others of the

same level in different schools, English was the only language used.

Speech or oral work was popular and liked by many students, perllaps because the

emphasis is removed from correct grammar and pronunciation. For example, students

enjoyed debates and performed weIl in them. Teachers, however, often punetured the

students' pleasure with comments like these: "Remember you are still weak in compo

sition", or "Ifyou did as weIl in spelling as you do in debate.••"

This tendency to remind students not of what they do weIl, but rather of what

they do poorly in, seerns to be repeated at higher levels of education as weil For

example, Bessie Stephenson (1992) ofthe University of Zimbabwe ~.ys:

Studentscomingto '(J level orsecondaryschools are familiar with the specialized .
Eng1ish vocabulilry a."ld discourse features of their school subjects. ln addition,
school enttance requirements are high, being similar to thase for British
universities...They have considerable exposure to English and satisfy school
requirements at most levels. However, they still need more instruction inEnglish.
Although they are fluent, many students are not equipped to handle the higher
level skills required by academic disciplines. (p.S)
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Nomsa Masuku (1992) believes, as most linguists, psychologists and language

th:orists do, that language is not only an abstract structure, but in practice, language is

socially construeted, produces change and is changed in hurnan life, in or outside the

classroom (p.60). Masuku is of the opinion that. and indeed takes the position that

African languages can enhance an effective development of language leaming, self

confidence, resourcefulness and innovativeness in English classrooms, as part of

leaming, even when Eng1ish is the medium of instruction. This view provides another

perspective for the Form II teacher's worry about what she listed as one of the

student's "bad habits" ofsometimes speaking in Ndebele in an Eng1ish class.

Reading Skill Fonn m
The General Certifieate ofEdueation Syllabus (1991) outlines its objectives

regarding reading skills as fol1ows (3.2, p. 2): To develop reading abilities and skil1s

that:.

are useful for everyday life e.g., reading instructions, newspapers, reports;

are essential for reading books on varlous subjects across the curriculum,
including appLOpriate techniques for intensive and extensive reading, e.g.,
skimming, scanning;

will motivate pupils to develop a lifelong reading habit for enjoyment and
knowledge.

In the Form mclass observed, sorne textbooks followed the traditiona1

tmchanging format for the reading lesson: have a text for each student, read it "slowly

and carefu11y", and then answer questions. Students were motivated, and reading

techniques to develop ski1ls in reading for inference, literai tmderstanding and intetpre

tation were well integrated into the varlous activities in which students participated.

Assigned group reading tasks involved, for example, intetpLetation of passages by stu

dents, in pairs or inclividual1y.. .
Students were involved in the worle. While they clid not choose the reading

rnaterial, the teacher explained to me that. she made the choice for them in several

ways, depending upon the theme or purpose for a given assignment The students told

il



•

•

me sometimes they were responsible for bringing in pieces of books they ,vantOO to

read and cited sorne Zirnbabwean authors whose works are in English. Shona or

Ndebele, (e.g. Solomon Mutswairo, Charles Mungoslù and others) The teacher. still.

brought in someilines text sets which she said enhanced the student's ability and

cncouraged them to find connections between and among te:<t passages as e.xpectOO of

them, and required by the syllabus.

While rime was providOO to students for asking questions, and even carrying on

infonnal discussions, stuclents carriOO no response exercise books. The te:u:her was a

focal point for guidance in reading and discussion.

In tI.n11, her verbal advice or input came in as a natural process of supporting

students' guidOO discussion on topics or themes assigned. At one time 1joinOO one

group and askOO them about the structure of the passages they were reading and the

ùnpact this hall on the ideas we were debating. Sorne students found this interesting,

and this 100 on te talking about formats, reading between the lines and so on. What

students did generally in this class with their teacher reflected thought, anticipation

and levels ofstruggle with the written word. Others still conoentrated on fluency,

good pronounciation and being clear. The teacher was cie&" on the pUIpOSe ofher

exercises and believOO the students gained a lot from the activity.

In this class, although the teacher in most classroom contexts offered students

reading material such as Charles Dickens, D.H. Lawrence, and Ngugi Was Thiong,

students themselves did not choose from this body of literature. The teacher read

aloud a lot, as did sorne students-but with few suggestions on how to irr:prove this.

Robert E. Probst (1994) emphasizes the fact that learning occurs when we rnake

connections te our own experïences.

One ofthe main reasons why in sorne ways, the reading in this class was not as

challenging and exciting was that the activity as planned by the teacher, did not take

into consideration the backgrounds ofthe students. There was an assumption that

students wanted to read because ofthe knowledge and meaning they gained from it

Yet reading and writing (which was not used as a follow up) involve special cha1-'
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lenges to students. just like other skiIls; hence the need for choice or students' persona!

opinions as feedback on the reading rnaterial.

Whenever appropriate.. choice involves taekling more sophistieated and

challenging te.xts in the classroom. by thase ready to do so. This choice strengthens

the community of leamers by bringing them together to share ideas and rnaterials.

The students take ownership because they are empowered to enhance the leaming of

others as weIl as thernselves through this exchange. Allister Cumrnïng, (1994) points

out that a successful English teacher is constantly involved in the process of needs

assessment, working out aspects of the English language thai: ieamers know and do not

know already (p. 677).

This information is important in helping a teacher make sorne decisions. Such

decisions, in consultation wim the students, are likely to motivate, encoUIage and

stimulate students leaming interest and participation in ail the communication skiIls.

In sorne schools the lack of adequate reading rnaterials and textbooks createdwhat

many teachers said were "serious problems" for me development of reading skills.

However, many teachers were innovative in creating materials, making use of

available resources, and even adapting the rnaterials on hand for a variety of purposes.

Writing Skill Fonn IV

Writing was very important in a Form IV class seen in Harare. It was a110tted a

large portion of class time. There wére, on teachers' notes and timetables, varieties of

writing listed: paragraphs, essays,"compositions, and creativi~ writing.. Examples ofme
~.

type of writing that students were often asked to produce included descriptions of a

step-by-step process (e..g., how to repair a bicycle flat tire), descriptions ora person or

Ù1ïng (e..g., living in the city and living in the country), explanations of causes or

descriptions of effects (e.g., of drought), descriptions of sorne event or circumstance

(e.g., a house on tire, being in the orchard a1one), and so on. Students observed in

these writing activities used mostIy fa..-;s, statistics even, as weil as persona! observa

tions and e..xperiences to achieve the purpose of their work.This was an examination
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c1ass, to take the '0 level e:<aminations that year (1987). The '0 level syllabus for

candidates in Zimbabwe English L3nguage (Il??) and the sy1labus tor Literature in

English (2013) both out1ine writing skills as f01l0ws:

At the '0 level e:<amination candidate should he able to \\TÏte:

a) a continuous narrative, an argument and a piece of descriptive or infonnative
\mting, e.g. of a process, of a character. of a scene. of an event;

b) lener, both fonnal and infonnal, and a report from notes. diagrams. statistical
data, pietures;

c) in style and regis!er appropriate to the subject matter, displaying a range of
vocabulary and idiotllS appropriate to that subject matter;

d) make general points and e:<empli1Y them;

e) organize their work satisfactorily into paragraphs and show a sense of
cohesion/coherence within paragraphs;

f) show awareness of discourse markers e.g. however, moreover, on the other
hand, firstly, thus;

g) write with grammatical accuracy, spe1l accurately and punetuate their work
correctly. In particu1ar, in punctuatiOll, they should he able to mark sentence
boundaries and direct speech.

This syllabus is developed on the British mode!. lt is therefore dependent on the

British norm, and the British standard model in Zimbabwe, encouraged and accepted

by the Zimbabwe lVlinistty ofEducation as the standard form. .".

Students in this particu1ar Forro N class in Harare, and in other writing classes

observa'., wrote for many different puzposes and in many different fomlS, but mostly

fonnal. FOr most teachers, teaching writing is a central aspect of their teaching

responsibilities. This is especially tIlle for e:<amination classes lit the '0 leve!.

Teachers whom 1 observed had very clearly laid out procedures for rnaking outIines

and composing, but these were mostly for "transaetional or expository writing".

Teachers revea1ed an awareness that not aIl writing in Forro N needed to he

fonnal, but they emphasized the need for their fonnal approach to writing because of

e:<amination requirements their students had te meel As such there was not much
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student persona! writing (letters, postcards, joumals, mernes, short stories or poems)

but numerous follow-ups ta prescriptions praposed by composition texts and composi

tion teaehers. These were based less on aetuaI data about how people compose, and

more on old examination question papers.

Research on writing processes and strategies, carried out by Emig (1971), and

Flower and Hayes (1981), for example, examines what happens and wbat people do

when they compose. Flower and Hayes (1981) produced an influential model of

composing based on generating ideas, planning, composing, revising and editing.

Flower and Hayes helieve that for students to become praticient writers they need to

leam how to engage in the lènds of processes that expert writers use. Students need

to leam how to find tapics to write about and real pUIpOSes for writing. However,

students in this Fertn IV writing class were given most topics by the teacher, sa many

wrote on the same tapie. There was not much choioe of topies. This is a traditiona!

approach to teaching and leaming writing, which Emig (1981) has compared ta a

newer, process-oriented approach. The comparison is as follows:

'Ii3ditional approach Ploœss-oriented approach

Writing is a product to he evaluated. Writing is a process that results la a
produet to he sharec1 with an audience.

There is one prooess for writing. Writing processes differ for different
writers, tapies, and lènds of writing.

Writing is taught rather than leamed. Writing is leamed rather than taught

Writers must he taught to write sentences Writers leam best from attempting wholebefore paragraphs, and paragraphs before pieoes.whole pieoes.

The process ofwriting is conscious. The writer often engages in unconscious
processes.

/

The process is linear: plan cornes before Writing processes are not linear but
/ '

, 'writing; revision follows the first draft. recursive; planning and revision can
c occur at any point

"

Writing is a silent, salitary aetiVity. Writers may benetit from collaborating
with others.
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In each of the selectOO groups of classes (Fonn l - IV). this study fOtmd teachers

still teaching in the traditional manner. although aware of writing process approaches.

Process here is understood to involve. in addition to the outline already given.

exploration through language. It involves discussion and revision. u..">d an

understanding ofhow parts are eventually relatoo to the whole. Process values the

contribution of ail the learners and makes every member of the group responsible for

the learning experience. The teaeher's raie is to make this possible. This would not

seem to be happening much, ifone is to judge, for instance. from some htuniliating.

discouraging and sometiraes unneœssary comments made by some teachers: "Stop

talking and listen", "Just write", ''Think for yourself", "That's a wrong answer", "1

know reading is difliClÙt for you"'"

Still, even under these insensitive and hostile cLrcumstances, students still

performOO weil. Unfortunately some students in this Fonn IV writing class in. particu

lar believOO they were very bad writers who were neiilier going to improve or pass 'O·

levels, and said sorne teachers had already told them so.

In the Forro IV double-Iesson class there was little "topie <&cussion" before

writing, and students did little reflection on their ideas individua11y or in pairs!groups;

nor were they seen to explore them through discussion or brainstorming on paper.

Instead, students workOO from the teacher's topie list on the board, from the words she

gave them, and followed instructions promptly and carefully. Students were mostly

being taught how to write, without learning writing for themselves. As alrea&f

indieated, a pn;cess-centred approach to writing infonnOO by recent research is very

different It requires teaehers to provide an environment that facilitates learning ID

order to help students become skilful writers.

SIIIDDIlIIY of O$slOOm Activities and Skills Taugbt Fol1lJS I-lV

l undertook this study becallse l wantOO to know more about language leaming

and teaching in Zimbabwean secondary schools. l fotmd out during the research that

while sorne students and sorne parents were optimistie about and happy with teachers'
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work in rnany c1assrooms, many students were then, and now, Wlderachieving (Allen,

1986 and Mackenzie, 1988).

There were also signs, through interviews held with students, parents and teachers,

that sorne students feII below the level ofcompetence they had attained in primary

school. Sorne secondary-school students were unhappy, while they had felt the

opposite in prirnary schools (Marikopo SchooI, Appendices). l and many other people

see this as a resuIt of the change students make after Grade 7 when they leave for new

secondary schooIs, sornetimes very far aW<rj frorn their homes and familiar environ

rnents. RuraI school students who get placed either in mission, private or urban city

schools are affected most by such changes at the beginning of each new school year.

Parents here believe such new schooIs, regardless ofdistance, are the best for their

children, especiaIly in view ofthe competitive '0 level examinations that later

determine their academic future in society. There appears to be a general attitude that

things are "better there !han here", an attitude that poses real problems and needs

investigation.

Form l students observed doing listening comprehension work were aIready being

prepared for the ZJC exam like everybody else, native or non-native speakers of

English. These students' linguistic and cultural backgroWlds were not used adequately

in this roral farming community. Their teacher came from a totally different socio

economic background and did not even speak the students' indigenous Malawian

language, Nyanja This is an area where most parents work on farms or in mines.

The school is acmally a mine school. Sorne of these students are the children of

migrant workers who came from Malawi, Zambia or Mozambique. Although they

speak Zimbabwean indigenous languages and EngIish, theirmother tongue is Nyanja,

and it was dominant in the school groWlds and the compoWld not far away from the

school.

Based on the students' behavior when l entered the c1assroom with a student

teacher:. and later whei1 the teacher foIIowed, one felt a gap between th~ students and

we the staff (language, power, culture) in this c1ass. This distance, or -i:nse of

. isolation from the students, was felt even more so after the usual greetings, in EngIish
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of course, and introductions. Although this Fonn 1c1ass looked happy, students were

quiet and shy. The students were very much aware of the linguistic and socia

economic differences among us. When spoken to before the c1ass, in groups or

individually, they hesitated, and starnrnered unnatura1ly, not only because sorne of us

were strangers, but strangers who spoke English weil and better than they. They were

afraid to make mistakes in English. Yet most ofthem wer~ aIready semi-fluent in

English, having had instruction in the language for five yean.. They had just "'TÏtten

and passed their Grade 7 (end of Primary School) e.'C3IIÛI1ations and passed in English.

The students had been in this c1ass with the same teacher for about six mOl1ths.

She was not supportive of their efforts, and made no mention of their Maiawian

culture and accents that in different ways influenced their English pronunciation. The

teacher controlled students at all stages and, at times, interrupted their speech in mid

sentence. At the same time, characteristics of African speech, more pronounced in

Malawian languages than Zimbabwean, such as gestures, pointings, hissings to clraw .

attention to themselves were discouraged along with any ungrammatical utterances.

This was just as we thought students were beginning to open up from the dead silence

that had earlier prevailed in the room.

Weedon (1987) speaks of language as not only an abstract structure but one

which, in practice, is soci.ally construeted, producing change, and change in hwnan

life:

Language is the place where actual and possible forms of consequences are
definecI and contested. Yet it is also the place where our sense of ourselves, our
subjectivity is consttueted. (p.21)

In this c1ass, the "sense ofself' was almost totally repressed. The language,

English, dominated. Like all other languages, Eng1ish among leamers invites indivi

dual and group struggles over meaning;~, and power to use it This struggle

takes on different fonns in different societies, communities, organizations and schools.

English, like allianguages, carries its perceptions, attitudes, values, and goals. It helps"
"-if teachers know that, through these perceptions, leamers and other users of the
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English language absorb certain attitudes and practiees that C3Il either discourage

linguistic development, or motivate and promote linguistic competence.

In the Forro 1class, the teaeher's expectations (unrealistic expe.::tations, from a

process perspective) made it difficult for SOJdents to learn the Iis-.ening skill meaning

fiùly. There were too many repetitiùns of words by students. Certain commands

("Again," "Clearly"....) were found tedious to the ear as SOJdents speke clearly and

were never in a position, or had the power, to ask the teaeher to repeat anything.

In the Forro II (speaking), Forro III (reading), and Forro IV (writing) classes, the

stress ofeach skill was on COITeCt usage ofEnglish (grammar) and in many situations

de-emphasized communication as we understand it from, for example, Alex McLeod

(1986) on "Critical Literaey" in which he says:

Being literate in the 19805 means having the power te use language-writing and
reading, speaking and Iistening-for our OMi purposes, as weil as those that the
institutiOIlS ofour society require of us. (p. S)

The content and format ofthe ZJC syllabus have changed since the days when it

was used te stream students for stringent selection for different programs. A new

English syllabus (1992), using the communicative appro3Ch, has been introduced at the

Primmy and SecondaIy levels, in particular at the first two years of seccindary school.

The communicative method emphasizes the use of the language in the classroom.

Students learn to use the language in discussing issues. However, across classroom

sections, discussions as required by the communicative approach, did not often center

on issues and themes relevant to SOJdents' interests and backgrounds, such as family,

friends, social and cultural events. The students' speaking practice was not always

imaginative or realistic, but formaI and directed. This did not help students learn ta

e.xpress themselves naturally, especially in Forros 1and II. This does not mean all

/.. formaI teaching of language should he abandoned; however, emphasis on grammatical-
accuracy sometimes discouraged and boredStudents.

Language competence extends beyond an understanding ofthe rules that govem

the English language and the appropriate use ofEnglish within Zimbabwe. Language

competence includes the abiliiy to say and write what one means, to hear what is said
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and v.tat is hidden; to defend one's point of vie'o~~ to argue. to persuade. to negotiate:

to create, to reflect, to invent; to e.'\-plore relationships-pcrsonaL structural. political: to

speak, read and write with confidence: to make one's voice heard: to read print and to

interpret it me..ningfiùly (National Education Crisis Committee. 1986/1987). L:mguage

competence thus defined includes undcrstanding of language as socially and historical

ly construeted, and therefore open to debate and further change.

The syllabus further states that "the language to he taught should he authentic and

relevant to what students need both in their other school subjeets and outside. such as

in vocational training." The emphasis of the syllabus on a communicative approach

requires then that language he related to real-life situations. Communicative language

teaching can take many foons, depending on the emphasis favoured by the teacher.

These include student-directed activities and multidisciplinary strategies in which

language learning is related to other subjeet areas such as geography or history.

However, the study observed teachers who still rely heavily on their own intuition and·

experience rather !han on any theory or philosophy of language. Such teachers are

reluetant to depart from the traditional format and thus make leaming English difficult

for students.

Ivan M Smith (1990) suggests a thorough e.xamination of the language situation

that exists in the Zimbabwean society.

This should include the purposes for which the various languages in that society
are used, as weil as the attitudes of the community tow.ud these languages.
(p. 141)

The fact ofthe matter is, says Fafimwa (1990):

....the African clüld's cognitive equilibrimn bas been disturbed and this abnonnal
situation(the gulfbetweenthcJIllditiona\, nonfonnal African system ofeducation
and the formal, Westem-oriented system of education) tends to retard the
cognitive process in termS of the anticipated Olltcomes of the Western fonns of
education. (p. 4)

In most classroom lessons observed, very little or no continuity was revealed

between the Afiican child's home experience and sc!'.-ool experience in the activitir.:5.

This situation no longer arises in some Western oountries where, in most cases, the
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• child's school experience is a continuation of herihis home experience and e:<posure.

The result in Zimbabwe can he summarized as a continuing decline in the degree of

proficiency in the required standard British English, as shovm in the success rates in

the examinations, in Chapter 2

Conclusion
On the basis of my observations, 1can say that the dominant method of English

language teaclùng focuses more on language itself and language structures (grammar)

!han on language as a taol ofthe student's "self'. Teachers obse!ved did not take into

account the sociolinguistic, cultural and economic aspects of students' background,

concerns and realities. Hymes (1979) argues:

We have to account for the fact !bat a normal child acquires knowledge of
sentences, not only as graIllIIlllt!caI, but aIso as appropriate. He or she acquires
competenoe as to v.ben to spt.olk, v.ben not, and as to v.flat engagement of
language in social life bas a positive, productive aspect. There are rules of use
without \\iüch the rules of grammar would he œeless. (p. 15)

Realizing "rules of use" by applying any modem linguistic theory to curriculum

and language progrmns is a difficult task if it does not include a nation's dominant

cultln'e and indigenous languages as vehicles of cultln'e and as forms of linguistic

reference in the classroom. The teachers' sensitivity and tmderstanding ofthe students'

diverse cultural backgrotmds and indigenous languages are the keys to building a

siiccessful English as a second language curriculum.

Alastair Pennycook (1989) quotes in bis study (Kothari, 1987; Nandy, 1983)

sociologists and philosophers ofeducation (K. Harris, 1979) and critical pedagogues

(Apple 1976; Giroux 1988; and Simon, 1984, 1987) as having argued, from their

different viewpoints, that knowledge is produced within a particular configuration of

social, cultural economic, political, and historical circumstances, which therefore

always bath ref1ect and help to (re)produce thase conditions. Furthermore, since ail

claims ta knowledge represent the interests ofcertain indivicfuaIs or groups, we must'

always see knowledge as interested.

• .-
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This research aims too. at creating a whole pietllre of the Zirnbabwean teachi.ng

and learning environment that reveals.. to a certain e.'\1ent. the intern:latedness of all the

component parts-horne, schooL and so on.

In order to implement therefore, bath the ZJe and 'a level syllabuses in schools.

there is a great need for an integrated approac:h to the developrnent and practice of

language skills based on the use of authentic materials and commwùcative tasks.

Empbasis should he put on all skills in every lesson. whether oracy is tested or not.

This could lead students to develop, in a more natural manner, early commwùcative

competence and a positive attitude toward reading and commwùcation in English.

In many classes, rnostly Form III and IV classes. 1observed teachers and students

tIying to do everything possible to relate reading and writing skills activities to the

students' interest. Assignments given illustrated efforts teachers made :0 include

students' interests in their school work. Among these teachers were the few who

willingly discussed mistakes they made in either lesson planning or presentation.

"Although they have studied English for many years (almost 14 years for sorne of

them), they still don't feel they speak well enough to express their thoughts," one

teacher explained.

There is need here to stimulate authentic and spontaneous commwùcation, artd

keep students actively engaged in English as weil as crediting them for the g90d

school work they do. This research saw then, and now, in Zimbabwe, the need for an

authentic environment in which to speak and leam English, the need for peer interac

tion and exposure ta natural commwùcation.

In Zimbabwe today, where the national school-leaving examinations play a large

role in determining the future ofmost sn:dents, exaznïnat;ons and tests continue ta he

recognized and approved by teachers and by parents. The Ministry of Education,

through its syllabus (e.g., 'a level), assumes the responsibility for determining what c :::

material is ta he mastered, and the teacher bas the responsibility for passing this

material on ta the students. 1 found that in such an environment, it is very difficult for

a teacher ta engage in "pedagogy" as defined by sorne of the Ministry ofEducation

. literature.
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...the burden of preparing students and tor t=hing so many hours :1 day. and to
so many large classes. reduces me to :1 St3te of nervous exhaustion and re:l11y
keeps me from fully appreciating classroom pleasures ofinteracting \\ith students
in some of the learning aetivities. (Teacher. 1985. Appendices 1and m

Another teacher told of how students aIways welcomed him wllnnly. but berore

long they saw that he was ail wound up and irritable.

...1 \\lIS so obsessed with lesson plans. notes anû so conoemed with organizing
and controlling every single event that occurred in the classroom that 1lo:."t touch
withreality. lost interest and real knowIedge ofwhether the students were aetu:l11y
learning the stulI. AlI 1had in my office and classroom tables were lesson plans.
exercise books and texlS. My face \\lIS most limes buried in my notes. Even
when an aetivity WllS going weil. 1worried about how long it WllS going to last
and wI1at 1WllS going to do next. (Appendix il)

Yet another said !bat, as a good teacher, she tries to prep= a perfect lesson and

to give "my stùdents a performance that could not go wrong."

It WllS observed that over-reliance on written plans and te.xtual notes eut teachers

off from the students and stifled the vital interaction a true learning environment must

have. Sorne teachers tried to adapt to other demands. One explained:

...1 try not aIways to stand in front of the class of 20-30 students. 1now realize
1COuid have fun with !hem, sittingdcv.n with!hemwhenever possible... children
very easily become excited and engaged, when classroom horizons are expanded
in meaningful \.ays... (Appendix 1and il)

Common among studerits in sorne class situations, however, are ridicule and

teasing from peers, who nùmic non-standard speech patterns. Many students, especiaI

ly those from low-income group or rural areas who have just arrived in sorne l'rivale

or urban schools, suffer for speaking English differently. Demeaning and discouraging

remarks by studentson other students ought to be investigated by teachers and

headmasters of the schools involved. However, not aIl the learning and teaching

problerns identified will he solved by parents, teachers, and students aIone. Ian

Pringle (1983) suggests that the answer is not to be sought in the psychology of

bilingualism. Instead, it should he sought in palitics. He adds:

The factors that create and maintain disadvantaged groups in:society have little
to do with l~guage, as such, for aIl theircomplexeffects on language. They have
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to do with power and with the maintenance of certain groups in positions of
privilege. (p. ~03)

What 1an Pringle discusses calls for greater awareness among policy makers in

Zimbabwe ofsocio-economic factotS !bat put sorne students in disadvantaged learning

situations in schools.

There is need for strOng ties between schools, parents, and me community.

Education, and especially in English-only, is today in vain if it continues to have littIe

support in me home or me immediate environment The research notes Ù1at me general

passivity ofparents and sorne teachers is related not only to a lack of proper ttaining

(teachers), involvement (parents), and education, but also to a significant tmwillingness

on me part ofme Ministty to entrust serious responsibilities, especially at the level of

policy and decision-making, to sorne parents. In tum. parents continue to blame

"recessions" and "unfair economic policies", and to judge and condemn political

leaders for most ofmm is wrong in school today. Unfortunately, Ù1is does not help

students who want me best out of home and school. This includes parents' desire Ù1at

meir children develop a positive self-identity, respect others as well as themselves, and

develop self-esteern, self-control, and self-discipline in leaming.

This chapter concludes !bat Zimbabwean language classrooms, as observed,

studied, and analyzed in Ù1is mesis wor!<, have the potential to provide secondary

school students with bath insights into the nature of leaming about themselves as well

as with the power mey need and deserve to share and use language for memselves,

.and to communiCa1e meaningfully in different multicultural settings, in and outside

school.
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Policy Inqiica1ions, Altemaiives and OpIions for Education in

Zimbabwe

This thesis argues the need fOl change and alternatives in three areas of education:

national policy (goals and objectives), curriculum development and c1assroom

methods. The present teaching methods and practices generally tend to e.xc1ude

indigenous languages, traditional ways of learning, and the contributions of parents,

students and teaehers. This study tries to interpret and better understand the responsi

bility of the schools to the students, parents, teachers, and the society at large. in such

a way that the diverse political, social, cultural and linguistie e.-.-periences are

sttengthened and used freely as resow-ces in learning and teaclùng English.

A look at a sample ofminutes of meetings at sorne schools in Zimbabwe, and

English departmental meetings (see Appendices), gives us an idea of the issues dis

cussed. In eight schools and !Wo colleges in rural and urban Matabeleland and

Mashonaland (&lvedere Teachers College, Marikopo School, Mpopoma Secondary

School, among others), meetings 1attended were concerned mostly with the following:

teachers' salaries

specifie areas of student weaknesses in English and other subjects: error
analysis in speaking, reading and writing.

timetabling: teaehers requesting more rime for their subject areas or complain
ing that English had too much rime

school uniforms and discipline

the MinistIy ofEducation policies and regulations: examinations, tests and
results. (Appendix m

As we cao see, none ofthese issues addre:ss effective teaclùng and learning

methods that centre on and emphasize leamers, their IOle and their worlel.
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People who speke in sorne meetings attended were aware of me raIe of ail me

languages usee! in Zimbabwe, me schooIs' respect for and loyaIty to British institutions

and omer Western academie standards, and me "importance of EngIish". However,

what me meetings did not confront was me urgent need to evolve towards an English

policy Ù1at accommodates and serves ail Zimbabwean sc.'loolchildren. There WllS Iittle

meoretical or philosophical input in most presentations. Yet this is important ifEnglish

is to be placed firmly wit.'lm me framework of change, ta offer many options and

alternatives for ail mose who show strong support for Zimbabwe's adherence to me

principles ofacademic excellence and international recognition, Ù1rough me use of

English.

In this light, me MinistIy of Education needs to shift its identity more towards a

tnJe Zimbabwean school policy in Africa, and seek alternatives to me current way of

teaching EngIish. This chapter focuses on possible alternatives ta how EngIish is

taught in Zimbabwean schooIs, Ù1at is, changes at me cIassroom leveI, leavi:lg policy

level recommendations to Chapter 6. Recent views about language, its uses, and how

we leam and teach it are examined. Then one specifie approach, which 1have

labelled Reader-Response, is presented in detail as one possible way in v..hich to make

me teaching of English in Zimbabwe more effective.

To begin, let us look at me research about language, its uses, how we leam and

teach it, and me raIe it plays in leaming. Drawing first from me field of linguistics,

we focus on sorne research about what listeners do when mey understand a ~'ence

(Dittmar, 1976, and Stern, 1983, among omers). This research suggest5 Ù1at readers

actively constroet meir own meaning from texts mey read. Iser (1978) finther

maintains Ù1at meaning is dependent on and mediated by me prior lmowledge and

experience ofme reader in me same way Ù1at listeners intetpret sentences based on

what mey bring to me conversation. He says:

The significance ofthe work, then, does net lie sea\ed witbin the text but in the
fact that meaning brings out \\ilat had previouslybeen sea\ed witbin us. (p. 157)
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TIùs concept of prior knowledge su&,oests further that students use their o\\n

knowledge of the world in comprehending what t.~ey hear. read or write. Labov

(1969) has demonstrated that social factors are important determinants in verbal

behavior. These factors put any classroom in a distinct language setting (Stubbs.

1976). Although the Zirnbabwean English classroom has changed socially. especially

in urban areas and in sorne private schools, where students of different races. ethnie

groups and cultures leam together, there continue to be pers~.xIt basic patterns which

estab\ish without question the teacher's control over both the interaction and content

related to classroom language.

When designing courses and developing learning input, teachers need to take into

account that language learning is a leamer/learning-oriented aetivity, developmental,

and la:-;:;dy subconscious. In many Eng1ish department meetings, there ,vas very Iittle

discussion about getting students to use the language; that is, getting students' view of

language as a natural response to a communicative need.

Such views of learning emphasize the role ofsocial interaction in cognitive

development. Leaming takes place within a social context in which the interaction

supports and extends learning. The Russian psychologist Vygotsky (1978) stressed the

importance of collaborative interaction with experts-adults and more capable peas-by

means ofwhich the leamer is helped to higher levels of understanding and perform

ance. In Zimbabwe, this collaborative interaction, if it occurs, does 50 iargely within

classroom walls because outside these, most~ts are not educated in the language

ofthe school, Eng\ish, and 50 the home is excluded as a site of such English learning.

The Genevan psychoiogist Piaget (1980) believed cognitive confliet to be indis

pensable for intelleetual development. Cognitive conflict occurs when one engages in

interaction with peas and is confronted with their conflieting points of view. It is

tbrough the resolution ofsuch contliet that cognitive growth takes place. But this

requires verbal interaction.

Jerome Bruner (1966, 1976), an American psychologist, also stresses the role of

ve:bal interaelJon in both language acquisition and èognitive development. Language,

. thinlàng, and learning are therefore intimately related. Relationships between the three
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have been discussed by psychologists such as Bnmer, Piaget, and Vygotsky, by

philosophers such as Popper (1979) and by curriculum Ù1eorists such as James Moffen

(1968) and James Britton (1970). In making sense of Ù1e world, language is Ù1e major

means by which we represent experience to ourselves and to oÙ1ers. Language plays a

centraI role in thinking, knowing and leaming.

Yet, in Zimbabwe, classroom instruction and aetivities are set in accordance wiÙ1

most1y grammar-based and drills handbooks. In Ù1ÏS situation, speech, \\-hich is

supposed to become Ù1e student's principal instrument for exploring Ù1e wo,'ld (Britton,

1970, p.93), is directed into a series of do's and don'ts in Ù1e c1assroom, instead ofÙ1e

social support systems among students and teachers that need reinforcement in Ù1e

Zimbabwean c1assroom to attain some ofÙ1e defined goals. These would enable

students to go beyond present experiences (Bnmer, 1966) and allow boÙ1 students and

teachers to free Ù1ernselves fiom Ù1e immediate foreign-Iaden grammar-based English

conte.xt.

A number ofwriters (Andrews, 1981; Applebee, 1978; Dias, 1987; Dias and

Hayhoe, 1988; Langer, 1989; Richards, 1929; Rosenblatt, 1978; Squire, 1964, among

oÙ1ers) have demonstrated Ù1e mie that literature plays in broadening Ù1e linguistic and

cultural horizon, as weil as sensitizing students and teachers to cultural diversity in a

given community. These writers emphasize Ù1e role ofÙ1e reader/leamer in making

sense of Iiterature. They explain that wbat Ù1e reader brin~ to Ù1e text determines Ù1e

e.xperlence Ù1e reader will have of Ù1e Iiterature. This Ù1eory provides tcols that are

applicable to most Zimbabwean schocl situations, to highlight appropriately Ù1e

significance of Ù1e student in allleaming and teaching areas.

Abrams (1981) examines Ù1e reader's involvement with and contribution to a text.

According to his Ù1eory, readers (students) ascribe meanings as Ù1ey interact intellec

tually and emotionally wiÙ1 Ù1e record before Ù1em. A wode of Iiterature is Ù1erefore

transformed into an aetivity on the stage of the reader's mind that is created in

conjt.mction ,viÙ1 Ù1e expectations, attitudes, emotions, and experiences of each reader.

In oÙ1er words, Ù1e meanings ofa text are the reproduction or creation ofthe indivi

dual reader. Culler (1975) asserts that Iiterary rules and conventions serve as guides
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so that readers can ~teract meaningfully \'oith a te.,:t. Accepting me student's crucial

role in creating "meaning" in a te.'\t or elsewhere allows and also imites each

individual student and teacher 10 reflect upon. and contribute to. me interpret:lÙon of

situations and events as mey perceive mern. It also accommodates mos! students' way

of life in Zimbabwe.

This approach is recommended as it is seen to lay me groundwork for a more

detailed study of pupil knowledge. It also involves me student in me tormation of

concepts, me e.xploration of symbols, me organization of information. and interaction

with herihis environment.

Louise Rosenblatt (1938) explains what is involved here:

Literature itselfcannothe viewed in isolation from ailier aspects ofman's activity
in society. l\1oreover, the partiClÙar images of life presented in literature should
he approached with a seT'se of the comple:<ity of man's life and an a\'.areness of
its tendency ta reflect sorne dominant pattern. (p.159)

Rosenblatt ernphasizes the need to recognize, maintain and promote language

learl".ing and the individual rights ofstudents through literature that students like and

enjoy. This opens up other possiblities, one would add, for students to use English to

think about important issues such as gender equality, persona! identity, and one's role

in theworld

Where there are differences between ethnie groups, as in ZL'lIbabwe, a common

language of instruction can serve as a means ofcommunication between diverse

factors in a multicultural milieu, freely and respectfully tending towards a unity where

every<lne iIas his or her own place, dignity, and opportunity. In this sense, ail ethnie

groups are the 1Jearers and guardians of cultures and ofvalues for humanity in generaI;

no on~ S'·.ffers isolation or discrimination. This way the individual gets involved in

the use of language to plan projects, collaborate on agreed tasks, aet out dramatie

roles, interpret attitudes and feelings, and express imaginative experience (Dias, 1990).

The appropriate application of this theory aIlows for and creates environments in

which teachers and students share valuable learning and teaching experiences. Stephen

Harris (1989), in a keynote address to the joint Australian Reading Association and
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Austra1ian Association for the Teaching of English National Ccnference in Darwin,

Austra1ia, saie!:

...Literature might lx: part ofthe means ofgaining for written Englisha long-term
function in society. Supporting different W<l~ in müch writing might lx: used,
other!han academic pmposes for müch English printed matter is used in schools,
may not orny lx: a matter ofallowing students the variety they need. but aise may
lx: a matter ofproviding needed support to preserve their world view from lx:ing
undermined.

TIùs address put an emphasis on the social, cultural, economic and traditiona!

aspects ofhuman experience. This emphasis supports Paulo Freire's argument that

eUrrlculum content ought to he drawn from participants' experiences and to invite

reflection on these experiences. The gœl of this kind of eutriculum is to challenge and

change oppressive conditions in leamers' lives since the role of education is to

empower leamers to use their native language actively in order to generate their own

eutriculum, and therefore their own knowledge.

The teaching methods and c1assroom activities based on such theories are usua1ly .

motivating to. students and engage their involvement and a desire to learn. These

methods allow choices to he made by students and teachers alike. They would

challenge some learning practices common in Zimbabwe, practices that privilege the

interests of the advantaged people ofsociety and reinforce inequalities and, in the

process, humiliate disadvantaged students from the low-incorne groups. As discussed

earlier, the fieldwork. notes reveal great imba1ances ofc1assroom power and relation

s1ùps among different social and economic groups ofstudents, leaving little or no hope

for some students to acquire the skills and confidence they need te remain in school or

in work. experiences later on after school.

TIùs researeh emphasizes the importance ofail the official languages and the

cultures attached te them in English c1assrooms. This means using in learning

information on the status ofEnglish and why it is the language of power in schools,

and explaining Zimbabwe's need (as a developing country) for international technology

(in English) to survive economically. In this context, my fieldwork. shows people

accepting and appreciating the learning ofEnglish as necessary and relevant The
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colonial models of leaming and linguistic structures foreign to Zimbabwe and its

school population therefore need to he addressed and challengro.

In 1angllage. PQljtics and Modemizatjon in India Clarence Maloney (1990) gives

a brief linguistic historical background of sorne countries:

...Korea Israel and Netherlands, though not very large, are cre:nive societies
because the people from bottom to top in society contribUle to the process...

He :ll"gues, thus:

A bistoricallesson for India is that civilizational creativity cannat be maintained
by a minarity elite speaking among themselves in a foreign language-there is
harcfy an example ofsuch to be found in bistory. South Asian societies will be
creative in the modemization proœss when foreign and dite influence are better
balanced by grassroots influences which cao ooly be through the people's
languages.

In Zimbabwe many people (among them, ltalian, Jewish, Greek, Portuguese.

Indian, African) do not consider English foreign. Most people daim "ownership" of

this language, probably because ofyears ofstudy and achievement and, more justifi

ably, beca!lge oftheir clear knowledge ofwho they are, the other languages they

speak, the culture, tone and pronunciation uniquely Zimbabwean among the majority

of people. In the absence ofthe reinforcement by schools of these positive aspects,

however, this study wonders and asks how competent such students or young people

are as citizens in the life and struggles ofZimbabwe. Sorne schoolleavers

interviewed in Zimbabwe, signalled in their responses a complete sense of

hopelessness, as they are forced to look everywhere (in and outside Zimbabwe) for

career opportunÏties and jobs that do not exist The research heard very little from or

about schoolleavers considering going either to the village they came from or to the

low-density subUIbs in various cities te do something for thernselves there. Most

school leavers frequented governmentoflices, city stores, colIeges and schools, and

slept in parks when they were tired and hungty. Sorne oftheir counterparts from low

densitylhigh-income subUIbs stayed home and watched television or videos, went to

films, or helped in the fumily shop or farm somewhere.

..•the students lookto govetmneot for employment andwhite collar jobs, and for
such reasons spend much time leaming and preparing for examinations.

91



•

•

contributing Jess te the enrichment of national culture which will net help them
aclùeve their acadernic goals... (Maloney, p. 8)

WhiJe the above statement refers to Indian students in India, a sinùlar situation

exists in Zimbabwe, although parents, teachers, and the Ministry of Education fear that

early or hasty change of the English medium of instruction would isolate Zimbabwe

from the stream of contemporary thought and modem scientific progress.

Most education and language theoty suggestai in this chapter centres on people

who are e;qx>sed ta bath instruments (languages) and the ideological messages

(cultural content) which are used ta unite them. In such theory, formai education is

believed to reinforce the relative importance of different languages and cultures, as

reflected in the society. TIùs happens partly through the way leaming is organized,

where sorne languages are media of education, that is, all subjects are taught in that

language (English), while other languages are learned as subjects (e.g. Shona ltld

Ndebele in Zimbabwe), and still others are not al all The beliefhere is that language .

is not just for communication but provides a basis for economic, social, and cultural

development, on a national, group and individua1level. TIùs central IOle of language

in education and the means to realizing the strong link between language and lemning

are key issues that drive this researeh study. As such, success in teaching English,

according ta fieldwork results, is knowing what the students really want to listen to, ta

see, to talk about, read, do, write, and then carefu1ly providing it in an attempt to meet

the social and educational needs ofthe students, instead of future job promises or

examination requirements as commolÙY experienced today.

TIùs study encourages and suggests what has become knovm as the James Britten

et al. model: Transactional - Expressive - Poetic (1975). One aspect ofBritten's

hypotheses was that

Progress in the skill ofmiting depends upon the ability te make increasingly fine
distinctions with regani te the needs ofthe reader (audience) and ta the pmpose
of the miting task (funetion).

Here the expiessive fimction is "the matrix" from which a writeÈ' moves in one of

two opposite direetiOllS, that is, tawarcls the b"ansaetional or the poetic, according ta
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diagram showing the three main funcùon categories:

Mature Writer
Â
i
1

Leamer

Transacùonal- - E.xpressive -
Â

Expressive

-Poeùc..
The move from ~ressive to either poeùc or transacùonal is in general a move

from an intimate te a public audience. These three funcùons are conceived not as

clearly distinct and exclusive, but as lying along a continuum. James Britten explained

that:

The expressive utter.mce, for our pllIpOses, is one in which the expressive
fonction is dominant. We would describe it as an utterance that 'stays close te the
speaker', and hence is fully comprehensible only te one who knows the speaker
and shares bis context. It is the: verbalization of the speaker's immedi:lte
pxeoceupations and bis mood of the moment... (p. 82)

The expressive as a matrix for the development of other forms of writing, Britten

et al. said, provided them with a major hypothesis regarding the development of

writing ability in school: that what children write in the early stages should be a forro

of written-down expressive speech, and what they read should also be, generally

speaking, expressive. As children's writing and reading progress side by side, they will

move from this starting point inte the three broadly differentiated kinds of writiDg and,

in favourable circumstances, their mode of doing so will be by a kind of shuttling

betWeen their speech resources on the one band and the written forms they meet on the

other. Thus, in developmental terms, the expressive is a kind of matrix from which

differential forms of mature writing are developed (pp. 82-83).

Is this theory applicable and appropriate for Zimbabwe? To answer this question,

let us look at one situation where it was applied. In Belvedere College, one of the

colleges of Education in Harare, students were introduced te James Britten's theory,

and taught "the main funcùon categories", especially the notion of "Growth from the
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Expressive". They later used this theory in the different schools \1I'here they were

deployed.

To see more vividly what was involved in classroom practice. lesson aetivities

were demonstrated as follows:

1. Zimbabwean syllabus, updates and specifie content to he covered in a particu
Jar c\ass.

2. Specifie authors and work under study.

3. Community in which teaching and learning occur.

4. E.xamination of core infonnation to he covered.

5. A thorough demonstration and teaching of content.

6. Awareness that students will he taking tests and examinations in the end: their
grades and futtn'e will he affected as will their learning experience.

A selected work was given, in this case, William Wordworth's 17~stanza poem

"We Are Seven". It was presented in a manner different from that suggested by the

syllabus or from typica1 Zimbabwean teaching approaches, which are characterized by

students eventually working on tests and examïnations.

What we opt for here instead is an emphasis on the raIe of the leamer (student) in

making sense of literature or language. The class would proceed as follows, as did the

class with this Wordsworth poem:

1. Students get the poem with only a minimal introduction, and only the most
l'lecessary background material. The whole poem is read silently by bath
teacher and students in class.

2. Students are then encouraged by the teacher te respond te the tex! without
preconceived notions from the critics or as to the "proper" way to react.

3. After the first silent reading tothe whole elass, students group and discuss
and exchange ideas, reaetions and judgements on the tex!.

4. They listen to one another, discuss, and express ideas.
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5. Students. through observations on the poem. claritY and critically l'l.'-t.'valuate
their O\'<TI preoccupations and assluuptions that intluence their reactions and to
examine these in relation to others.

Teachers using this approach \\i11 need to know the students. their home back

grounds and community and the other languages they speak. This enables tcachers to

e.\:plain most of the observed behaviors oflanguage users during "language evt:nts".

In reading, discussing and explaining the poem "We Are Seven" to cach other in

groups, students shO\ved great interest in the author's life as a poet.. as weil as in the

composition and meaning of the poem. The author's period. lifestyle. politics. and

language \Jere anaIyzecl in particular. in the way the poem exhibits cultural. moral and

sociological ideas about people.

Various grouping strategies and instructional approaches based on students'

background, ",vals, interests (e.g., in music), and a list of Wordsworth'.> other sp<.'Cific

works were given for students to select materials for thernselves outside class.

Because of the importance placed on e.'\31llS in Zimbabwe. it is important to

recognize each subject's special terminology. Students here lcamed how to respond,

react and comment in an informed way on what they lcamed, at the same time

dispelling myths about the nature of poelly, difficulties oflanguage and so on. "We

Are Seven" was chosen to inform students about the nature of language (whose

purpose is mainly to communieate) in everyday interaction. In this case, students

connected the pas! (Wordsworth in England) to their ~.n understanding of life in

Zimbabwe. Students lcamt about the linguistie resources and problems of Zimbabwe

and regions or districts they came from, as weil as about the relationship between

language and individual, and group identity. Students were involved with the teacher

in Shona, Ndebele, and Eng\ish, an environment in which they live, work, and lcam.

Emphasizing their recognition oftheir own words instead ofthose of the teacher

most ofthe lime, or those they thought "spoke English better", students became more

flexJ.ble, as they read further to discover the author's ideas, to recali ideas acquired

through reading, to recaIl specifie information and to annolate author's ideas in their

notetaking. Through listening, speaking, reading and "re-reading", writing and "re-
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writing", "re-working" their persona! experience as Rosenblatt expresses it, these

students' focus remained on themselves and their work. Their persona! lives in

different parts of urban and rural areas of Zimbabwe were ail part of this leaming

process and this was emphasized. (Appendices 1and II)

Louise Rosenblatt influenced teachers' guidelines in the poem. In The Reader. The

TM The Poem. she makes a distinction bet\veen two types of reading processes:

...efferent and aesthetic. In efferent reading the reader's concern is with making
use of""ilat hereads.. with whathetakesav.ayfromreading. Inaesthetic reading,
in contrast, the reader's primary concern is with what happens cluring the aetual
reading event... The reader's attention is centered directly on what he is living
througb cluring his relationslùp with that particu\ar text. (pp. 24-25)

Efferent reading is the predominant mode in most non-literary texlS, where the

reader is searching for specifie information, that is, reading for facts. Aesthetie

reading focuses on feeling, on images, and on the shape of the text itself. While

students were familiar with reading generally, they had to be taught "aesthetie read

ing". They were very eager, leamed fast, and began to talk about the things in the

poem that they saw (...a littiegirL..); heard (poet's voice); tasted (...and eat my supper

there, stanza 12); touched (my kerchief there 1hem, stanza Il); smelled (she had a

rustic, woodland air... stanza 3); and felt (her beauty made me glad, stanza 3). In

briet: students leamed the general nouns that stand for whole groups, classes or

species, and specifie nouns that stand for individua1 things or particular actions.

Students were able then te identify ideas and feelings from the poem. The teacher

asked challenging questions which were seen to extend the students' thinking.

The local languages and the culture they carry were also used in leaming.

Students were motivated and they not only knew what they were doing and expected

to do, in EngIish, but tmderstood and discovered for themselves different ways of

using Eng\ish to think and communieate with themselves and others, using language

tcols they a\ready possessecI.
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Within the Reader-Response learning aetivities. \\riting e.xercises. slllTlIl'l:lries and

oral presentations were aIso incorporated into the lessons. There were no additional

materials prepared and given to students by the teacher other than what students

produced and presented as "assignments" or '\"riting". The challenge of this approach

is that all students' work is usually intended, e.xpected, or meant to he available to

individuals, teacher or group in a form which makes it inunediately usable in the

classroom. Students, therefore, through their own initiatives. worked on the translation

of "We Are Seven" into Shona. The teacher took no part other than that of an

auàience or \istener. Students decided on punettJation, words and format. Th0'

focused on meaning and their understanding and interpretation of the poem. They

interviewed, interaeted, consulted and involved other departments such as histOl)' and

languages (Shona and Ndebele), as well as certain members ofthe college community.

for more ideas or opinions. When asked if the poem "We Are Seven" made sense to

them, or if the message reflected real life situations, students were in total agreement .

with the poem's authenticity and found it true ta life. They gave examples from their

war involvement during the Zimbabwe War of Liberation in their different home areas

when "children were not allowed to talk to strangers", and added with sorne humour

"Wordsworth was lucky the 'little girl' spoke to him aI all:' Others identified with the

girl and said many Zimbabwean eight-year olds would respond in sirnilar manner if

confronted by a stranger. Interesting too, were the many political, cultural and

religious interptetations ofthe poem ("churchyard laid....), which many students

related to and understood well.

As work progressee!, another poem was introduced, as students had shown

enough interest in the country and life ofWilliam Wordsworth, as well as his literary

characters, to juxtapose with an African poet. A poem by Leopold Sédar Senghor,

from Senega1, was selected, It was not translated but worked on in a varlety of ways.

Following is an excerpt from this poem:
_o.
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Prayer to Masks

Masks! Oh Masks!
Black mask. red mask. you blad<. and \'ihite masks,
Rectangular masks through whom the spirit breathes,
1greet you in silence!
And you too. my panther-headed ancestor.
You guard this place, that is closed to any
Feminine laughter, to any mortal smile.
You purity the air of etemity, here where
1breathe the air of my fathers.

This poem initi31ed heated arguments and debates on Africa, on moraIs, art and

beliefs about poetry.

Students made their group and class presentations, which took various forros:

poetry recitations from memoIy, alternate readings in pairs to groups, class or teacher

as audience; v.ritten summary presentations; singing out verses from poems; acting out

"We Are Seven". At these stages the students were mostly in charge. They organized

their ov.n groups and style of presentation and assigned tasks to each other (e.g.,

SectetaIy of the group, ete.). The play of"We Are Seven" was very weil received by

the student class audience and performed exceptionally weil in al! three Zimbabwean

languages by three different groups. Each of the groups performing the play reflected

its national, socio-culttn'al environment through the language, the dress, the food, and

whatever else "the little girl" was doing when the poet approached her (sewing,

playing a game alone, sweeping outside in the yard..). Wùliam Wordsworth of

England wore a suit, tie and heavy coat; the Wordworths of Zimbabwe wore local

oudits befitting their environment and climate. In indigenous languages, the little girl

did African tasks and played games such as "pada" (a throw and jumping game) or

"nhodo" (working from a dug-out hole with several.small stones, popular with

children).

Sa many games were practised (Shona, Ndebele, English), discussed, and mitten

about that 131er on, the college community (thrOugh the student union and the English

department) organized a public performance in the lecture theatre. This was repeated

again in 1986 by a different class and groups, with encouraging results.
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techrùques as those used aI Belvedere Teacher's College. Zimbabwean students

studying in Cuba translaIed Rudyard Kipling's poem "If' into Shona. Ndehele.. and

Spanïsh. Unlike in Zimbab...-e., students did not dramarize any of the poems. but did

the following instead:

a) Gave class presentations on reading poeny (to audience) in the thrœ
aforementioned languages.

b) perforrned "If' in dialogue format (father and son) in the lecture the:ure.

c) Recorded on audiotape all performances and activities.

d) Listened to the audio cassettes, individually, in groups and classes.

e) Wrote poems for thetnselves and taped them for their own use.

This group ofstudents (1986-1991) graduated with a REd in Science, and went to

Zimbabwe in 1991 ta teach bath their subject majors and English.

Different insttuctional approaches, and specifically Reader-Response, are

S..Iggested in this chapter as "alternatives" ta current language teaching and leaming in

Zimbabwe. Most approaches do not deny what tradition bas associated with the class

room, but rnerely ask that certain quaiities he accepted as natura1 and valued in all

people, cultures, and languages. They instead incotpOrate socio-cultural and linguistic

aspects ofstudents' backgrotmds into rneaningfullanguage leaming experiences, and

apply these ta content areas taught through English. Although sorne approaches

empbasize literature in language classes (English in particular), vocabulary and

contexlS which are relevant ta students' leaming experiences and to their lives as

rnembers of linguistically and culturally diverse communities, are taught, and not in

isolation frorn each other.

The richness of culture in its diversity is cherished, and recognizes the urgency of

the problems that people face in their lives while united with other students by the

common oppressions and classroorn challenges they all face, without involving the

success of one student al the expense ofanother. English thus taught in Zimbabwe
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may not orny be a matter oÎ aIlowing students the varlety they need, but aIso may be a

matter of providing needed 5i.lpport to preserve their worIdview from being under

mined.
If English language is to receive more spontaneous support from students and
therefore contribUle more effectively to their linguistic competence and to the
long-term maintenance oftheir .:ulture.. it will have to fill different fimctions and
uses outside the cIassroom. and thase will have to he, from the national
fXJspectïve ofthe students and people, fimctions whichenrich their lives. (Harris,
1989)

What Harris is saying is that English needs to he indigenized, but this is more

likely to happen if students are aIso reading and writing their own languages. The

examples provided at Belvedere, even if the circumstances tmder which that happened

are influenced by EngIish ways of learning and using English, demonstrate that

students still leam weIl. Harris emphasizes that:

What is important is that ownership is reaI. Because the most usable and vaIued
knowledge needs to he construeted by the user, actively bullt, invented, initiated,
negotiated and appropriated.

This rules out, and rightly so, sorne of the many course materials and sununaries

teachers used, but instead stimulates critical thinking and creates a sense of belonging

and interaction \vith cIass, school and society at large. None of these participation

techniques are inherently right, good or best, but they are right or good when they fit

in with the way teachers teach or when they respond to the needs ofthe students.

The teaching approaches suggested here do not dismiss traditionai teaching

approaches; rather, they worle to incorporate these into a more hoIistic system that

does not exclude or put down other aspects ofthe human experience such as the other

languages that students speak. IfZimbabwean schoois are to help more students leam

EngIish weIl, they need to use the indigenous languages of the majority more effec

tively in schools. Language will he leamed orny if it matches the commtmieative
~

needs ofaIl leamers and is taught in anxiety-free and rich1y contextuaIized situations.

Reconunendations

The kinds ofteaching strategies advocated in this chapter are those that encourage

active, construetivist, meaning centered learning that includes:
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a) Active Jeamjo~ Here, students are actively engaged in lTl:lking rne:ming. :md

spend little time as passive recipients of predigested knowledge frorn the

teacher-as-expert. Sorne of the ,vays in ''''hich students were 3Ctive in this

research study were as follo"''5: predieting. observing. discussing. solving

problems, writing. reading. and tranStàrming and applying what they l'C3d :md

hear into written and visual forros.

b) SeJf-reflectjQo: Students are encouraged to reflect upon their knowledge and

their leaming. They comment on what they knoW; they hear and ask ques

tions on what they do not understand or know. To encourage seJf,.reflection.

writing is used-spontaneous, free, unedited, and unpolished. Fonnal writing

follows from such exploratol)' writing.

c) Collaborative. cooperat;v~ This type ofleaming. which has been

exarnined in a variety offonos, by Johnson and Johnson (1974), Slavin

(1983) involve small, mixed-ability groups working collaboratively on tasks, .

problems and projects. The basic notion behind all these procedures is that

leaming is a cooperative, collaborative, interactive procedure.

d) Integration: This concept refers to many aspects of integration of kno",:ledge.

Schoolleaming in Zimbabwe is marked by compartmentalization. What

students leam in one subject is rarely applied, or even remembered, in

another. Whitehead (1947) has described such school knowledge as "inert"

knowledge of little use except to pass a test or exam in the subject in which it

is leamed, and not available for other purposes. Leaming. it is commonly

known, occurs when students actively assimilate new information and inte

grate it with what they have leamed in other ways and in other contexts.

Knowledge is whole and should not be rigidly compartmentalized into subjects, or

into what is known from experience outside the classroom versus what is leamed in

school. "Education needs to deal with students as whole persons and encourage

inquiring attitudes both in the classroom and in the world." (Whitehead, 1947)
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Teaching strategies such as these, which include the experience and culture of the

student, offer a viable alternative to the exclusionary nature of teaching methods this

study observed in many Zimbabwean classrooms. They focus on change in individual

and intergroup relations, people's critical awareness of their historical and societal

positions, and the redistribution of cultural power and privilege in schaol and society.

Agar (1985), Pike (1%7), and Smith (1992) explain that the value of ethnography

lies in its emic and holistic view. The holistic view refers to the ethnographer's goal

of ereating a whole pieture of the particular culture, cultural situation; or cultural event

under study-a pieture that leaves nothing unaccounted for and that reveals the

interrelatedness of all the cornponent parts. In this study these parts would include

home, schao!, classroom and the larger society. Alister Cumming (1994) complements

these views when he writes that one oflESOL's (Teachers of English to Speakers of

other languages) orientations to research recommends an openly political agenda which

views language education in relation ta issues ofsocial equity. 1lùs orientation he

adds, aims its inquiIy at ttansforming the social conditions ofdïsadvai1taged

participants in language education seeking to ernpower them through their participation

in research rather than to establish systematic accounts oftheir behaviour, improve the

institutional status quo of language programs, or reach more refined interpretations of

how they learn or are taught (p.690).

In a similar fashion, this study encourages parents, teachers, students, and policy

makers to foster leaming environments where students are given full opportunity to

participate in the mainstream ofZimbabwean society while also, if they sa choose,

maintaining their separate cultures and identities.
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ŒAPIERSIX

Recommendations and Suggestions for Further Study and Researeh
This research study bas tried to give an overview of education in English in

Zimbabwe, a COtmtty that bas changee! much since independence in 1980. In order to

make recommendations about education policies and specifically, about English-only

as the medium of instruction, it is important to recapitulate the Zimbabwe oftoday.

First of all, my fieldwork and other observations indicate that Zimbabwe is now al

the point where it can concentrate on education at most levels, in addition to

expanding quantity.

The socialist idea1s of education for production, and reciprocal school and
community development, are materializing in rnany ways. (Baker, 1993)

Many oommtmÏties are supporting the schools' efforts, and are doing their best in .

the improvement ofschool fucilities and learning itself. These schools are, through

their own efforts, overcoming many material constraints with new desks and new

classrooms.

Second, there is increasecl pride and confidence in using African cultl.n'eS and

languages, and this in turn affects the perception ofEnglish. With Shona and

Ndebele, and their cultures, substantially elevated since independence from Britain in

1980, and to a certain extent before then, there is less ofa social, cultural, or political

need to assert Zimbabwean or African ethnolinguistic identity as a norm for official

use alongside English. Only in education does English-only as the medium of

instruction in schools remain a concern, and is therefore the focus of this study. The

notion ofEnglish as a "colonial language" rooted in the pas!, when Zimbabwe was

struggling for sovereignty, is now out ofdate: it no longer~bes the language

situation in present-day Zimbabwe.

Charàcteristic ofthis new language situation is what the interview data reveals,

that is, the absence in students' vocabulmy ofwords such as "colonial language"

(English), "former colonial master" (Britain), "language of the oppressor', and our
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languages are treated as "inferior". Even ....nen an answer te my questions demanded

ilie use ofsuch words, very few employed iliem. Students-primaIy, secondary, and

coIlege students-did not use iliese words. Most of ilie :eachers did not use iliese

words eiilier. One conclusion can he made here: that preoccupation wiili "foreign and

local languages" is almost alien arnong Zirnbabwean students. They view all

languages as ilieirs, but in education, iliey view English as ilie most important This

research shows innocent free, genuine and positive attitudes toW3!'ds aIl languages

used in Zimbabwe. Moilier tongues are used a lot more outside ilie classroom

(according te school rules), and for "good and understood" reasons, "because some of

our teachers are expatriates from Ghana, Mauritius, Canada, HoIland, Britain, ete. and

iliey don't speak ShonalNdebele." Such answers were given te me vezbaIly by

students in many schools l visited, and from all age groups. The responses and

expressions of individual points ofview convinced me students understood ilie role of

English in school and in ilieir lives.

A third element ofilie Zimbabwean context today is that ofÙ1e cultural void or

loss ofvalues in society Ù1rough English-only instruction. One observation made in

some schools W3S that iliough students did not tetally abandon ilieir linguistic and

cultural practices (speech habits, dress, food, religion, music), Ù1ey disguised iliem and

practised iliem privately in smaIl groups at break or on Ù1e way home, or later at ilie

festivals and commemorations which are essential elements of national Zimbabwean

culture, but mostly outside schooL The practice W3S more common in cities,

especially in Harare, where Ù1rough ilie very successful zoning system, students from

low incomeJhigh density suburbs !ravel te schools in high incomellow density suburbs

to leam.

There are many problems faced by students as a result ofÙ1e diverse student body

in schools. Since most materials and models are not local, students find these difficult

to foIlow. Unlike their parents, whose problems tended to he local or Specific to a

particular group, these students are learning English in a global economy driven by

market forces and fuelled by rapid advances in technology, and one which promises

them opportunities when they succeed.
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During my research, 1 observed with concem whar appeared to be failure on the

part of the Ministry ofEducation to address the mentality of the contemporary

Zimbabwean SOldent, now accustomed to a lifestyll: based on mobility and pltJIa1ity.

Sorne students have now created a resolutely English-speaking worldview of their

o\\<n. This world often only remotely resembles the beliefs or values of their parents.

especially if these parents live in rural areas or poorer sections of society.

A fourth cr.aracteristic of Zimbabwe today is that of its diversity and changing

population. This research recommencls that the Ministry of Education recognize this

context in which it is operating, in which the school isprimarily a place of education

for ail, and not for just a few. The large number and increasing diversity ofstudents

do pose significant questions about and require adjustments to the school system,

although in Zimbabwe integration, and not assimilation, into each others society has

always been emphasized. In 1980 Zimbabwe established one Ministty of Education

for all, as opposed to the former Rhodesian Ministry ofEducation, with its divided

responsibilities. This brought about a remarkable unity that developed among all

races. In spite ofdifferences of language, background, and cultural petspectjve

(Indian, Ndebele, Shona, European, etc.), cooperation among teachers, students and

parents in most schools exists today. In this time ofwhat appears to many as a

linguistic transition, the govemment is faced with a choice: to manage the crisis now

and plan for the future, or risk higher failure rates.

The European community in Zimbabwe today, whose numbers have dwindled and

who are a minority in govemment-run schools, cannot make decisions for the majority

in the way they usee! to, even in their private schools. There is a need for the

govemment to evaluate these private schools and their language curriculum to see how

indigenous languages are treatecl for the benefit ofall students. Thar the European

community is an involved minority in terms ofschoollife becatne evident in this

research. Its participation in education is stronger man that of other large populations

in Zimbabwe, who often, for genuine economic reasons, are less involved.

Amidst all this diversity, where much spoken communication occurs in the

indigenous languages (Shona in Mashonaland aild Ndebele in Matabeland), there
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continues to be a strong presence of English. The English language has aIways had a

strong presence in Zimbabwe since the early days of occupation, when the govemment

began to ofl:icially promote English language education for the indigenous population

as weIl as for the minority English-speaking community.

English continues to be 50 strong because we are now liVÙ1g in a global market

economy. In scientifically advanced countries such as Germany, Japan, and Russia,

leaming and teaching English has increased, especially since the Second WorId War.

English is likely to enjoy its present importance into the foreseeable future.

Zimbabwe is no exception to this growing trend towards the use of English. For

scientific studies, international affairs, !rade and commerce, great as weIl as smaIl

nations feel it to their advantage to extend and improve the leaming and teaching of

English to the new generarion. (Yadz, 1966)

Developing countries have other difl:iculties. Sorne ofthem, like Zimbabwe, have

urgent need of professionaIs: scientists, engineers, doctors. They face pressing

problems of materiai development Although the basic principles ofscience have

universaI application and honor no national boundaries, the problems in agriculture,

economics, medical science, etc, of these countries are not the same as in advanced

countries.

Articles and repotts on "Education in Zimbabwe" (Zimbabwe Institute of

Development Studies ConsuItancy Repotts) clearly reveai !bat Zimbabwe is also:

•.•preoccupied with moving 011, in ttying to rapidly build an ellueprellear class,
develop materiai environment, and create jobs and 50 on. (p. 1)

The public view seems to be !bat the countIy needs to target young people especially

for this entry into the market economy to hèerate resources and create the kind of

resources needed, as well as materiai wealth. In a society such as Zimbabwe today,

with rampant consumerism and a widening gap between haves and have-nots, the

smvival and credIbiiity of the school depends on its willingness to intervene moraIly

on behalf of the students and parents. Instead, indigenous school systems get

. anglicized or westemized, and students believe !bat "they are at school to irnprove

their standard of living and ta1<e advantage ofthe cotmtIy's economic prosperity."
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(Appendix)

As in other African countries, students in Zimbabwe know that the mo:.1 important

and best paid jobs are available orny to those who have a strong English base. and

consequently they make seriOllS efforts to leam the language. This research study

found English was favored by most people mainly for educational reasons that in turn

brought commercial, social and economie benefits. The faet is that the govemrnent

reinforces such opinions and beliefs about this language through the new school

curriculum (1987) where English alone dominates as the language of the classroom.

However, according to findings ofthis study, there are few jobs available for even

the best-edueated students. The study argues that it is not possible for the present

school system to provide the 50phistieated preparation required to meet the needs of an

emergent nation wishing to expand in the industrial and technological sectors. without

a proper refIection on Zimbabweans' ethnie loyalty that bas its origins in a past that

ineludes languages and cultures other than English.

However, students see upon admittance to school that economie power speaks

English, although as the language of instruction, English bas never meant in

Zimbabwe that the indigenollS population becomes assimilated into the English

speaking community. In Harare summer jobs, particularly in major company stores

(Meikles, OK Bazaar, and 50 on) go mostly to urban students from mostly private

schools who speak English with the right accent, which is either non-indigenous, or

British, ifnot foaner Rhodesian. A good knowledge ofEnglish and 'learning' or

'education continue 10 be synonymOllS in Zimbabwe.

While the study found a strong desire to leam English among parents and students

at allievels of education-from nursery 10 university-for educational, social and

economie reasons, this was not at the expense of their indigenollS languages and

culture.

Beingedllca~ inEnglishis important for our childrenin this worIdofcommerce
and business. However. we need toc 10 know our own languages and culture, and
we already know these. (Field notes)
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When Zimbabwean students and their parents~ they want to be edueated in

English, and do not mind if it is orny English, they are likely to be misunclerstood by

nationalists and other elites of the national and international community as being

ignorant of linguistic facts in their lives. In fact, all that these people really want is to

be able, through English, to share in the "good life".

Zimbabwe needs to cmploy English for national purposes, international affairs,

trade, and scientific and technical education. The people (parents) want to use their

indigenous languages of Shona and Ndebele for national purposes, but for other

purposes sueh as diplomacy and higher education, the two languages alone are

believed inadequate. Teachers, edueators, and Iinguists can help in cIarifying the

issues.

In accepting people's opinions that English ought to remain as it is in schools, this

study recognizes that the chief reason is broader than just for getting good jobs. The

complex tmdertakings of modern life in Zimbabwe today, as some Ministty officiaIs .

explained, "depend on the cooperation of many people with different specialties in

different places who mostly fimction in English: where there are language problems,

communication fails, as do the tmdertakings sometimes." WhiIe we tmderstand that

most third-world COtmtries operate in these diIemmas, the study believes that the

function ofnational Iiteracy is ta faster effective nationwide communication.

This study, in accepting that, almost nationwide, Zimbabweans want English-orny

as the mediwn of instruction for now, tmderstands this also from the point ofview of

the examinations students take and which decide their sta!US as citizens and their

future in Zimbabwe. As long as these examinations for high school and university

entrance continue to he necessaty, English in Zimbabwe will he the people's choice,

especially when there are not many alternative institutional and career paths to follow

througb indigenous languages.

Given these realities and attitudes in Zimbabwe today, a COtmtlj' with a changing

identity, this research study finds a growing need ta recognize and value even more

the heritage ofZimbabwe's cuItures and languages. One place where this can and
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should happen is in the area of education. Theretore. at a policy level. this study

recommends the following:

A. That the Mnistly of Education ImPement a Oearly-Articulated

Policy of Multilingualism
This study proposes the instruction of indigenous languages. Shona and Ndehele.

alongside English from Grades 1 to 7 in ail non-private schools.. that is.. public or

govemment or govemment-aided. This should not require e.'1ensive consultation and

research into the status quo of these languages because Shona and Ndehele instruction

a1ready exist up to Grade 4. Thus, extension to Grade 7 would not only he sensible to

irnplement, but should he automatic. This policy is important in Zimbabwe's situation

where language change appears affected more by social than by any bureaucratie

decisions..

This st'.Jdy calls for English and the indigenous languages to he treated as

complementary modes of communication, in both primary and secondary school, and

not he segregated, competing areas of knowledge as practised, when they are presented

and dealt with in education contexts. This way it is hoped students will develop a

richer understanding ofthe nature of language as a system. Indigenous languages, as

first languages, could benefit from insights coming from second and foreign language

teaching theory and methodology. This will he reflected in ail subjects (the whole

curriculum) allowing students to experience multiculturaiism or multilingualism as a

norm and not a special case domïnated by the English language. In secondary schools

in particular, this way ofusing English while studying subject areas would he an ideal

way to foster bilingualism, recommended in this study as an alternative practice to

teaching English-only.

The results of the University ofLife's (Nigeria) six-year primary education

program in Yoruba, launched in January 1970 with a pupil population of 1,500 and

now adopted asa Pilot Project by the Oyo State Govemment ofNigeria involving

85,000 pupils, are interesting. This project showed that the child lost nothing by bis
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exposure 10 six years of primary education through the Yoruba medium. Rather, the

cIûld gained cognitively, linguistically, and emotionaIly. The project aIso showed that

the cIûld's exposure to Yoruba as medium of education and English as a second

language for the first six years did not in any way adversely affect hislher secondary

and tertiary education. The cIûld understood mathematies and science concepts better

when instrueted first in the mother tongue and 131er in English. As ..vell, the cIûld's

exposure to English as a second language placed herlhim 31 an advantage as compared

with peers who leamed English as a first language. Finally, the cIûld developed seIf

confidence and seIf-reliance traits earlier than his cohorts. These results were the

same in urban and rural environments. (Fafimwa, 1985, p. 58)

This study believes a similar policy for Grades 1 to 7 in Zimbabwe wouid aIso

succeed. The progress made with transenbing African languages for the masses and

their use in literacy campaigns, teaching, polities and the indigenous languages press

(Kwayedza in Zimbabwe) have irnproved the situation considerably to make a positive'

contribution to leaming in the mother tongue.

While the Ministty ofEducation in Zimbabwe already encourages "bilingualism"

in its curriculum and EngIish programs, there is no cIear policy on il, nor does there

seem to he any philosophy behind language instruction. Advantages of a muitiIinguaI

policy can be found bath at the individuaI and at the social levei. Citing Peal and

Lambert (1962), Gardner and Lambert (1972), Lambert (1962), among others, Rama

Kant Agmihotri writes:

BilinguaIism leads 10 great Iinguistie competence and more mentaI and cognitive
flexibility.(p. 11)

Again, quoting Cummins and Swain (1986:207), Agmihotri adds that access to

two languages in early cIûldhood can promote clûIdren's metaIinguistie awareness and

possibly aIso broader aspects ofcognitive development.

Many teaehers interViewed in this study said that muitiIinguaI education unites

schoois and communities at a higher levei. Wheri aIl clûIdren leam that their people

and themselves contribute equalIy to the deveIopment ofZimbabwe, this is going to

engender a higher level of respect across raciaI. ethnie arid social cIass lines. Students
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are encouraged to learn. read, speak and write English about life experiences and the

life of their individual imaginations. They then analyze the effectiveness of their

interptetations in the security and support of their fumilies and fumiliar enviromnents.

Write ...mat )'Ou kIlow. \mte about anything )'Ou read. including letters from)'Our
parents, grandparents. or friends. Ifthese are in ShonaorNdebele. tr.lIlSlate them
into English for )'Ourself or others if)'Ou wish (Field notes., Prince Edw.lrd
SchooL Harare; Margaret Munyati - Department Head: Shona. 1986)

What this suggests is that language adapts and responds on Ù1e basis of individual

needs, acknowledging the real experiences and real knowledge of Ù1e learners. their

cultures, Ù1eir comnumities and the conditions in which they live.

NOT to bring in more moÙ1er tongue instruction nms certain risks. Those who

have wrilten on Ù1e importance of mOÙ1er tongue instruction, for instance, discuss

experiences in many countries where foreign languages have been in use as media, and

shows that persans graduating from colleges are very conscious of Ù1eir rights and

privileges, but do not take seriously their obligations to society. They advance their

claims and defend Ù1eir interests tactfu1ly and forcefully, but lack that close

identification wiÙ1 the nation and the country which makes possible great sacrifices on

the part ofthe edueated elite. They are exiles in Ù1eir own country.

Education through the mediwn ofa foreign language may encourage a kind of
opportunism \\hich is not prepared to give any unselfish service back to the
commuoity. (Yada, 1966)

Zirnb:iliwe, like most newly independent countries of the British Commonwealth,

has had te cootend with this problem.
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B. That the Ministly of Education put in pIaœ a Zimb:abwean-~ OmicuImn

w1ùch Recognizes the Wealth and Knowledge of the Diverse Cultures and

~izes the Participation of Parents.

This research study does not in any way discredit the entire Zirnbabwean school

system, but requests an immediate reconsideration of the content of the curriculum.

Without it, as sorne edueators and fieldwork infonnants pointed out, Zimbabwean

schools remain the domain of an advantaged middle class. The Zirnbabwean society,

through the school system, continues to retain this past middle class ethic, involving

majority disadvantaged low-incorne group parents and their children to the e.xelusion

of the values, the knowledge system, and the expressive needs ofother ethnie groups

and cultures (African, Arab, Indian, Portuguese, and so on).

Curriculmn study would begin with the assumption that "all communities contain

a wealth of knowledge and skills w1ùch can be recognized and used by schools to

facilitate instruction." (Leone, 1992) Zimbabwean cultural values should be

incorporated more fully into the curriculum in order to combine linguistie and cultural

activities with formai education to make better leaming sense, and improve language

developrnent, cornpetency and perfonnanœ among students. Simply outlining and

discussing these does little to remedy the difficult task in leaming and teaching. They

must be implemented.

One example ofhow to do this can be found in a Schools ResoUIœ Guide,,,,

developed by one of Canada's First Nations, based on what was developed by

participants al one of their education boards workshops. As indieated in the chart on

the next page, emphasis is on the need ta assume control of education now, develop

,e.~ in the commUIÙty, have aboriginal teachers as raie models, and develop a

less struetured but flexible and non-intimidating environment for leaming. (Ministty

ofEducation, Ontario, Native Languages, 1971)
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The Resource Guide is intended to serve as a support document for the

et.nTiculurn. It provides teachers with essential information on the Native School

Language program and includes materials outlining the basic principles of five of the

languages most commonly spoken in Ontario. We, in Zimbabwe, where we have but

three official languages, can leam much from this document about involving ail

language groups.

Emphasis through English instruction should he on texts students use, with

teachers informing students that while Britain bas had the greatest influence in

Zimbabwe and elsewhere, other cultures such as those ofZimbabwe, Mozambique,

Cuba, and India have also had theirs. The origins ofAfiican festivals rooted in

Zimbabwean culture, and in the traditions ofthe different ethnie groups which

contribute to the shaping <::' Zimbabwe society and nationality should he discussed and

leamed in language classes, not only in extraeurricular aetivities as "cultural dances or

music" mostly for school entertainment and for welcoming visitOIS and politicians.

A Zimbabwean-based et.nTiculum would stress the importahce of involving parents

in education, as they can share a wealth of knowledge and cultural heritage with the

school. A clear policy by the Ministry ofEducation would help open up

comm1.UÙcation between the school and parents, rather than maintain the current one

way comm1.UÙcation from school via students to parents. One parent explained:

1can speakas a former student. This pIaCticeofsaying, 'Go and tell yourparents
to come or do tbis or that.•.' bas been nmning our lives since Rhodesia. 1think
parents, and especially mothers likemyseIt: are the comerstoneofsociety. Better
\Wys musthe found ofgettingtogether50 that leamingbecomesourbusiness too.
(Field notes)

Schools and the government, by negating the leadership potential of parents, by

not promoting the contribution of parents to education, are in fact removing a principal

resource that is needed 10 go forward.

Some official statements and ideas excluded "the masses", who they said "had too

many problems raising fees for their children to he depended upon on matters of

school administration and Zimbabwean education policy." (Appendix II) This research

study asks how the Zimbabwe Ministry ofEducation can expect the comm1.UÙty to he
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an agent of change in the world of education if it does not allow them to be agents of

transformation within school structures it controls mostly alone. In sorne of its

bulletins, the National Education Crisis Committee of South Africa (1987) emph3sizes

that:

Every student is entitled to an English education that pro\ides preparation for a
full range ofcareers, not onlyfor industry. examinations. job intervie\\1l and tests.
but to he infonned citizens.

Many parents of Zimbabwean school children are the people for whom survival is

a constant struggle, people whose values are not always appreciated by the \vider

society except when there is, for example, political gain. These are people whose

status, language, self-esteem, confidence, and power have been removed from them

through yems ofpast colonial exploitation and now corruption in their midst These

people are low-income groups (in urban or rural areas) in Zimbabwe, who continue to

suifer cIisproportionately the effects of poverty, discrimination, under-education, and

unemployment These parents were seen to participate in school activities almost each

day, in order to keep their children in school. This study is interested in these people

being heard, and their 'human condition' described and displayed in English and

indigenous languages too, as befitting them as part of a larger Zimbabwean community

or society.

But these hardships, though very real, represent only one side of most of these

parents' lives. The other side is rich in experience, and parents have much te say

about the education oftheir children and the languages they speak. Their stories and

reflections on woIk, fanning in the past and today, what they say about the impact of

technology on their fanning practices, about their families and their communities, is

useful information te be heard and shared by ail, and used wherever possible.

Parents' knowledge ofchildren's capacity for learning, especially in today's

Zimb:iliwe, and ofparental influence on learning is closely re1ated to children's

intellectual development Increasing knowledge of parental raies is called for here, of

not only providing but also planning, organizing, and procuring edueational

experiences. The research, from parents' responses studied, considers this one ofthe
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goals of parent etD1C3tiOn.

What results strongly support is increased emphasis on the role of parents in the

education of their children, and teachers' awareness of the linguistic, social and

cultural backgrounds ofstudents. In many situations parents appeared too dependent

on teachers for the best outcomes of their children's education. As a result, students

looked more te teachers and schools for the best solutions to their leaming problems

and less to themselves and their farnilies. Yet, schools and teachers alone have not

been able to meet students' needs and solve their problems. Students have failed, and

becallse the parents' role has been made mostly "financial" (paying fees and for

uniforms), success as viewed or understood by both parents and children, has largely

eluded Zimbabwean society.

In Researçb and Practjce in Parent Involvernent; Implications for Teacber

Education. Gordon E. Greenwood and Catherine W. Hickman (1991) desaibe

implications of parent involvement for teacher education. They say the teacher's role,

particularly in the elementllly school, interacts with six types ofparent involvement 1)

parent as audience; 2) parent as voltmteer; 3) parent as paraprofessional; 4) parent as

teacher of own child; 5) parent as leamer; 6) parent as decision-maker.

Most Zimbabwean parents were fotmd in Role l at school meetings and social

aetivities, but not in the classroom or school or staffmeetings. "Parent as leamer" has

in this research the second largest following, especially in the rural areas where

teachers "know best", are "experts" and where sorne parents leam a lot from their

children's schooling (Role 5). Role 6, "Parent as decision-maker" happens mostly in

the family home, although in sorne schools (mostly private) parents participate. The

other roles, although aucial, remain insignificant to really influence change or child's

leaming. Gordon E. Greenwood cites Schaefer (1971) as advocating the wisdom of

taking a broader view ofeducation as extending beyond the classroom. The family is

a aitical institution in this regard, and parents are teachers oftheir children.

The job ofthe MinistIy ofEducation and teachers is te give such irifoIIIllltion, and

more of it, te parents.
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Greenwood adds:

The Coleman Report (1966) indieates !bat the home leaming enviromnent
accoUIlts for asignificant portionofschool achievementvariance. Inshort. events
in the home influence a host of student school performance vari:lbles at least as
much as do the teacher and the schooL The question then becomes: given tIùs
state ofaffairs.. how can the home and school most effectively work together as
partners? (p. 280)

While a few models are suggested in Greenwood's paper, Potter (1989) prefers the

term "parent participation" as a way of bringing parents and schools together. "Parent

participation", Poner says, "focuses more on parents being coedueators.. co-<!ecision

makers, and leaders (p. 281). The most effective educational program is the one in

which the home and school work together on behalf of the child. Many schools work

weil with parents in Zimbabwe, but not in the "parent as participant" mode, as

su&,oested in Greenwood's paper. There is good reason to incorporate into school

programs in Zimbabwe contnèutions parents make at home and in society.

Conclusion
This research work is not only about what is wrong with language leaming and

teaching in Zinblbwean seconclaIy schools, examinations, tests, the Ministty of

Education, etc., it is also about schoollife, as experienced by students, teachers and

parents, through English, and the other languages spoken and used in the countIy.

Language leaming and teaching are not just about grammar and correctness, but also

about the power language bas to make issues come alive for the leamers, without

sorting out winners froc losers. Language here builds on leamers' linguistie strengths.

The research findings encourage further explorations into leamers' experience in

ail its dimensions and posstèilities, since language as lived deals with people's most

pressing concems-fumily, death, religion, love, good and evil, destiny, wil!, justice,

character, courage. These issues become more real when the medium of instruction is

allowed to represent human experience in the very specifie individual terms of a text,

story, nove!, poem, or an essay, requiring individua1s to experience and to participate.

It is partly this type ofenvironment that the study encourages schools to create, in
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order to enrich methods of teaching and stimulate students of al! ages to take charge

of themselves and their learning. Language policies, thus designed with people living

the issues at the centre, rather !han developed in response to, and anticipation oftests,

examinations, or future job opporttmities, will better serve the school communities.

This study found !ha! the dominant English language and culture of the traditional

school and its administrative structures offer limiteà support and resources to

innovative, thoughtful and critical reform. The research sees and encourages better

sensitivity to and tmderstanding of linguistic, socio-economic and cultural diversity in

the schools. These responsibilities, difficult as they might he, require the help of the

school, family, govemment and community in the evolving, demanding and

challenging environment of school and society.

While the Zimbabwean Ministty bas always paid attention to mutt goes on in

schools, it bas continued to encourage, among teachers in particular, educational

debate on current issues affecting teachers and students. It needs now, however, to

also acknowledge and involve more parents, grandpaLellts, and community leaders

aaoss the COtm1Iy, the majority ofwhom are non English users or speakers.

Finally, l found this fieldwori< experience stunning and eye-opening, with an

enormous influence on my teaching and sensibilities. Much as l disagreed at times

with respondents, l later recognized my job here was to search for ideas about the

learniRg and teaching ofEnglish and other languages, to respect all opinions, and to

present these as given. One hopes too, for finther explorations leading to new clepths

and connections on the same issues, and that, in their widest sense, such ventures will

seek new ways to improve language education and communication among all people

in Zimbabwe.

The non-native users' attitudinal readjustment toward English, writes Kachru

(1982) entails the following acts, among others. First, non-native users must now

dissociate English from the colonial pas!, and not treat it as a colonizer's linguistic

tool... Second, they must avoid regarding English as an evil influence which

necessarily leads to westemization, although it is tIue that such use ofEnglish bas

resulted in a linguistic elitism in sorne parts of South Asia and Africa (p. 53). Kachru
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also deals in his book at length, with "the wùque international position of English"•

which he says is certainly lll1paralleled in the Iùstory of the worlel.

For the first rime a natural language bas attained the status of an international
(tmiversal) language. essentially for cross-œltuI:ù cornmtmication. Whatever the
reasons for the earlier spread of English. we SholÙd now consider it a positive
development in twentieth centuty world context. (p. 50)

Kachro says that "we should realise that this new raie of English puts a burden on

those who use it as their first language, as weil as those who use it as their second

language" (p. 50). This responsibility, he adds, demands what may be terrned

"attituclinal readjustment." What Kachro discusses here is already being experienced

in different ways in Zimbabwe. The raies ofEuropean and African languages in

African education need be carefu1ly evaluated however, so that comprehensive and

realistie language policies that are consonant with African developmental goals can be'

adopted.

It appears from this study that ifAfiican languages cannot be developed to serve

as media ofeducation and across national bOlmdaries alongside English, many students

will continue to see English more as the language for school and SlIccess, than a useful

tool for commwùcation. Many schools visited, intentionally and tmintentionally

appeared to operate according to the norms ofan English curriculum or syllabus to a

certain extent outside the commwùty in which students Iived. The study sees schools

contnbuting, by so doing, to the academie problems ofstudents face in leaming.

Not all students in Zimbabwe, ofwhatever race or ethnie group, petœive and

respond ta schooling and other institutions in the same way. They do not perceive the

treatment of language (Shona, Ndebele and English) alike or respond alike. The study

revealed !bat the students had and continue to have a cultural frame of reference that

demonstrates and encourages school participation and success. Thus, sorne students

had difliculty in the English elassrooms just adapting to and interpreting aspects of

their leaming experience. The success ofother students in sorne of these schools

generally appea!s to depend more on what teachers and schools do ta help them, and
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less on students' perceptions of themselves and their circurnstances.

There is need fJI' an approach that takes accot.n1t of how students respond to

school rules, and parental and community pressures. There is also need to recognize

and support students' efforts to take fuller responsibility for their ovm leaming. The

classroom environments that cultivate such responsibility are the ones that schools

need to foster. A major aspect ofsuch environments is a policy that promotes and

values equally the use of bath English and indigenous languages in the pursuit of

leaminS-
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APPENDIXI

FieldwOlk QJestiom, Rfsponses, Observations and Smmnaries:
80th Written and Spolœn

Target Groups

PrirnaIy School Students
Grades 6 and 7

Parents

SeconclaIy School Students
Forms 1-4

SeconclaIy School Students
Forms 5-6 (A Levels)

School Leavers and Dropouts

Zimbabwean Students in Cuba

Teachers

Ministty ofEducation

AlI Group Questions
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TARGET GROUPS

TeacbelS, principals and vice-principals
Teachers and school administratOlS were asked questions, and most respondcd
helpfully.

Studenls
At primary schools mostly grade 6 and 7 students were asked questions.

Parents
Most parents were interviewed at their places ofwork, residence or at school
fimctions (e.g. St. George's Schoo~ Eagle's Yale Open Day Celebrations), or at
meetings (e.g. Mtmyawiri, in Domboshava).

GardJl3renls
Like parents, most ofthese were interviewed at their homes, and at schools their
grandchildren attended, in bath urban and rural areas (although most granclparents
live in rural areas).

Secooda1y scbool stuœuts
Forros 1-4 students in different classes at different schools were interviewed.
Those in Forms 5-6 (e.g. at Eagle's Yale School) were interviewed mostly dming
school fimctions such as Open or Parents Day.

Dropouls
The dropout students were mostly interviewed in rural areas, at shopping centres,

homes and schools; sorne of those in towns were usually interviewed at parks,
outside offices or school gates where they were either applying for school place or
work.

Otizens-at-lmge
A cross-section of individuals were interviewed, including community leadeIS,
farm Iaborers, communal farmers, miners, workers, among others.

l.anguages œed
In Zimbabwe, Shona, English, Ndebele, and N)'anga were used. Translation was
done.

The next section provides a list ofthe questions asked of each group, as weil as
observations and comments.
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PRIMARY SCHOOL SlUDEN1S: GRAD~ 6 - 7

QJestiOIlS

Do yeu like English? Why?

Do yeu leam English eutside the classroom?

Do yeu enjey leaming English?

What textbooks do yeu use?

Which ones do yeu like and OOy?

Do yeu take them home? When yeu do, what help, if any, do yeu get from yeU!"

parents?

Do yeu want to continue leaming in English? Why?

When de you speak English, and with whom?

What books de you read at heme?

What exams have yeu written in English?

Did yeu pass?

Does yeU!" Shona teacher speak English te you all the time? Do yeu like that er

yeu don't mind?

What exactly do yeu leam in English and how de yeu leam? Alene? In groups?

With yeU!" teacher?

Do yeu have problems leaming English? If50, what are they?

Do yeu prefer Shena or Ndebele te English as medium ef instruction? Why?

What do YoU!" parents say about yeU!" English class? Do yeu speak te them in

English?

Do yeu speak to the Feadmaster in English?

What is English te yeu?

What subject teacher do you like the best?
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Obiemmon and Snmmuy

The students appeared surprised at these questions. Although the purpose and

meaning of the exercise was explained to them, they had never been asked such

questions before. They had a serious Grade 7 examination to consider and prepare for.

The students, however, responded sometirnes in groups, individually or in writing.

They did have ready answers to most of the questions. Most ofthem stated clearly that

they liked English and that their parents helped them sometimes. The teachers, most

students responded, were friendly and knew English very weil. "1 want to speak

English like my teacher..."

Examinations terrified Grade 6 and 7 students. They showed fear for examination

as well as determination to pass. They need English to go into Forro L

They read at schoo1, and did most of the work at schoo1, especïally in the rura1

areas. In urban areas students already speke English more fluently and indieated fewer

problems and less fear ofexams than students in rura1 areas. In general these grade

students appemed happy, comfortable, in and outside c1ass, and very close to the
school staff. ,~.:--

PAREN'IS
Questioœ

What language do you speak at home with your family, friends and neighbors?

What do you think ofeducation in Zimbabwe today?

What about English? Are you happy your child is learning English? Why?

What ifShonalNdebele were introduced as a medium of instruction? Would-you

like that? Why? Why not?

What books (ShonalNdebeleJEnglish) do you have at home? Do your children use

them?

Are you happy with your children's school? Why? Why not?

E.xa:minations are said to be difficult Do you agree? What is difficult about them?

What do your children tell you about exams?
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Do you read your children's school reports? If not. who does?

What do you leam from these reports about your children's school performance

and ",bat do you do 131er?

15 the present government spending on education necessarily being directed to the

present needs of the youth? Please elaborate.

Are you aetively involved in the daily school routines sa that you interact

continual1y with school personnel? Ifnot sa, why not?

Do you attend PTA meetings? Ifnot, why?

How many childrenfgrandchildren do you have? How many go to school?

Do you discuss their education, schoollife and homework 31 home?

Do you encourage your children to do better in school and at home most of the

time?

How do you encourage or motivate them?

Do you think you have power over your child's school work, from your

experience? Do you use it?

Who is an edueated person: one who speaks Shona, Ndebele, or English? E.~Iain.

Do you help your children leam, or speak better English? Why? Why not?

Who is the most important personls in the education of your children or

grandchildren?

Are you involved with and committed to using the following languages: English,

Shona, or Ndebele?

Is culture part ofyour children's life and education? Explain.
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ObiervalioD and Smmnary

Bath groups were curious and interested in the researeh study debates. Sorne

expressed SUIprise that questions of this nature were being asked them. A few even

told sorne of the assisting student teachers that "we are not educated". (Hatina

Kufimela) Why is she asking us these questions?

After sorne dialogue they responded positively, mostly from their 0'Ml standpoints.

They were very elaborate in their responses:

....Everyone !las a IOle to play in the search for language solutions. The people
inourschools, colleges, univetsities andwomen's groups, and the churches. They
must help our students pass examïnations..• (Mlmyawiri School, Domboshava)

It was clear from the beginning, at most schools, centers and villages, that parents

were interested mostly in solutions tt~ the problems - problems ofexpensive school

materials, building fimd and problems of high failure rate among students.

In their responses, parents also discussed aLtthoritarianism, which they know still

exists in some Zimbabwean schools. We were made te t.mderstand how this hurts the

leaming ptocess and can have a devastating effect on YOWlg people. They defined an

mthoritarian teacherln particular ;;s"one who doesn't know how to make the material
..-..<~--:::::::::

relevant to students." Such a teacher. gives students "bard and incomprehensible stuff

to fail" and slhe doesn't care. (tIanslation)

Parents were clear on aLtthoritarianism:

...teaehers \\ho just teach without feedback from students... Teachers \\ho
discourage students from asking questions. (Marikopo School, Seke Materera)

They feared sorne of the students were not "allowed to leam by talking about their

everyday experiences..."

A former headmaster, grandparent, now retired, summed it all up by saying:

....a lesson. for example, !las to be accessible to students for it IlOt te be
authoritarian. When you are teaching language you are dealing with everyday
experienoes. You and the students, then, just become the same people in the
class..• 1ttained atDomboshavaandWaddilove, andtaugbt for many yeatS in this
country. 1know what 1am taIking about.••

136



•

•

Some parents showed anger at poor examination results. \vhile others were still

optirnistic and emphasized their commitment to their children's education.

On English-only, one repeated that she had already told me that "being educ:ued

in English is important for our children."

And finally, an Education Officer said:

We chose English and this is not a problem...maybe the problem is in the
schooI...untrained teachers are still here. you know...languages are not a problem.

SECONDARY SCHOOL SlUDEN1S:~ 1 - 4
QJes1iom

Do you like school?

What subject do you enjoy the most? Why?

English is very important Do you know that? Why is that, do you think?

What do your parents or grandparents say about English? Your Headmaster and

teachers?

Do you waIlt to leam in English ail your life - 1 mean, in school and everywhere

else? Why?

Is English interesting to leam?

Where does your Eng1ish teacher come from? Is slhe Zirnbabwean?

Do you prefer a Zirnbabwean English teacher to an expatrïate teacher? Why?

Do you speak English at home?

When do you use Eng1ish?

Is Eng1ish difficult to leam?

What do your teachers wfl
What do your parents say about your Eng1ish? Do you agree with them?

Could you do better in school, in ail your subjects, if Shona or Ndebele were used

instead ofEng1ish as the medium of instruction?

Explain to us why it would be better for you, or not better.

Do you think you are going to pass your examinations? 1mean, '0 Level
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Examinatïons.

Do you understand YoU!" English teacher, and the cIass exercises you do?

Do you get good marks or grades especially in comprehension and composition?

When working at home, doing homework and so on, alone or \'.ith others - what

language do you use? Why?

Do you speak to the school staff in English ail the time? Is it the rule?

Do the kitchen staff: gardener and groundskeeper speak te you in English? Why?

Do they know English weIl? Explain.

Do these same people come into YoU!" cIassrooms? To do what?

Have yeu ever heard them speak English?

Ifso, to v.'hom and on what occasion? Is their English better or wotSe than yours?

What is good English for you? E."qllain this to me (us).

Do you want to become an English teacher? Why?

Is it a good thing for us in Zimbabwe to leam English?

What do YoU!" friends, teacher and heaclmaster say? What do YoU!" pa.rents say?

Why is it good or bad?

Do you agree?

Why don't we use Shona in the cIassroom?

You couid wrïte '(J Level in Shona or Ndebele, and leam English as you leam

YoU!" other subjects. Have you ever thought about that?

Do you talk about that with YOU!" teaehers, friends, or parents?

Is it difficult to leam English?

What is bard? What do you find difficult?

How do you feei in such difficulties, ifyou bave any? What do you do to solve
~.

them?

Are you and YoU!" cIassn'ates happy in YoU!" English cIass?

Do YoU!" parents attend PTA meetings and school funetions?

Do you and YOU!" parents like YoU!" school? Why?
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ObseMllian and snmmny

Responses frorn these students show determinatian and zeal to make sornething of

themselves, great belief in success, and !bat ,,,ithol.tt !lard work and self-discipline they

could never amotmt to anything, and didn't deserve ta. There is a sense of "it's up to

you, students" to pass or fuil. You are luck-y to have fotmd a place here...". The

students realize the importance of education and are very positive about leaming,

There are few problems \Vith discipline.

Many students addressed the importance of learning and reconciliation. which they

interpreted in different ways, especially in the urban schools where there \Vere

different races leaming together in bath private and government schools. Sorne of

these students said they also disliked the way they are taught English and other

subjects and were higtùy critical ofsorne teachers and their rnethods.

School is sometimes du1l. It makes us ieam verbs all the lime. even when wc
know!hem. We must not forget !hem.

Many students claimed !bat teachers were prejudiced against "s!ower" students,

and are basical1y unresponsive and uncaring (in Shona).

While the English language poses problems, students prefer leaming in English ta

leaming their rnother tongue and cite numerous positive aspects of English !bat they

believe contribute to a bener life in society. The lack of resources, however, seems to

contnbute to the generally alienating nature of the English classroorn and course

material contributing ta the cIimi'lishing motivation ofsorne students. This problem,

however, seemed to affect teachers more than it did students.

Sorne students responded positively to the last question on whether they and their

parents liked their school. Others pt~rerred sorne place eise, where there are "better
~

facilities and good teachers."
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SECONDARY SQI(X)L STIIDEN1S: FORMS 5-6 (A I.EVELS)
c)Jestioœ

What do you think of final exarns and the results, especially your results in

English?

Are you happy you did well? Is it because ofyour "good English"? Vice versa if

it is the opposite?

What do you think about fluency in English? About your Grade English Symbol?

Do you enjoy your English classes? Ifso, why? Ifnot, why not?

How long have you been leaming in English?

Could you teach in English at primary or secondary school levels?

What do your te2Chers say about English in your life?

What do you say to that?

Do you buy your own extra English books to read at home? What books do you

read?

When do you use English?

What subject teacher do you like the most?

Would you like ShonalNdebele as the medium of instruction in their respective

regions of Mashonaland and Matabeleland?

Oblervation and SnmDllny

These students were enthusiastic. They were open and cooperative and asked
questions too, for example, "Is English not used everyv.here in: the world?" Most

questions were sharp and more penetrating than many asked by people in education

upon whom we have confinned status! They are even sensational! Following is a

. sample ofsome of these students' questions and comments:

Why are you asking us these questions? :

What will you do with the answers we give you?

Will this change evèrything?

Weare tired ofprom.mciation, ne\\' spellinglists..:
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Our teachers know this - do you know that?

Have you asked them about us/me...?

We passed '0 level e.-:arns; that is why we are here.

We know English. We like it, but sorne of the things we do are boring...

1really hate sorne of the things we do in English.

We compete too much. Competition is unhealthy.

It was obvious from their reports that the competitive nature ofsorne of their

course work destroyed the incentive and the desire to e.'<change ideas. People steal

from others sometimes, instead of sharing.

For these levels (Secondary 6 and 1) daily evaluations and grading rather than

fostering aeativity or risk-taking or imagination promote game-playing strategies and

even lead to petty jealousies among students. 1 found this disturbing. Sorne teachers

hardly noticed.

SaIOOL LE'AVERS AND DROPOUT SlUDENlS
QJestiom

Did you pass '0 level examinations?

Why are you not at school?

What do you spend your time doing? Where and with whom?

What do your parents say?

Do you miss school?

Will you go back.? To do wh&?

What do you miss the most about school?

What language do you speakluse?

What about EnglishlShonalNdebele?

Do these languages help you? How?

Do you want to speak English aU the time? More? Better?

Is English important to you now? Explah
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Do you write a lot? In \\fuit language?

Do you get help from your former school, that is, from teachers, parents...?

What books do you read at home?

What do you think of examinations?

Are they fair to students? Useful? Necessary?

Observation and SIIIIUDll1Y

There were very few dropouts. Most Zimbabweans do not leave school, but sorne

stay out for financial reasons, and in the majority ofcases for failure to procure a

place at a secondary school. There are not enough secondary schools to accommodate

Grade Seven graduates. Most of the schoolleavers did not want ta he out of school

"at home doing nothing". Most of them speke fluent English. They tend to have

extensive English vocabularies without any muddled notions ofwhat words mean and

seant means ofjoining them into phrases, sentences or whatever. They were very

comfortahle in their mother tangue too (Shona and Ndebele), as weIl as English. These

students, at least some of them, suifer from the negative image the rest of society

projects upon them: "Slhe is at home doing nothing." It is a generally and commonly

acœpted notion that ifone is ofschool-going age, and is not at school, one is doing

nothing. Students hear this all the time. Yet they are looking for work, and schools

where they can continue and complete their education.

Many students during interviews speke of inequality, exploitation and injustice.

They were not angry, but showed they wanted a specicl kind of recognition, grounded

in "dignity and equality". A good number ofschool leavers generally said they did not

like exams:

1do not like them. What crJi.lI1ts is student ability, not the school exams. Our
provinces are differenr, like:rural and urban areas, and we could do betterifwe
were taught about them, evèO in our English classes. (Bulaw.l.YO)

Asked why therewere so manyschoolleavers "doingnothing" inbathrural andurbanareas, most

Ministty ofEducation officiais stated:
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The dropout rate is not always officially defined. but we kIlow we have a school
leavers' problem on our hands.

Wbat are the causes? The same officer said almost half the dropouts are the resuit

of a student doing badly in school. Students, however, say they also dislike the way

they are taught, and are highly critical of tcachers and sorne of their methods.

It was clear to me at these meetings, that the wide variation in dropout rates

where this happened in urban or rural areas, suggest that poverty influences the

problem in many cases. One dropout student explained:

I had no sports tmifotrn...and didn't any longer feel school a center ofmy life. or
even important I felt no sense of belonging in school, and although my futher
had paid the fees...lleft school. (Harare)

At. another center in Harare, another school leaver said:

I dont \ike the work any more. even ifI find money to go back to school. I don't
like the English teaehers. I don't like the school administratiOtL They ail don't
kIlow me now, and they dont care.

The dropout rate in Zimbabwe is said to he decreasing.

21MBABWEAN SlUDENIS SlUDYING IN aJBA (1990)
QJestions

1. The philosophy of self-determination and the whole concept of independence

necessarily implies that young nations such as Zimbabwe will seek to preserve

their identity in the name of national prestige. ContraIy to this statement, the Eng

lish language in Zimbabwe is not only official, but also the medium of instruction

in schools. Explain this rather puzzling and contradietoty linguistic situation in

Zimbabwe today.

2. How do chilèren, through the ordinary evetyday linguistic interaction of the

family and peer group, come to leam the basic patterns of their own culture in a

muiticultural society such as Zimbabwe?

3. Do you think learning and teaching English in a predominantly Afiican culture

contributes 10 students' poor perfonnancc in English examinations? Can it also he
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because of the texts being used, that come mostly from Britain? Explain.

4. What are your experiences in Zimbabwe as a second language learner and teacher

ofEnglish?

5. You now learn, study and teach in Spanish, after one year oflanguage instruction

in Zimbabwe. Is Spanish easier than English? Discuss comparatively your

experiences in these two languages.

6. What advantages did you have learning Spanish in Zimbabwe and Cuba that you

did not experience during your thirteen years of leanùng English? Give specifie

examples to iIlustrate your praetical situations and performance in bath languages.

ObselV3tion and Summuy

Zimbabwean students in Cuba were enthusiastie about exercises 1 gave thern,

through the Department ofEnglish and Linguistics. They were studying in Spanish and

had a deep willingness to communieate in their indigenous languages (Shona and

Ndebele) and English. They gave mostly positive responses to"English in Zimbabwe

and enjoyed their leanùng experiences in English and Spanish in Cuba

Unlike in Zimbabwe, many students studying in Cuba were more aware of their

rights and responsibilities as students. They had eivic education in Zimbabwe and

Cuba in order to cope with a Cuban cultl.n'e so different from their own. They were

consulted and represented on every panel ofdiscussion about their University life.

Debates on English, Spanish and Zimbabwean indigenous languages made possible

e.'<periences that students shared with each other, and 181er became a great way to lead

into fruitfuI responses to questions asked.

A lot oftime was spent on interviews and sorne exercises were incorporated into

the English programs (taping, demonstration, poetIy, and draIna).

1EAŒERS

QJestiOŒ

Are you aware ofproblems your students face in learning English?
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Are you sensitive to these?

What are the problems your students fuce?

Do you have solutions?

Is there racism or prejudice in your class?

What do j'ou think of English as the medium of instruction?

Is it fair to the African students that they leam English orny in class'?

Are you a good English teacher?

What do you teach and how do you teach to make you so?

Do you know a lot about your African students. their lives and cultures?

What about the European students? Do they have problems in English?

What kind of problems?

How are these sunilar or dissimilar from the African students?

Why do so many student fail '0 level English examinations?

What are sorne ofthe reasons for students' problems?

Do you reach out, through class work, easily to students, in your English classes?

What themes and topics interest your students, arouse their curiosity, and give

them a sense of success, and feel that they are in control of their leaming?

Give a briefsummary ofyour normal EngIish Department meeting.

Is there rime for interdepartmental class activities (with a history, geography,

agriculture class...)?

Do your students like you? Why? Why not?

Do your students use their rnother tongue in class?

What is your mother tongue?

How do you deal with negative attitudes towards leaming English or towards

using indigenous languages in class at rimes?

What role does English play in students' lives now? In the future?

How involved are parents ofyour students in the work you do, school and

students do?

When do you rneet sorne of the parents?

How long have you been teaching~ EngIish in Zimbabwe?
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Wha1 methods, techniques or approaches are you using since a lot is changing

today?

Wha1 do you find most difficult in teaching English? E.xplain.

Wha1 do you need to teach English more effectively and get performance from

YoU!' students?

<:lIRrvalion and Snmma'Y

Most teachers were very knowledgeable of their subject matter and sounded

sensitive to sorne oftheir students' needs. Many expatrïate teachers were quick to

discuss the Zimbabwean teaching, bent to school national tests and examinations,

"nearly half a centuIy old, that never did have much to do with using language"

Unlike the high school students and school leavers, sorne teachers were a little

reluctant to express their views for fear of mïsrepresenting their deparnnents or

schools, ~d they said so.

Many teachers, both in ruraI and urban schooIs, expressed among other things, the

coneems of marginalization experienced by sorne students in the cIassrooms, and

speke of techniques to reduce this form ofoppression.

Sorne teachers speke of "establishing and implementing school policy in their

classrooms, and cultivating an awareness and an openness to students" in order to

better their performance. """
We observe howthese students fit into the cIass profile. AIe they shy, quiet, new,
reserved, withdrawn, aggressive, fearfuI or violent. We make an effort to know
their arxieties, their backgrounds, their expectatioos. Theo. we tIy to instill and
bring out in them a sense ofpride and self-worth.

In responding te the questions, many teachers speke of

Large classes and time spent performing "evaluation after evaluation" instead of
teaching, makes it impossible to review ifstudents are experiencing difficulty.

Other teachers cited "Resources" as another problem.

We are just overbun:leoed and this affects the quality ofour work.

In ruraI areas specifically, teachers complaiIied more and more about their

students whom they said worked during the entire year, and still they have to he a

146



•

•

school as everyone else. and ",rite final exams as everyone else.

Student teachers were among the most vocal and in support of students they

taught

1just ignore all of the difficulties and just concentrate on providing a program
that works. My students Sllcœed. they are happy. and so am 1and their parents.
1am satisfied \vith what 1do here. [I observed this teacher's English classes in
Murel1eoo.]

There were numerous complaints from teachers about "students' laziness. being

weary or absent.." While teachers answered questions well. they showed restraint and

total agreement with their school policies.

Another teacher added:

For me it's the workload; there are just too many discomforts and 1 have no
solutions.

Many examples ofstudents' problems were given:

These students have lots ofproblems. Reasons for problems are many. Students
in Zimballwe now are defining theInselves more and more materially. especially
here in Harare. They have little patience at rimes, for the fonnation of the minci.
Perhaps television bas impacted, and all these Western products everywhere...
Their parents 1 know work very bard that they don't have rime te develop or
observe their children's social slâl\s. They are away all clay, and only come late
in the evening, te fine! their children away, or sleeping...

At many schools and in most discussion it was repeated by students, teachers, and

other parents, that sorne parent don't aIways lend the support they should. School

management is not aIways able to get parents involved themselve:;:more.

Headmasters in urban and ruraI schools said this of African parents in particuIar:

It is difficult te reach some of them, and even more difficult to discuss their
children's schoollife... Theyjl:St don't come to school events••• Parents, teachers
and education officers must coopernte to radically alter the present situation.

MINIS1RY OF EDUCATION OFFICERS, SOIOOL ADMINIS

1RA1ORS, AND DEPARIMENT HE'ADS
QuestiOŒ

Who is the school serving?

What are the reaI needs of students? Parents? Teachers? Society?

1~7
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What school resources are deployed to meet these needs?

How might language be taught, English in particular?

Why is English the only medium of instruction in Zimbabwean schools?

Students perform poorly in '0 level fina1 examinations. Do you think English is

the main reason?

Do the '0 level e:<aminations nationwide prepare youth for a future here in

Zimbabwe? How so?

Is present spending on education necessarily being directed to the present needs of

the Zimbabwean students? Is this really directed to make them leam better, and

pass?

What is the role of the indigenous languages Shona and Ndebele?

Is English being taught well in your school? Do students do well in English?

Sorne teachers say the English curriculum is based on the British mode!. Could

you explain this? If se, se you foresee seme changes se it will become "Zim

babwe-based''? Ifse, what will you do? What will change? wm this improve

leaming and examination results?

The Ministty of Education Jaunched a massive recruitment ofteachers from the

Western world, plus extensive staffdevelopment and ongoing coaching, etc. Many

educational programs emerged. Do these inc1ude language programs? 1 have not

seen any, other than revised English syllabi.

What has changed in the teaching of the official languages (Shona, Ndebele, and

English) sinoe independenoe in 1980?

What do you think ofexaminations ca level)? Are they fair or useful to students?

What about grades, tests, ete.? Why do we have se many ofthese?

What is your analysis of the cause of inequality in Zimbabwe secondaIy schools

today? Is it race, c1ass or religion?;'::

How is the diverse Zimbabwean culture (African, Asian, and European), important

as it is, being appreciated in schools, especially in English c1assrooms where the

textbook culture is most1y British, European or American?

Many people say Zimbabwean education is based on the knowledge, the culture
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and values ofWestem and mainlv Zimbabwean urban middle c\ass. What are vour. .
comments?

We ail know c\assrooms in Zimbabwe are culturally diverse; students therefore

have the right to be provided with an education that reflects this diversity. Is the

Iv1inistry of Education, through languages (all the official ones) responding to

these demands?

<beJwtion and SIIIIlIIIlIJY

Sorne principals, headmasters, department ·heads, and education officers gave

valuable and informative responses to most questions asked. Iv1inistry of Education

officiaIs in particular expressed deep concem and commitment to designing and

implementing programs through the Curriculum Development Unit in Harare, in

difficult circumstances at times, but at the same time working and responding to most

needs and challenges.

What was obvious aIso here was the uncertainty regarding English, which is yet

another factor producing mixed signaIs about its IOle in situations outside schools,

parliament, cities or towns. Teachers, parents, and students need to know the

govemment's c\ear position on languages, other than their official status.

There was often, in most meetings, an open dialogue about these issues through

which people identified and anaIyzed their attitudes head on, and right there. People

reaIly sorted out what they really felt as they respondeci to questions, and believed

certain practices needed re-examination in the way students were leaming English and

their mother tongue.

There is need for the Ministry ofEducation to introduce educationai refonn. An
English program !bat will have a language philosophy on aIl languages and
Englishas a medium ofinstruction ina society where other languages are just as
dominant (SUlIlII131YfromameetingatDema, Marikopa; Mr. Saimoll, Mubaiwa)
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AIL GROUP QUESIIONS

QJestions Responses
1 The philosophy ofself. (Sorne university and college students also

determination a:ld the whole responded to this question.) The II".ajority of
concept of independence subjects saw "no contradiction at ail", under-
necessarily implies that standing that Zimbabwe is a home to English-
young nations will seek to speaking people, Indians, AIabs, Malawians,
preserve their identity in the and the indigenous population. English here
name of national prestige. was referreci to as "a writing language, inter-
Contrary to this statement, national, lingua franca..." What is not clear
the English language in from the data is that English is not oIÙY
Zimbabwe is not oIÙY accepted by ::ùl groups as the mediUIl1 of
official, but is also. the instruction, but preferreci to indigenous lan-
mediUIl1 of instruction in guages. Reasons for such a choice were
schools. Explain this rather given, most of them convincing, in view of
puzzling and contradietory the social, economic, and cultural experiences
linguistic situation in Zim- of Zimbabwe as a former British colony.
babwe education today.

2 By using English as the !v1any people spoke (and wrote) at length on
OIÙy mediUIl1 of instruction, this que:,tion. Focus was on bath "inequaIity"
Zimbabwe is promoting the and "English". !v1any did not see how English
existing social and economic could he responsible for inequaIity. They
inequaIity to keep that strongly helieve English unites Zimbabweans.
inequaIity entrenched, since Ironically this was expressed more in the
farm labourers, sorne ruraI ruraI areas where a lot ofrespondents blamed
communal masses and students' high failure rate at 'a leveis on
farmers do not speak Eng- social injusti'==, otherproblems of politics,

,-.--,

lish. Discuss or comment on. and even:(~fstudents themselves.
this statement
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QJestiODS ResPODSes
3 Indigenous languages in Overwhelming response: ''None.'' English

Zimbabwe are popular. should not he replaced...
These are national languages
and mother tongues spoken
by the majority of the ten
million people; which one
ofthese do you think should
replace English as the
medium of instruction in
schools (Shona, Ndebele, or
Nyanja)?

4 Economically advantaged Mixed reactions were heard to this question.
homes in Zimbabwe, people As to who the advantaged people are, again
say, do ptepare children people spoke of politicians and highly-paid
more adequately for school. people in society who could afford books,
Their children do better and high fees in private schools, and 50 on.
sucœed. Is this statement Many respondents made it clear these people
true? Explain. are in both urban and rural are3S. Of interest

to me were remarks like "Their children still
fuil '0 levels" or ''Their children are the same
as mine'ours. They also fuil '0 level e."<llIllin-
arions."
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QJestioœ Responses
5 Do you think there is sorne- This question sent people inta camps, across

thing wrong with the groups. Most teaehers said, "Yes", and gave
English of students who fail examples and reasons for their answers. Sorne
in school? parents said they did not know. Sorne school

leavers agreed v.itil teachers and said, "Yes",
but for vt:ry different reasons from teaehers.
Of great interest and concem to rne were the
opinions and discussion ofsecondary school
students: "No, my English is good. 1 don't
know why 1 fail:' (1991-92, Harare) Sorne
education oflicers and other MinistIy of
Education representatives believed there W3S

something wrong \Vith students' Eng1ish:
either they did not practise it enough or they
took it less seriously.

6 Does the English of the sm- Patents, sorne teaehers and most students
dents or the teachers aet as were in agreement as they blamed African
a barrier to successful leam- teaehers, expalIiates, especially "the Mauritian
ing and te<.'Ching in teachers on contraet with the MinistIy of
Zimbabwe? Education in ZimMbwe", who they said

speke differently \Vith an accent diflicult ta
unclerstand. There W3S a lot of finger-painting
here. "Yes, that's becanse of the same

. teaeh "expatnate ers....

7 Is educational failme A lot ofpèople said.!!Yo:S~èYiided, "The,
happening in social-class disadvantaged are the most affecteti; especi-
terms, in which the ally at sorne roral schools.....
"economically advantaged..
students do weIl, and the -
"disadvantaged" fail?
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QJestions Responses
8 Should Zimbabwe strip Eng- Generally tIili: question WolS dismissed as

1ish of the many fimctiOI"S it irrelevant, ifnot unrealistic. People just didn't
solely bas (medil.lIIl of understand why 1WolS asking them Lie
instruction) and give these obviously "impossible". As one student
to indigenous languages? Do snapped, "What is she taIking about? 1am
you think this would solve working hl!rd to pass, and 1 don't care what
the problem ofhigh failure language 1use. But does she want us to
rates among secondary change now?" People fear the unknown and
school students? "don't mind English as it is used." They hope

things will get b:!!er "with better instruction."

9 Do you Iike EngIish? Is it Differences of beIielS and opinions were
difficult to leam? heard here, and more contradictions. This WolS

contrary to what 1 thought 1 knew, and my
colleagues tao, i.e., that students did net like
EngIish that much as a subject. In fact,
stuclents said they "likOO EngIish and it WolS

not difficuIt" Few teachers agreed, citing
negative attitudes which students sometimes

, display. in EngIish cIassrooms as an example
of resentment and ciislike of the language.
Parents thought students liked leaming
English and encouragecl them to do so.

10 Do you have problems Parents didn't think so, while students said
leaming EngIish? they hall problems sometimes. "Teachers fuil

us a lot and tell us it's bad aIl the time..."
Many teachers, however, were cIear about the
problems they themselves and their students
faced in leariùng English. Views were openIy
explessed and useful dialogues sometimes.
took place between students and teachers on
this question.
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QJestioœ Responses
11 Do you like teaehing Those teaehers who !lad taught Engl:il for

English? What problems do years didn't take this question lightly, since
you encounter the most? they !lad their record te show their "dedica-

tion and competence as teachers of English."
Parents and students say, "Teachers like
teaehing English and know little of our
problcms." However, teacl1ers point te
students as problems, in that, ''They don'! lis-
ten ...don't do homework...get little help at
home because their parents speak Shona..
speak Ndebele and Shona aIl the time..."

12 Do you want to leam and Students in particular did not appear to
use English aIl your life in consider this a genuine question, responding
Zimbab ? with "Why not?" "What else can we leam?"we.

"Yes." Teachers gave support to English, as
did other groups. "This is Zimbabwe."
"Jewish people, Indians and AIabs speak Eng-
lish, the Portuguese, the ltalians. In their
homes they speak their languages like us."

13 Do you p:efer a "Yes" was the answer from most groups
Zimbabwean-bom English exœpt some teaeher.; and some Ministry of
teacher to an expatrïate Education representatives responsible for
teaeher, or does it matter? hiring expatrïates. However, other data make

- it clear some students and most parents,
understood expatrïate teaehers te he those
who do not speak British English (Gbanaians,
Mauritians, and many others).
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Questions Responses
14 What subject teacher do you The few students who answered "English"

like the most? What subjects meant English Literature. and not English
do you enjoy? Please list Language. Howe\-·er. both English Language
these in order of preference. and Literature were the least favored subjects

by many students. Most students prelèrred
science subjects and maths.

Teachers of English like their subject area
and admitted students did not always appear
to take them seriously, for whatever reason.
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APPENDIXll

Fieldwork Contais, Categories and A Selection of Commen1s:
Bath Written and Spolœn

Parents and Grandparents

Teachers

Students and Languages

Students and English

Textbooks and Use in Schools

Culture and Students

Race and Discrimination

Examinations

Methods

Religion

Ministty ofEducation
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PARENTS AND GRANDPARENTS

Schoolliterature says much about "the rapid social change" common to modem
societies everywhere, but says little about "fann huts" in which sorne of the students
live. Parents here dic!. The dynanùcs of the social life of these students ought to be
studied and paooents spoken and listened to more often. (Ali languages were used and
translation done.)

Commeots:
Again and again, people here, and especially those in rural areas, in response to
statements by headmasters that they rarely attend Parent-Teacher Association
meetings, cite problems ofwork at home, in the fields...where they say "the fees
for our children's schooling come from." At Mutorashanga, for example (fann and
mine schools there), there are always the additional economic burdens created for
fann laborers and fanners, causing immediate adjustments and graduaI changes. 1
found here social groups that are innately conservative, so established modes of
everyday life and behavior in the sma1l hamlets of the country, remaining the
same in more ways than they changed. Discussed this at lèngth with student .
teachers and the Teacher in Charge of School (11S). Most Afiican parents,
regardless oftheir meagre financial resources, support elaborate fimd-raising
schemes including sometimes making bricks themselves (rural areas). In urban
areas all different economic group sections ofsociety, in school after school,
sucoessfully meet and make efforts to pay for field trips, for example, transpor
tation and other activities. 1wonder how it works, even as the studies that have
been carried out at the University, for example, seminars that have been set up,
sorne ofwhich 1 attended, with international invited guests at times (Belvedere
College, Seke Teachers' C)lege...) but without involvement, direct or indirect, of
pareniS, and everi when their own interests are at stake. 1 real1y wonder how pol
icies !hat truly take intQ account tbeir nm's and tbose of!heir children can be
founuJated.

Gr.mdpareots (Mtoko, All Seuls Mission: translation)
."We need to know that every student is capable ofachieving and making a
positive contribution to Zimbabwe society, through :dtooLeducation. These
students fought against evil and colonialism and won!"
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PareuIs
l read sorne tenn reports sent to parents ofsorne families near "Munyawiri
School" (Pa JIRI, near Mtonda School). These reports are all in English (primaIY
school children). Parents don't respond, at least most ofthem don't. Others know
English; lack of response is not lack of interest, but because their literacy is

confined to their first language. Very little effort, ÏÎ any at ail, e.'''œpt when the
child misbebaved, is devoted 10 making communication more effective. This is
discouraging. Attendance bY African mothers at meetings is low.

...meeting attendance will keep parents informed enough 10 maintain the
credibility they need. .

Still, parents should be made to attend more of the regularly scheduled meetings
with mainstream teaehers... Sorne schools tIy bard 10 involve them (St. Georges,
Harare) in both urban and rural areas. African parents in particular, and especially
mothers, fail to attend Becanse parents work in relative isolation, the validation
that cornes from sharing their experiences with others will definitely be
revitalizing. In sorne schools, headmasters are happy that "in dealing with
students, parents, ete., we created an open dialogue about sorne issues through
which people identified and analyzed their attitudes head on and right there...."
"Parents expect 10 get their money's worth, you see they pay lots of fees.•."
Listening 10 parents W3S sad at times.

Poverty - Hanlsbi(li
Bleak job prospects; with no hope of finding work, therefore there is little
incentive to encourage children becanse they see and know it. One teacher said.
under such circumstances it W3S difficult to reach parents, and more so difficult to
discuss•••and suggested more cooperation arnong teaehers, education officers and
parents lOto radically alter the present situation."

QJestions !rom sorne motbelS
"What will our children do with Shona or Ndebele? Where wiÙthey get jobs?

.;0-

Without English what is the alternative? Tell us.•••" This=.W3S in the Bulawayo
area, where sorne parents had their clnldren go 10 school in the city, where they

,. /.'

stayed withdifferent relatives. Patents here believed schools h'1iheir roral areas
were just oot good enougb. "The childt::n are better somewhere else..."
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The influence !bat culture plays in Ùle daily life of students appean:d less
considered by many teachers.

CommeD1S:
Generally 1 found teachers everywhere 1went were very aware of problems Ùleir
students fuce at all levels of their leaming, and in English. They do have Ùle
know-how and sensitivity to become advocates on behalfof Ùleir students to the
nation at large by making oÙler people aware of the problems !bat language
(English) poses, the source and how to overcome Ùlem. Many expatrïate teachers
adjust very quickly to their schools (Mauritian, British, Canadian.•.), and begin
very quickly to understand and use Ùle people's wisdom.

TeacbelS' woddoad
"The burden of preparing for and teaching so many hours a day reduced me to a .
state of nervous exhaustion and really kept me from fully appreciating students'
simple pleasures. Sorne ofthem, .:specially in my English class, just annoy me..l
am sony, but this is Ùle truth here..." (Bulawayo - Magwegwe).

Many teachers S'èJN their role too as motivating students to work harder.

Generally many teacl1ers tty to analyze the needs ofÙle students and engage Ùlem
in aetivities !bat respond to Ùleir needs at school. Teachers did this in obviously
very different ways and often with good results. However, Ùle pressure among
students and even teachers was a little too much...

Primary scbool teacher:
"ltty to adapt to oÙler demands, e.g., not always standing in front ofa room of
20 - 30 studen~; li:Q.W realize 1 could have fim with Ùlem at times. 1 tell you it's
one ofthose eifurts....to keep my job."

• -~
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Discipline
l ,eally think today teachers should believe in students trying to rnake 50mething of
themselves, and tell them mat without hard work and self-discipline they could never
amount to anything and did not deserve to.

Few teachers had problems with discipline. In Bulawayo urban students
themselves told us they didn't mimi, for example, Ministry of Education policy
which forbade all children from "perming their hair". At Luveve, in the English
c1ass, students politely spoke in Ndebele, switched a lot to and from English. The
teacher handled this very weIl (student-teaeher from Belvedere). 1thought the
leaming environment in most Bulawayo urban and rural schools was friendly and
accommodating.

A foreign teacber
''The students always welcomed me warmIy, but before long they saw that 1was
wound up and irritable. 1was 50 obsessed with the lesson plans (as required) and.
50 concemed with controlling every single event that occurred in the c1assroom
that 1 lost sight ofbm:Y students were leaming 5Ometimes. My face was most

times buried in my notes. Even when an aetivity was going on weIl, 1worried
about how long it was going ta last and what we werê'going ta do next (as 1saw
others do - mostly Zimbabwean teachers). Besides, for mr..eIt: 1 wanted ta see as
much of Zimbabwe as possible before my contraet with the Ministry of Education

ired. "exp ..

Anotberteacber- very dedicaœd, 1found.
"1 put a lot ofeffort into day's planning, lesson plans, 1 mean. 1 try hard each day

. ta give a performance that could not go wrong. The headmaster cornes in at times
and sits at the back of the c1ass during lessons...."

MyseIf
1 found this over-reliance on a written plan eut teachers from the students
5Ometimes, and stifled the vital interaction a tme leaming environment must have.
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1ho'"PSter in a rm3I school
"Students want their future. They look fonvard to work. after school. They w3nt
something better in the cities..."

Teacber, asking
"1 want to know whether or not these students really like leaming lit all. Classes
here are very large. 1do my best to prepare them for exams."

. Another teaeber in ch:uge of Secoodary School (IlS)
"English is serious here. Students do their best and students pass here."

SlUDENIS AND IANGUAGES:

Sbona, Ndebele and English

Many young people appeared in despair in sorne English classes.

Commen1S:
Parents 1spoke ta, citizens lit large, and stuàents rhemselves expressed surprise lit

why this WllS important "Everybody knows we have three official languages..."
Again 1concluded that problems with language may he the 'parents'
responsibility'. Parents should do more lit home with their children on the
importance not only ofEnglish but their mother tangue Ils weil.

The use of all three languages plays fundamental roles in the development of
Zimbabwea.'l commtmities across Zimbabwe. Respondents here (on language) included
many people ofail races.

Many people citee!, in the church, and during the Zimbabwean liberation struggle.
1suppose by nature ail Zimbabwean languages are so closely linked to:lle reality
in which we live, reflecting a common history, one of common exPerience and
freedom for ail.
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High School 3tudent, Oriel Boys' SchooI, Har.ue
Language to me is English "that's what you mean, isn't it, madam?" "School is
sometimes duII. It makes us leam verbs all the time. Even when we know them,
we must not forget them."

Parent (native speaker of EngIish), on language
.....teachers don't always lend the support they should" [fa her too, language is
English.] "$choal management is not always able ta get us parents involved more
Ù1 schools - 1 mean, ta discuss real language issues." [Again, she meant English
only.]

Teacheron Ianguage question
"For me it's the workload. English requires hard work, especially when you teach
non-:r.3tive speakers. There are just too many discomforts ar.d 1have no
solutions...Focus attention on the school system as the place from which ta
address the language issues.

...The absence ofa systematic approach ta language education, despite available",
pedagogical material, suggests a continued need for research.

Classrooms Ù1 Zimbabwe are linguistically diverse, and students have the right ta be
provided with an education that reflects this diversity.

Furthermore, our relatively limited comprehension ofthe manner whereby racist
sentiments translate into behavior is a challenge ta many people. As you cao see,
we are all trying. Generally, the individualist competitive model of education, in
everything from math to English, has not proved effective in encouraging positive
attitudes towards the !eaming ofEnglish.

linguistic:s Conference, UniveJSity of 7imhabwe

English (although people don't say this), and its culture, cao he completely allen
ta students' lives. In Zimbabwe, Shoria, Ndebele, and English are official lan-

é guages. They have shared status for the transaction of govemment business.
However, there are nwnerous imbalances that hamper, ifnot actually polarize,
English language and teaching processes because the other two languages are
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suppressed. (translation)

Shona, Ndebele, English: English and the incli~ous languages ought to be treatcd as
complernentary modes of communication rather than segregated. competing~ of
knowledge when they are presented and dealt \\ith in education conte.~.

It is elear from what l hear and see, that English and indigenous languages are
really never paired offas irreconcilable adversaries or compared in any way.
However, Zimbabweans are challenged to defend their heritage and vernacular.
Again,they don't see the learning and use ofEnglish and the official policy on
English-only as medium of instruction as representing a genuine threat to the
survival ofZimbabwean culture or indigenous languages. Students can be helped
to develop a richer understanding of the nature of language as a system. On the
other band, the teaching of indigenous languages as first languages could benefit
from insights coming from second and foreign language teaching theol)' and
methodology.

Mutual value for ail languages needs to be reflected in the curriculum, and
multilingualism treated as a norm, not a special case.

l see sorne contradictions at tirnes, especially from students, with respect to what
they say they want and what they aetually do. Yet they are clear on bilingualism.c

as a natural condition in which complernentary languages serve specifie and
distinct learner needs and practices.

SnIDENlS AND ENGlJSH

English as the only medium of instruction in schools

CommeDls:
Far from being homogeneous (Italian, Greek, French, European) English also

contains more dividing elernents within itse~ such as accent and vocabulary, than
unifying factors. Different people...show language. confliets ta be as mueh a
produet of rural-urban tensions as they are ofEnglish.•.disputes.
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• I..e3ming EogIisb
We must approach English leaming and teaching in other ways (education
officer). Its link with the experience of Zimbabwe must be emphasized.

Students
Not only do students represent Zimbabwean population, they are a produet of the
way of life of people today. (Nkai in Matabeleland)

Emopean studeut (Bulawayo)
Question: Do you enjoy leaming English?
A nswer: 1feel 1am SUlTOlUlded by a dietatorship ofpri~ipal, teachers, reli
gious leaders (they come here once a week). They want me to speak in a certain
way. 1 like to write more.

Headlmsœr, in response (Magwegwe--Bulawayo)
"He knows what he is talking about. You see, authoritarian teachers just teach,
and without feedback from students to assess their material. Students should be

allowed to leam by talking about their everyday experiences, for example, in more
meaningful ways than what happens today."

Teacher responding tG student (Mlgwegwe-BuIawayo)
"These students themselves are sometimes resistant to non-traditional styles of
teaching. For example, they want the English of the books, and by th'? books. We
teach them te pass."

Comments on student's report
"She is intelligent, and cando better ifshe wants to. She isn'tjust trying."

The studeut says:
"1 don't just like the work, 1don't like my teachers. 1 don't like the school
administration either. They don't lUlderstand me. They don't care even...l like my
friends. 1 like school."

• /~'.~~
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Anotber student
"Teacher told me English will always be hard for me because 1did my primary at

a village school..."

Professor in languages, University of Zimbabwe
"One is told to 1bink,~ and~ correctly. \Vhat does this mean? Language..
especially English, is a livIDg thing. Society changes and so does language to
reflect evOlvIDg social attitudes. It is difficult to know or lUlderstand how this is
being manifested in our English classrooms."

~ ~

Teaching and Ieanùng EngIish
Many community leaders, students, parents...across the COlUl1Iy and in many
schools were asked to give opinions on how students could effectively he taught
and leam English in schools.

High school students: they want to be allowed to practise their leaming styles in
schools, express their ideas and questions.

Many addressed the importance of leaming about and cdueating against
overlapping forms of lUlequaJ social relations of power among teachcrs in
particular [my own inter:ptetation]. Many students and teachers e.xpressed the
concems of marginalization experienced by sorne students in the classrooms and
spoke of techniques to reduce marginalization.

This is the only way students leam ''to make children submit ta authority, most of
the rime, sorne of the teachers said (most expatriates) is to violate their human
rights. To teach studentsaitical thought through mutual respect is to teach human
rigilts. This is possible only when adults and those in positions of power at home
and schooi trust students.

Teaching EngIish
Those invol\'ed must leam the tntth about people and their lives, and create a
space for it to be heard, leam and teach children to share themselves across race
and cultl.n'es. We are meant to share knowledge ofourseives, not to promote our
selves.
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SttJden:s' experience
Students' own experiences can serve (if pennitted)as springboards to the creation
of fictional scenes. When working with social issues.. roles work best vmen they
are easily distinguishable and collectively owned, so that at any point, if the
teacher calls for a role reversai, anyone else can play the character.

Studeuls' leaming experieoœ, and bomework
There is here a great need for a period of active reflection. Stuc\ents need a chance
to integrate vmat has happened during the leaming process, to deepen their
insights and to eround tbemselves in tbeir own pec;ona!ities. Reflection can also
be extended into homework on questions to ponder or v.rite about. Like their
country, the students continue to experience great changes in racial, cultural,
religious, and ethnie compositior~

Stuc\ents must be assisted, and made more aware of the multilingual, ethnie,
religious and cultural n.atln'e of the society and school, to ready themselves to face
challenges in positive and creative ways.

Studeuls (English)
With or without the experiences valued by school, l found most students easily
excited and engaged vmenever their persona! horizons were expanded in
meaningful ways, e.g., in readings in which a diversity ofvoices were reflected
without emptJm.is on "proper tone", for example.

Reseatd1 fieldwoJknote5 sbow that...
...most secondaIy school students do not speak English at home. English language
is perceived as important at school only, in education only. Unforttmately schools
do not always, in a practical way, include realistically students' homes, their
familles or their indigenous languages.

Teaebing EngIish
(Education Officer) "Teachers get caught up in this. If they showany serious
COIDIIÙtment toward the teaching and disseminatièn ofEnglish, then they are
labellcd "Ve ~gu._"
These negative attitudes and labels abom English have de-motivated some people
and do reduce the serious teaehing ofEriglish.,:-

,- . ,
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Student teaehelS (English): tbeir reporlS on &glish leaming experiences
They don't question the relevance of English. at least most of them don't
Indigenous languages and English are not seen as being in opposition to each
other and mutually exclusive. They are just not the same. They are very different
However, learnelS must be told that this is a good tlùng and more e.xplailied to
them.

Common among students is when they attempt to use English outside the school
or in the classroom at rimes, "they are ridiculed and teased, by peers, who imitlte
them and their accents."

These and other such contradietory mes.;ages about Zimbabwe culture, and the
IOle, status and relevance of the English language in Zimbabwean society in
general, lead to equal1y C?ntradietory responses to leaming and teaching English.
particularly when teachelS are Afiican.

Roman Catholic priest on ''FJIgIish'' - a native speaker of English (Kutama)
Murombedzi .

Students come from a wide variety of ethrùc backgrounds and speak, even Shona,
in different dialeets. Their socioeconomic backgrounds are widely varied. For all
this variety, these students have one feature in common: the nature of their
Eng\ish program ta 'a level e:<ams.

The priesfs comments

He has a wide experience as a priest, teacher, school principal (Chishawasha) and
school supervisor in Seke Materera, Marondera and Chihota. He agrees that
teachelS have little choice but to focus on the 'a level syllabus and its require
ments, rather than students' culn'.Ia1 backgrounds which won't help much in good
English grades which they nèed so badly.

High school students
Those l have spoken to hate sorne Eng\ish activities during class. "It's baby
stuff.••it's childish." "We a\ready know English. Teach us the real 'A: level stuff."
(Bath Afiican and European students said this.)
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Comments from some staffmembers on English: Linguistics Department, UIÙversity
of Zimbabwe

"There seems to be a psychological reason why students resent English, even
these first years here, ta1king the English course in this department. They feel
stigmatized by being in this program (UIÙversity of Zimbabwe), which they think
is not for them at university level Most problems indeed are language-related and
we believe this English program addresses the specifie needs of this type, of these
students. Students may think differently...they always do."

Teachers using different approaches spoke a lot (some comments were on tape made
at Luveve Secondary School, in Bulawayo. Students spoke Ndebele, Shona and
Nyanja)

"We are tIying out alternatives." We discovered the syllabus was "tao theme
based", rather than "skills-based". Th:: major component that ensured the English
eurriculum's succes~·was the themes we chose. They were all of great interest to
the children, but somewhat ofibeat.

We made a point of creating an atmosphere where students felt that they were
involved in serious, valuable work that elevated them in their own eyes, not the
usual "school stufl" which they had already started to resent Themes included

=O. leaming about making tapes, on wild animais, different breeds of dogs, fields in
.llI'ban and rural areas where people get into trouble with the municipality, etc...
Every possible thing is done to relate our curriculum or interpret it ourselves, to
the students' interests.

=/ 1 read the assignments in the classroom, went through students' exercise books,
spoke ta other teachers and students, taped one 45-minute Eng\ish elass. The
Eng\ish classes here were having high levels ofsuccess in all the communication
skills, especially in speaking, reading and writing.

From this e.xperience, important to me, my new defirùtion ofEng\ish

English could he defined as an authentie speaking environment ofpeer and
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teacher interaction in which their exposure to natural communication is maximized
through choices for thern to participate in their own way.

EngIish leaming and poverty: views of a headmaster
Poverty creates obstacles to learning that we should address more often. These
result in many students remaining unable to read or leam weil enough. or speak
Ecglish weil enough to cope with everyday school and social life. Many poor
children are at the greatest risk of not getting enough education. They c:mnot
concenttate at schoo\. They worry a lot, naturally about everything and are often
afraid to do many things alone. In parts of urban areas, crowded homes mean few
quiet places to study. Poor parents lack confidence and power to challenge the
school system.

African students who are native speakers of English were inte:viewed (born or raised
outside Zimbabwe, e.g., Ul<.)

1met most of these students at secondary schooIs, in private schools mostIy, and
in sorne urban govemment schools. The views they expressed are reinforced by
others of their age and level in school who say learning English is not a challenge
to them, but a problem, and it's not important "Teachers don't give us anything
challenging, but punish us with a lot ofwork. They just don't do things our way.
They teach and say things the same way ail the time, e.g., Do you understand?"

HP3dmasœlS' cornrnents
These students leamed English naturally in the U.SA, the Ul<., and so on, and
don't realize the importance of learning it the way students here do, and so they
are negative towards the idea of learning it and towards the ernphasis we place on
it

Again their parents and their teachers too, are not aware of the importance of
being biIinguaI, like you said 1am not aware, 1don't even talk about these things.
Parents in particular do not always communicate in English although when they
tIavel and are confronted with another reality, they see the need ta use English

. more often. But it is not that important in their life, outside ofwork.
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Agriculture teaeber
Indigenous languages are not used very much, not even in agriculture. We speak
English here, in the garden...

MI: Ronnie C M:snvi, l\h;awi Tmhidzilœ Village, Selœmaterera
He spoke of memorizing facts as a student, and admits it took too much time. It
\Vas fun sornetimes, he added.

Studen1s
Teacher of large classes (In bis class, desks were organized in rows, ail ~-cing the
teacher.) We copy rnost things frorn the chaIkboard, 40 - 50 students said

1EXIBOOKS AND USE IN SOIOOIS

Almost everybody spoke about texts: lecturers, education OfficeIS•••

Conunen1s:
Mostly "foreign", many people said, "they give examples and tel1 stories rnostly
from other countries' point of view. Sorne stories are very sad, with characters
driven by greed, for example, and armed with a sense of their 0"Ml innate
superiority." (e.g. Macbeth) Many people arguecl that it was how these were
presented that made a difference. "For those who grew up studying Julius
Ceaser...murdèrs...as rnost teachers, the African texlS, the few available, tip the
historical pexspective shaIply in the other~on. l keep wondering how many
of us are on the road back to finding ourselves.

'~

Generally one finds that "language as usèd by a patriarchal society (England
throughout the centuries), government and religion is often ineffective to the 2Oth:
century anywhere today. It is the spoken from these voices which are the most
oppressive upon readers' consciousness. (MIs. Cattaneo, Head ofthe English
Department, Belvedere)
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TextIJool5
Many complained about te.....'tS usee! as stereotypee! that reveal very few new ide:JS
about the nature of Zimbabwe and its people. The \Vorst stereotype is that of
Black people everywhere. Even those by African authors sometimes alienate those
whom they are trying to reach, overdramatizing poverty. ignorance. diSe:JSe. de:llh
and so on. Whatever facts emerge are olten made to make hearts bleed for
African mistreatment by authors. Some of the te.xts lack credibility. Even the por
trayal of some people as helpless vietims of the economic system is sometimes
stereotypica1. Too many people are vietimized by one system or another. and are
taken advantage ofa1most everywhere by society. "Many characters take charge of
t."teir destiny, and that is after they have rejected their roots."

Texts should reflect the e."<pelience of unemployment, poverty... Students would study
and reflect on this experience in the Iight of the textual message.

There are vague politica1 points in presented products. One hardIy reads anywhere
in Zimbabwe, of the rich Malawian culture, for example, its linguistic diversity or
the haro work, contribution and perseverance in a foreign land, of its people, or
their role in Zimbabwe's nationailife.

Many people say "some foreign texts in schoois di> not necessarily provide an
aceurate source for learning about e.g., private lives of the nameless people who
inhabited villages in England, or something that reflects our lives somehow." "1
think the only legitimate way to deal with the thomy problem that plagues the
students' interest in language learning, namely, the issue of an authoritative text, in ..••.
which are embedded petspectives uncongenial to present values and situations, is
to stop using such texts. The pmpose for books is mostly to meet the needs of the
existing demanès: of life and must he understood in that context." Certain broad
aspects of the material world must re considered: Zimbabwe's status as an African
countty, th:: particular demands ofagricultural subsistence in the rura1 areas, and
the demographic or politica1....

Texts could reflect crop rotation, land use, primaIy products ofZimbabwe. Planting,
fatherhood and motherhood, and work as competing alternatives for women and men.
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Interplay of enviromnentaI influences and technological responses characterize
Zimbabwe and shape social structures and values. The combination of environ
ment and technology determine needs and rhytluns of urban and agrarian life and
thus the structure a.,d size...that best met the particular conditions that affected the
social organization on both community and family levels. Therefore examination
of the agriculturaI system becomes Ileœssary.

Too much focus (texts) on the individual, on autonomous development and self
fi.ùfilment. When students complain about texts...the school needs to e:<amine or
address their concems. People are calling for aeativity: produce your O\m reading
material, etc.

CULlURE AND STIJDENlS

Comments
Many parents, teachers and headmasters said what could he summarized "students
with.lots of problems. Reasons are rnany. Students are defining themselves more
and more materially, and have little patience at rimes,for things we consider more
important in their lives. A1so many African pai'ents work very hard,.:'o hard they
don'! leave rime to develop their students' social skilIs at home. Many students are
home alone most ofthe rime."

SclIooIs
Must reflect Zimbabwean culture. To become aware of the people's way of life
today is to come to grips with the reality that determines the people. In this sense
every character is J.IS, we must identifY and describe the students' world That
world must be identified together with the clynamics of Zimbabwe life that
determines the behavior and status ofstudents.

Notes fro~ a meeting
"My pmpose is twofold: first, 10 promote an awareness among ail who are ."
affected by the students in Zimbabwe or ofthe very existence of the unseen life
led by people in Zimbabwe; and second, to begin to make that existence visible in
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me classroom. The goals are interrelated: me fuet Ù1at student's life ~ences
differ considerably from me schoollike is causing discomfort among sorne of us."

Wlmen discussing
For centuries Zimbabwe bas looked at education throuciJ. me distorting lenses of- -
patriarchal, British tradition. Now perhaps we can e:"amine it in me clcar light of
our own Zimbabwean worle!, in schoo~ home and everywhere else.

Me
1 may not have tmderstood why students' roles, for e.~Ie, in society, tend to
exhibit certain features largely not identifiable in me classroom.

Me...at Ellis Robim Scbool in Har.Ire
1 find students are adapting very weil to what 1mought ms difficult and a1ien.
What 1 see and experience in bringing to Iight materials conceming a wide varlety
of differing social configurations - ail new to me. This is. iUuminating. 1am
discovering new things daily.

Culture
Obsetvïng bom rura1 and urban life in fiunily conte.xts is a great task...aitical toc,
especially when one tries to examine me students' role in Ù1at setting. This is why
mere are problems in trying to 3SSign tmifOIm cultural values on people. It is not
praetical and it generalizes students' value systems and society.

Repol1s
Sorne reports (Education Officers) or even schoc~ did not necessarily mirror
social reality. Sorne people wrote what students told mem. amers, 1 think, were
problems of inter:ptetation Ù1at consisted of genera1izing from limited information
about students, parents and teachers. The more remote a school is, me more likely
observers are to fOIm opinions on me basis ofa small number of highly visible
conditions (overcrowding, ete.).

Extended family
Because of its inherent ambiguity in Eng1ish, this term is woefully inadequate to
represent me lineage level oftribal organization.
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Formai education in the family
The socialization and education of Zirnbabwean children take place within the
household setting. As contributors to the household economy and as lllllllagers of
specifie aspects of household life directly affecting all household members,
mothers and grandmothers bath play a critical IOle in the socialization process.
Like mothers everywhere, beyond t.'leir primary raie as nurturers in their
offspring's early years, they, along with others, instruet children by word and
example in the technical skills and behavioral modes essential to household life.
The parental IOle and consequently the women's share of it, operate in ways
indescribable by any texts that students use today. The instructional wisdom of
women in Zimbabwe continues to he an integral part of claily life, yet little of it is
refleeted in the texts or other school literature.

Rcligion in Zimbabwe
Religion in Zimbabwe is personally and family oriented rather than institutionally
conditioned.

Politician in a conversation
''To understand Zimbabwean view ofeducation, one needs to know something
about Zimbabwe history. Zimbabwe integrated their spiritual, political, and
economie life around the reality of land and the environment. Ancestral
knowledge is important African people observe the animais and develop ideas
from them, nature and people...I can say parents are the most important part of the
education ofyoung people. Young Inothers need instruction on how ta help their
children leam. Parents Teachers Association (PTA) meetings in roral areas in
particular are mostly about unpaid fees and fimd-raising."

Retired teacher
"Our education system ignores the most important resources - the old people.
Grandparents know a lot that they can teaeh students."

Gr.mdparems
"...Everybody should he involved and committecl to using our languages. Culture
is our life. part of education.
.•.too much competition among students and their families."
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• Parent
"It is me school system supported by me culture we live in wlùch is promoting
competitiveness at home and school. As parents we must know Ù1at we have
tremendous power. knowledge and acivantage in terms of culture and experience..
and should use it"

Expatriate teacher
"The goals which me school sets for itself must be in accord wim me gœls of the
society, i.e., govemment, business, labour and a host of other agencies for whom
schooling is a necessity of life. 1 find gaps and inconsistencies bet\veen the school
and the real life these children live."

Me, SIlllllil3lY
Important as it is, appreciation of different cultures is simply not enough. Critical
thinking has an important role to play because prejudice is sustained and
rationalized by faulty reasoning. Comple.x persona!, political, and economic factors
enter into it Eradicating prejudice is not an easy task. Prejudices are deeply
ingrained, the produet of years ofeffective social conditioning.

Notes from a histoty cl~ debate
Students should examine nationalisrn, colonialism, as well as discuss solutirilS Ù1at

fight oppression from anyone. What is happening in a free Zimbabwe, in the
absence of colonialisrn, is important to discuss.

Teacherfrom U.K.
"The present urban middle c1ass studt:l1t population is homogeneous; families for
whom English is a native language, or spoken in the home (White or Black or
Indian), are representative of me new Zimbabwean linguistic and cultural mosaic
Ù1at is part of me landscape ofcities and the country as a whole..."

Slnnmaty Mis. Regina Kwenda
"Zimbabwean students in discriminatory situations are forced to choose to be one
or me other, and in making Ù1at choice, mey cannot choose to be Ù1emselves.
Here lies the tragedy."
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African parent (back home from U.K)
"We should never take anything for granted. We should nev<:r assume~ people
are coming from the same experience as we are, that we are ail Zimbabweans
therefore our expectations are the same. While our reference points are not
sunHar, at least let's get them practically ùnderstood."

Expatriate teacher

"In a multiculturaI society like Zimbabwe, it is necessary that each ethnie group
he proud ot; and celebrate, their ethnicity (they do) as part of a mosaie that is rich
and diverse, making up a very colorful whole. Different ethnie groups complement
each other, and each has a rich contribution to make to the whole. We can
celebrate our uniqueness while inviting others to share with us their particularity
and their uniqueness."

.distory class notes
Young people should he encouraged to find solutions to oppression, bath on a
personàJ. and cIassroom level, and on a larger sca\e." ....In our study of history
(teacher) l invite more questions on: What could they have done instead? Who
resisted these fonns of oppression and how successful were t.'ley? And most
iInportant, "How can we do hetter?"

Student teaeber
"We have helped other teachers understand the different cultures represented in
their cIassrooms, suggesting ways in which children contribute to their education
and that of their friends, in EngIish or other languages."

School caretalœrspoke in Eoglish and Shooa
"Sorne students are from commercial farms and villages and know best their
regions. Sorne are shy to speak in EngIish."

Africa~:festivals
.'

The origins ofAfrican festivals are rooted, as is Zunbabwean culture in generaI,
in the traditions ofthe different ethnie groups which contribute to the shaping of
Zimbabwe society/nationality. Britain has had thegreatest influence, but other
cultures such as India, Malawi, and lambia have their mark a\so.
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Emopean farmer(Mrzoe)
"The African people do not totally abandon their cultural praetices. but rather
disguise them in orcier to display at the tèstivals and commemorations which are
essential elements Of i'lational culture. Sornetimes 1see African people in many
situations link the virtues and characteristics of their cultural practices ""ith the
Christian deities whose names they took. 1 don't sec anything "TOng \\ith this at

all. Their e:<tended family life to me show the value they place. in resource. of
intergenerational life sharing e.'qJeriences/fanùly living."

Principal on media
"Sorne Westem magazines routinely preach scary stories about Africa. e.g.• it's a
kind of psychological warfare. Given this hostile atmosphere under which Afric:m
life is discussed, many students have gone through profound identity crises. Sorne.
although they don't say so, have rejected their heritage (frorn their behavior) in
favor ofa "rnodemized" westem style. What SUlprises me is that sorne of the
parents appear not to object or disapprove."

Discipline
Few teachers had problems with discipline.

Observœon: EcoTl()mic Strul:twrJf Adjustment Programme (ESAP)

Ret: Lloyd Sachikonye, a researcher at the Zimbabwe Institute of Developrnent
Studies, Southem Africa Report, May 1993, p. 16: Zimbabwe Economic Structural
Adjusttnent Programme (ESAP) is only halfWay through its five--year lifespan. But
it has already becorne clear that its impact on the econorny, particularly on
employment and labour relations has been far frorn positive.

Dropauts ~~~,

Sorne students, as a result of rnost of the above, drop out of school.

Cultme
Traditional dancers organize colorful festivals in Harare annually. As assortment
of traditional dancers and singers frorn all over the counny:gather in Harare for
this festival. The Neshamwari festival is held annually, and organized by the



•

•

Zimba1we Nationa! Traditional Dance Association. Each year thousands of people
come ta witlless this colorful performance at Mbare No. 7 GroWle!.

These traditional dancetS poWld their feet in styles sa captivating and entertaining.
The choirs sing and ail of them project authentic dance movements and original
styles. Having groups from many parts of the COWltIy in one competition enables
people to see and appreciate the wide variety of traditional dances performed in
Zimbabwe. The standard of performance by competing groups is often
exceptionally high. This fasters a sense ofappreciation of music and the devel
opment of ail dynamic traditional dance disciplines in the COWltIy.

Themes of consetVation, e.g., of elephants; ongoing debates on culling elepbant
herds. Discussion on the many different vie\\POints between the Southem African
states and the East African COWltries continue to take place.

Teacher
Zimbabwean provinces with their govemoIS, district administratOIS, education
officers, etc., have the power to determine what will he taught to children, and
since Zimbabwe provinces and communities differ radically, tests, as now
administered, or exams, cannot he fair to each province and each school
community.

Tests should reflect what is happening in the COWltIy and the wade!, without
overlooking important circumstances that c&IJSe poor academic performance.

1i3ditional culth1e
It is important not ta idealize traditional cultures. Leaving .JIld in pursuit of paid
employment, students bombarded with one-dimensional images of the west Now
they think they are poor. Children leam from experience....leam moral vaIues,
education training for jobs that are not there. Children should he allowed, through
the school system, to leam about themselves more, using localliterature and
expertise. When they fui\, children will not go ta traditional way of life, but will
\Vant to re-establish their conneetion with each other and their community/

. society/wade!.

liB
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RACE AND DISCRIMINATION
Discussion 3Dd meetings

Comments:
Sorne people silently accuse Africans who spoke out against r:lcisrn anywhere.. of
being racist themselves. Sorne people usuaily think that prejudice is r:lCism.
Racisrn is not prejudice soleiy or aIone. Racisrn is about domination. The fuet is
the institutionaIized forros of power. So 1 don't think white people aIone can be
racist in that sense...Sorne people generally can have prejudiciaI. xenophobie
attitudes, but have not that institutionaiized power over the lives of people to
determine that they can or cannot have jobs, ete. Those are the forros of racisrn
rnost Zirnbabwean African people taIk about..not just European supremacy
eve!j'Where in Zimbabwe, but the privileged minority domination of society.

...Maybe there is need for a greater political action to recognize the raIe of
ethnicity in Zirnbabwean society. Sorne African parents and their children.
especiaIly those of the low incorne group, are largely unaware of sorne of the
edueationai changes or of consequences they involve.

Explore possibilities that aIlow ail groups to be responsible more fully for their
own developrnent as self-creating people. _

Generally 1 found the issue on race and disaimination the ·least concem to many
people.

What is your anaiysis ofthe cause of inequaiity in Zirnbabwean secondary schools
today? Is it race, class or religion? There are interlocking systems of domination
that are race, class and religion. They come together as a wbole, domineering and
imperialistic. Ifwe look at sorne of the private schools we can see on ail levels
how race, class and religion and imperiaIist values determine their school regula
tion. It's about the continued isolationist or separa:ist attitudes towards low incorne
group African children. These are things that have been cultivated in the la:.;t
severa! years and continue to see school population that way too.
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Observation
Sorne teachers were reluet:ll1t to express Ùlcir vicws lor lèar of bcing br.lI1d~-d

intolerant. or irresponsible.

Question: (Priest at Mission School) Is Ùle present govemrnent spending on
education necessarilv bcing directed to Ùle future of Ùle VOUÙl'?. - .
No. It is directed to make Ùle young people happy today. in schooi. 1don't kIlow
about tomorrow, a1Ùlough Ùlere is hope for Ùle better.

Disadvantaged students are very often subjected to discriminatory prneticcs by.
among OÙlers, Ùle children of Ùle majority culture, and occasiona1ly by teachers
Ùlernselves, sometimes unintentiona1ly. AlÙlOUgh ÙlÏS problem is very widespread.
schools, staff and teachers seldom have established guide1fies lor dea1fig wiÙl it.

Report based on students' complaints
The problem of discrimination is usually ignored as many teachers have not been
trained to handie Ùle situations or simply calmot he boÙlered. Stuclents who
complain or report ÙlÏS to Ùle attention of teachers are often said to he
overreacting or overly sensitive. Teachers who take a stand against ÙlÏS type of
behavior often face Ùle same accusations. In Ùle meantime, students who are
subjected to Ùlese discriminatory practiccs often become lonely, frustrated.
isolated, rebeIlious, or timid, and very often fail to leam comfortably.

Notes and suggestions
Establish and implement school policy in your c1assroorn. Cultivate an awareness
and an openness to students. Observe how Ùley fit fito Ùle c1ass profile. Are Ùley

shy, quiet, reserved, wiÙldrawn, aggressive, fearful or violent? Make an effort to
kIlow their anxieties, Ùleir backgrounds, Ùleir expectations. Then try to instil1 and
brffig out fi Ùlem a sense of pride and se1f.worth.

Observations based on parents' repons :
As edueators, teachers must prioritize respect and acceptance as Ùle acceptable
conduits for radical changes fi attitudes and perceptions rather Ùlan opt for Ùle
cosmetie patchwork ofreëonciliation. Teachers need to become true agents of
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meaningful change.

Minutes (on studenls)
Sorne Zimbabwean students, on the one hane!. are systematically subjected to an
education based on the knowledge, the culture and values of western and mainly
urban middle class, and, on the other hand, are sometimes exposed to clearly
discriminatcry educationai practices that tell them they are intellectually,
emotionaIly, physically and morally inferior, becallse they... Teachers should take
a strong stand against ever-present racism.

M;y sUIIIIII3IY
...tao many people referring to 'deprived': E.xpressions such as 'cultl.n'a1ly deprived',
'cultl.n'a1ly disadvantaged', and 'culturally inferior' are clearly disparaging. They
presuppose that there exists ooly one unique code of ethics to which everyooe
should subscribe, that of the Western and Zimbabwean urban middle cIass culture.
These Zimbabwean children who do oot fit into this group are perœived or
labelled different or disadvantaged.

EXAMlNATIONS
QJestions and answelS

Comments:
"Teaching in Zimbabwe, many people will teU you, is bent ta schaol tests and
exams that doo't always have much to do with using the language."

What do you think of exams? Are they fair or useful to students?

1don't like them. What counts is student abiIity, oot the schaol even. People differ
radicaIly, like in rmaI and urban areas, there is 00 way the test cao he fair to
everybody.
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Notes from a staff meeting on exams
The reason for testing students nation\\ide is to prepare them for a future in a
competitive world. Many teachers proposed last week that more tests he dra\\TI up
following the headmaster's suggestions on the matter.

Gœervation
For students the goal should he to gain skills and competence. and not just to
memorize and pass e:œms. l wonder from these notes how much of such
information is made available by parents and teachers to students.

Students also oppose e:œminations: said the test would only reflect what is
happening in class and would overlook important circumstances that might cause a
poor academic performance.

Suggestion
Collecting background information on problem. Home situation should he
included in current plans by the schools.

QJestion
Wbat do you think about grades?

l don't really care about grades anymore, especiaily in English. [t's not my
language: my satisfaction cornes from what l leam in English. No matter how
weIl l tIy or do, the teacher aiways tells me and everybody else in this room that
it is not good enough. But l want to pass...

Reports
They are sc uninformative our parents don't understand the comments. They are
aIl written in EngIish.

Umguage cbtises (high school student)

l hate them. We compete too much. Competition is unhealthy. People steal from
others instead of sharing, just to be on top.

iH2
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UJservation: Daily evaluation and grading
Rather than fostering creativity or risk-taking or imagination, these promote game
playing strategies and... The competitive nattn'e of course work destroys the
incentive and the desire to exchange ideas.

Grade fixation often deters students from the risk]' investigation of wllamiliar
academic territe:y. High schools should provide students with an opportunity for
exploration and experimentation, so students don't stick to what they know best,
:hereby limiting their scope of learning.

Question
What do you think about non-examination classes?

l am interested, but worry very much about my certifieate or final report. l am
concerned about what will be in them. l need a pass mark ofsorne kind, sorne
sort - a certifieate.

UJservation
The key factor in non-examination is cooperation.•.Students would work together
to ensure that ail maintain the high level of involvement Non-examination system
works in the context of highly motivating environment

Sa called students' poor performance is based on fear, guilt and shame. And the
fear that tums up most is the knowing feeling that you will he rejected becanse
you can never measure up. You are going to fail.

But that fear, in some classes, cornes from being raised to believe you are not
worthy ofpraise, that your imperfections outWeigh any good points ofyour
personality or whatever else.

Teachers and parents should use affirmations such as "You'lI pass", "you are fine
just as you are", repeating those positive thoughts whenever one's self-esteern is
slipping. But sometimes students can't pull themselves out of the too many
negative comments from home and school.
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Grnndparen1s (tnlRilation)
Nobody is barn incapable of good. That kind of tlünking is a lie ~'d down
through generations. and it brings nothing but sharne and hopelessness. Students
should he taught to like what they do. and to like and appreciate thernselves and
their families. They are very good children here. very respectful. They work hal'd.
even after schoa\.

Questiom
Whorn is the schoal serving? What are the reaI needs of students? What schoal
resources are deployed to rneet these needs? How rnight language he taught'?

Dropouts
Why do sa may students drop out ofhigh schoal? The dropout rate is not a1ways
officially defined...What are the causes? The Minisny of Education says a1most
ha\f the dropouts are the result of a studerlt doing badly in schoa\. Students say
they aIso dislike the way they are taught and are higlùy critical ofteachers and
their rnethods at tirnes.

Interviews
Many clairned that teachers are prejudiced against "slower" students, and are
basically unresponsive and uncaring.

Teacber(many people agreed)
Large classes and tirne spent perforrning "evaluation after evaluation", instead of
teaching, makes it impossible ta review ifstudents are experiencing difficulty.

MiDistJy of Education OOicer (former principal)
1 don't think present spending on education is necessarily being directed to the
future of the youth. It is directed to make the young people happy today, when
.they pass the exams, or very unhappy when they fail the exarns.

Examjnatioœ and tests
In localizing exams Zimbabwe hopefu1ly will draw tests or exarns following the
recommendations ofeducation professionals or expetts. Among other things,
people would leam frorn results and their anaIysis ifstudents are acxiuirïng the
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knowledge Ù1ey need.

oœervation
There is emphasis and focus on tests that are useful and fair. A lot of taIk on
"good and bad schools..." and what's fair on students. What realIy COWlts is
student ability. not Ù1e school or ail of Ù1e above. Better performance or high test
scores would depend, and wiII always depend on Ù1e affluence and family stability
ofÙ1e community. Most parents wish for good qua1ity education, more Ù1an

anything else.

MEIHODS
Suggestiom for metbods

Comments:
Use anything that has special meaning or familiar use to Ù1e students in order to
spark Ù1eir interest, e.g., tools, playing cards, musical instruments, etc. Barbara
Osterhandt cites a teacher, Jim, who has ridden a bicycle into the classroom and
has sent students aroWld the school to measure rooms and corridors; both taetics
\Vere intended to focus attention on new vocabulary while establishing Iinks with
what the students aIready knew.

Teachers comment
Students in Zimbabwe are at sc many different leveIs. The disparity in achieve-
ment occurs at most secondaI)' school leveis. lt's hard here.

Teachers comments on ber class
Most are or:illy proficient while others are less edueated and scmetimes semi
Iiterate. The result is great diversity in rate of progress. In this type of classroom,
individuai instruction is ideaI. Many colIege students, fortunately, have willingly
helped with individualized and group instruction, whether as part ofstudent
teaching practice, or as an assignment for a special class.
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a~ oœervation and report
Students find it tirne-eonsuming and difficult to develop topies indhidually.
Therefore the teacher may help students develop topie sentences and brainstonn
for ideas as a group.

Students
Encourage them to read a te.,t that can he completed and discussed ,,\ithin a c13SS.
such as a short story, or a piece of student \\riting may \Vork best. Students will
then publish their favorite essays, poems, etc. in a booklet for other students to
read. This makes them very proud of their work.

Observation
Righ school students heing asked to think rather than memorize is very appealing
to us (only true leaming). These students have gone beyond mere knowledge to
the beginning of realization, the only true leaming. This results in an observable
change in a student's understanding of the wode\.

High school teacber

In daily lesson plans, 1not only fecus on the day's aetivities, but aise tIy to
integrate bits of Ï!1formation on language development and language learning.

High school teacber on ber studenls
Sorne of them can he called "fluent low-achieving". These students have a fairly
high degree oforal proficiency but cannot read weil, cannot write sequentially
using correct sentence structure, and cannot perfonn academic tasks due to
personallanguage problems.

"f.:3Cbing skills (skills are integJa1l:d into 1he1ŒS)

Most topies provide the teacher with Unique opportunities ta present "personality
words" such as affectionate, alert, enthusiastic, obedient and revengeful.

Observation
Students demonsttated tremendous progress in their academic work. Their
vocabulary expanded, and their reading and writing skills improved. The impact of
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Ùle curriculwn on Ùle students was not ooly academic but also psychological.
Teachers witness broadening of Ùleir mincis, e.xpansion in Ùleir range of interest,
and arousal of Ùleir curiosities. Students broke up wiÙl me "security b1anket" of
Ùle familiar limited interest to -wiùch low-functioning students tend to cling sa
obsessively, and reached out to Ùle wide and e,xciting world around Ùlem. They
fmally haà enough self-confidence to do so.

A group of students (shared by my colleagues at Ùle Distance Education Centre)
Teachers make mistakes tao; we ail do. Sorne students feel that Ùley have learned
enough English when Ùley speak it fluently. A1Ùlough Ùley have studied English
for many years, Ùley don't feel Ùley speak well enough to express Ùleir Ùloughts.
There is need to stimulate authentic and spontaneous communication,. and keep
Ùlem actively engaged in English.

Reading medlod
Shared teaching gives students persona! contact wiÙl stories and helps Ùlem
develop a sense of context, Ùle ability to prediet meaning, and a love ofbooks,
among niany oÙler benefits. BeçJuse stories aIso convey eU1tura1 values, reading
Ùlem aloud helps students integrate Ùlese values into Ùleir lives.

Family
Create rituals; church, environment, etc.

OasslOOm sb-Jttgïes

Various grouping strategies and instructiona! approaches based on students'
background, goals, interests, and leaming styles are presented as important aspects

of Ütèracy instruction in Ùle meetings attended.

Reading
In reading, Ùle technique emphasizes Ùle concept Ùlat print represents spoken
words, and Ùle importance ofgetting students to recognize Ùleir own words before
recognizing OÙler kinds of reading.

life skills
Reading provides practice in sttueturing information Ùlat will assist Ùle reader in
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perforrning sorne tasks for work or in daily life.

Narrative reading involves reading in paragraph fonn. as in te.\.1books or
newspapetS. The technique tbcuses on global understanding and on the devel
opment of reading skiUs.

Teacher's mie
Facilitator or coach allo\'iing the students to manage much of their leanùng. The
process ofgettïng to know the students is continuous.. beginning at the initial...

Studen1s
Students have a great deal to leam from each other and should often work
together in small groups or pairs. Different activities wiU be effective with
different students. Providing severa! activities in a given class session means a
greater chance of success for everybody.

REUGiON
Africm pastodteacher

Commen1s:
The Chmch, at first, had a mission to eradieate native spirituality and replace it
with its own teachings. For the African people, legends and beliefs represented the
intimate connection between themselves and the land The African people believe
the earth is something te be nurtured, not subdued or ravaged for its wea\th
"building daIrs" when tlowing rivers were there....they were often labeUed 'uncivi
lized'.

QJestionand Amwer

How do you feel about the clear-cutting offorests...?

Very upsetting. Almost crying. Caxton. in the many years he vi.sited home he kept
saying, "It's likea horrible wound to me and te this yard: 1cm almost feel the

axe on me, and yet he was then a very young man. There is religion in these
things.
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Bible (students)

Remains the major source of information about the population of the biblical
period A number of serious obstacles arise when students try to anaIyze certain
character roles via the Bible. Zimbabwe is largely Christian. Most students have
Bibles at home in all languages spoken in Zimbabwe.

Texts
The exclusion of not just women but mothers from these elite segments in texts,
not only unrepresentative of mothers and grandmothers, eiders, but
lUueplesentative oftheir population as a whole. Most bureaucrats are removOO
from the masses in these texts. Things are different here today. Sorne bureaucrats
intelact well and meaningfully with people. There is need to identify factors that
separate shapers of tradition from many of their people. As only source - present
problems ofomission in their treannent of the Zimbabwean people, as individuals
or as a group. Whether nual or urban, elite orientation mean that even the infor
mation it contains may be a distortion or misrepresentation of the lives ofwomen
removOO from Ulban centre and bureaucratic families.

Bible
Western literature (process oftranslating the Hebrew Bible): Western literature
and art are replete with expressions ofstories that express the author's or artist's
own social views. Pedlaps the most influential ofall has been John Milton's
Paradise Lost. which developed the Eden tale so strongly. His porttayal ofEve
was negative. Milton no doubt did not intend to distort the biblical material with
which he worked. Yet his own view worked its way into the characterizations in
his poetry. (This is very important as many arguments on opposing views were
heard.)

Milton's hierarclùcal worldview 100 him to assume that every creature had its
. proper place in an elaborately descending order from Gad who is ptue spirit, to
angels, men, women, plants, and finally, non-living creatures. Even .within human
society, this hierarchy was necessaxy. Consequently Milton saw bath political
ruIers and husbands as God's deputies, controlling the state and the family,
respectively. Although bath Adam and Eve were created in God's image, Eve was
somehow less in God's image. Adam's perfection fur excellOO hers in aIl real
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c1ignity. (paradise Lost: 150-151) Eve had fallen. lnterpreùve concept has become
so common and familiar that no one notices that it does not helong to the Genesis
story itself.

Conclusion Data: Notes from school libraJy
Barriers of traditional perspectives should he removed and sorne observations
made that place students, teachers, in the context of Zimbabwean life.

People should come to grips with the nature and meaning of their O\m existence.
ln this sense, the textual approach cliffers fundamentally in purpose from local
explanations or theories, fields, etc.

"Dismantle sorne of the obstacles."

Family ties
Culture: Recognize through integration of personal identity with social conte.'\t. ln.
1926, the Danish biblical scholar Johanes Pedersen set fotth a classic definition of
the souI, the inclividual as a totality and not as the sum of physical and mental or
spiritual parts, in biblical thought His exploration of the inclividual and of his or
her identity led him to conclude that inclividual existence is inextricably linked to
its biological and social rnatrix and that an inclividual removed from or eut off
from his or her social context is in pain and danger. Life is something inclividual
to he shaped according to the needs of each inclividual person is only what he is
as a liDk in the family... When we look at the smI1, we always see a community
rising behind it What it is, it is by virtue of others. It has sprung up from family
which has filled it with its contents, and from which it can never grow away. The
family forms the narrowest community in which it lives. But wherever it works, it
must live in a community, because it is its nature to communieate itself to others,
to share blessing with them. These are bonds integrating inclividuals with
community.

Meeting at Nyamuzuwe
ln short, although as human beings we have much in common with our fellow
humans throughout history, all over the world, we must recognize that funda-
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mental differences among worId views exist among various cultures. Bible m.1kes
us part of each other. Yet, for all the continuity, Lhere are radical differences.

ZIMBABWE-aJBA PROGRAMME:
Zimbabwean Students in Cuba

Comments:
Technology is used to connect children cross-culturaIly. Students are encouraged
to analyze and critically deconstruet media that targets youth. Students are also
leaming how to manipulate media themselves: making videos and tapes i.,
response to sexist media images ofyouth, making videos which show cooperative
alternatives to prejudice.

Students in Cuba
Rad a great willingness to communieate in English. They were positive and
immensely enjoyed their experiences. Sorne ofthem taught English part-rime and
translated a lot of their work.

EngIish
They used EngIish as integrated whole (literature, language, etc.) and worked on
translation work, writing poetIy, drama, ete.

Obiervation
Excellent student discussions have resulted from listening to speakers. Experiences
that students share with the group are a great way to lead into discussions of their
rights and responsibilities. Becanse these subjeets affect their lives profouncl\y,
there is aIways motivation and interest in most materials they use.

Students
Students really sorted out what it is they really felt and believed about leaming
English. Students decided and expressed their beIietS on English leaming and
teaching.
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Students in Cuba. 1990
Teaching linguistics that embraced all l:ll1guages. 1think gave them làctual
information about language contact that helped them m:Jke more intorrncd
judgments about English.

MINISmy OF EDUCATION
MinistJy of Education Officer

Conunents:
The prime objective of the Zimbabwe Ministry of Edueation is to promote the
welfare and interests of students by persistently pursuing the cdueational. environ
mental and social conditions of students.

Teaching staff
Expatriates (MiniStty of Education): Zimbabwe is fucing a teacher shortage. She
needs each and every one of those children to he the best he or she = he. The
MiniSttyhas aIso opened doors to massive immigration and is bringing in the
skilled workers who can generate the wealth to support...

Oblervation of Omicuhnn Unit
Department creates curricula and designs prograrns for the country. There is not
much shown though, on language development of young ehildren from multi
lingual backgrounds. l need more information on this obsetvation.

Recruitment
The Zimbabwe MiniStty of Education launehed a massive recruinnent of teachers
from the Western world plus extensive staff development and ongoing coaching,
etc. Many educational prograrns emerged, but rarely in languages.

My observatiom
The Curriculum Development Unit is sometimes driven by a complex bureaucratie
and politically driven system. One wonders how sociocultural, linguistie and
economic backgrounds are dealt with in such authoritative working envirorunents.
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Student teaeher
(The student later won great support from his headmaster in his English
progxams...)
"Institutiona! malaise didn't dampen my spirit and coIlective school disapproval
didn't defeat me. Pedagogically, 1knew the students were thriving; enthusiastic
and joyfully providing continuai inspiration to me and them."

TeachelS
Teachers of English must remain advocates and spokespeople for linguistically
and cultmaIly diverse children and their famiIies. In spite ofsometirnes poIiti~

administrative, and operationa! constraints, there are advantages, occasions and
opportunities for continuous growth and persona! development of teachers ~d
students through rough creative e.xplorations that use local material and expertise
to leam language.

Progr.uns
The Ministry of Education is concerned and commined to designing and
implementing progxams through Curriculum Development Unit in difficult
circumstances, at rimes, and continue to meet challenges.

New Progr.uns
An English program that Vlill propose using Reader Response Theory philosophy
and communicative methodology would work weIl here. This, like in Puerto Rico,
would include an integrated approach to the development and practice of language
skilIs based on the use of authentic materials and communicative tasks. This could
lead students to natIn'ally develop early communicative competence and a positive
attitude toward reading and communieating in English.

Language across tbe cuniculmn
English and indigenous languages: content from other classeslsubjects couId.be
brought to the English class. Science, social sciences, and maths aetivities, content
or themes could be incorporated into tasks in the English class.

Official stdements about parent involvement
The masses have tao many problems raising fees for their children to he depended
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upon on rnatters of school administration and Zimbabwean educ:ttion poliey.

Parent on education
1 find me education svstem here verv fonnaL selective. Obviouslv it mIDts faets.. .
and personaiities of great political or social importance. for =pIe, Mbuya Ne
Handa. More te.....1S couid be now available for use in c\assrooms.

Reflection of studenls' work (Zintec)
Part ofmeir training meant passing haro judgments on memselves. This has 100
oÙ1ers to pass haro judgments on me values by wlùch mey live. It is me old face
still going on. 1 find this work appealing. One of me few who praised students.

ObseMltion
Obsession with ambition and striving for success is especially heavy for sorne
students. it is expected that students achieve highly.

Private conversation with friend
Chiidren: driven for success and change. Materialism, ambition, and success were
the rule. People are resigning memselves peaceably to me status quo. Self
gratification is exalted.

Everywhere one sees adults transforming meir children into middie c\ass, parents
memselves are not, pressuring tots for grades that wouid get mem into elite
colleges, which wouid not get mem elite jobs. Maybe not?

TeaeœlS speaking on student Iabor
Complaints here on students in rural areas (working in fields) and high density
suburbs (helping out at tuckshops, in me market place) work before and after
schooL The students look tired and sometimes are very restless in c\ass.

More on repol1s and lIÙIlI1tfS (SIIIl1III3lY)
What is discussed mostly in schools visited so fiu:.in Bulawayo area and Harare
rural and urban. is talk. and debate mostly on salanes, discipline, students'
weaknesses, and so on.
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Margaret Munyati. Prince EdwaJtI School, Head of DepaItment Sbona, Principal MR
Bames

Language is taught weIl here. They do translation in both English and Shona The
principal is very supportive. Good leaming is taking place here.
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