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ABSTRACT

EDUCATION, LIBERATION AND THE CREATIVE ACT

By

Toby Tafirenyika Moyana

This study deals with the problem of developing, among students

in an oppressive society, a heightened consciousness of their oppressed

status. The assumption is held that oppression as such does not lead

to revolution, nor is revolution merely the overthrow of those in

power. Rather, it is change in peoples' consciousness--their awareness

of themselves as their own liberators--that leads to and defines a

revolution. Conscientization, the pedagogical process of creating that

awareness, is the central concern of this work.

Consciousness is presented as the property that determines

whether man is either liberated or enslaved. On a societal level, the

nature of a peoples' culture is an index of their level of conscious-

ness. Hence the need for cultural imperialism by the oppressors, and

the desire for a cultural revolution by the conscientized oppressed.

This is shown clearly in the centrality of the schools to the rhetoric

and practice of both revolutionaries and colonialists. This work

centers on the use of the school as an agent of domestication and

exploitation in settler-ruled Rhodesia (l953-1970). Within that con-

text, the author's attempt to conscientize within the context of

classroom practice is presented.
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The vehicle for conscientization is language teaching. The

philosophical basis for viewing language as a crucial aspect of

domestication and liberation in education arises from the capacity

of language to becloud or reveal perceivable reality. The author's

experimentation involved the teaching of creative writing within the

context of a highly structured, examination geared system with regular

government inspections. The methodology was a variation of that used

by Paulo Freire among South American peasants and discussed in detail

in his Pedagogy of the Oppressed. In this case it consisted of
 

students describing what they see, hear, touch, smell, taste, etc.,

in situ, and dialoguing on their writings and their perceived reality.

From sensory experiences, the exercises rise progressively to

writing and dialoguing about more complex experiences that can reach

mystical and psychical levels, with profound social, economic and

political implications. Thus sensory experience becomes a handle

with which to probe the causes, complexities and limitless implica-

tions of human behavior in general and man's role in the existing

socio-economic, and political system in particular.

From an analysis of students works are drawn the following

conclusions: (l) Conscientizing processes in creative writing must

start with students experiencing accurately through their senses the

artifacts of domination they live with. (2) The sharpening of the

senses which is aided by dialogical discussions in small groups leads

to increased concreteness and precision in the students use of words

as well as an individuality of language that indicates the function-

ing of a liberated consciousness. (3) On-going discussions and
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observation and analysis of what is experienced and written about

lead logically and through well defined hierarchical categories to

a discovery of the whole complex of an exploiting order as a system.

This is the desirable level of critical consciousness, whereby the

students, freed from both romanticism and fanaticism, arrive at a

realistic recognition that they stand as the antithesis of the

oppressor and that their ontological vocation is to revolutionize

society for man's greater humanization.
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CHAPTER I

INTRODUCTION

The Problem

A crucial problem of any revolutionary period is that of

cultivating a revolutionary consciousness among the oppressed. Long

after the material conditions for a revolution have matured, the

revolution might still not take place; simply because the peoples'

consciousness, their sense of awareness of themselves as victims of

exploitation is low. Or alternatively, the ruling power can be over-

thrown and replaced by a few individuals without the majority of the

people experiencing a revolution. For a revolution is not a replace-

ment of masters. It is a movement that qualitatively changes both

the individuals and the society they live in. It alters the total

outlook of the people: their ideas, their behavior, their arts and

their basic assumptions about society. This change in outlook is

what is meant by the growth of revolutionary consciousness. Change

in consciousness is thus the definitive essential of any revolution.

How to achieve that change is the central issue to which I address

myself in this dissertation. This is a much more difficult problem

than the physical overthrow of the reigning power. Yet in its

effects it is more far-reaching than any other activity in the

revolution.

 



The exploiting powers are aware of this. They know that it

is not the guns, the bombs, nor the police that will be the ultimate

support of their power, but their ability to recondition the minds

of the oppressed so that the latter can acquiesce in, if not fully

accept, their predominant position. And so the conquest of the mind

becomes a predominant pre-occupation of every exploiting power.

When we consider the efforts made to carry out the cultural

estrangement so characteristic of the colonial epoch, we

realize that nothing has been left to chance, and that the

total result looked for by colonial domination was indeed

to convince the natives that colonialism came to lighten

their burdens.

To attain this objective, the exploiting powers had to distort a

peoples' history, demean their ancestors, despise their culture,

their language, their philosophy, in short, reinterpret their outlook

on life in accordance with an arbitrary developmental scale that

relegates the oppressed to the role of the "child-peoples" of the

world. Even their intellectuals are indoctrinated with theories of

Western bourgeois liberalism. Faithful to the traditions of the

Enlightenment, these alienated intellectuals begin to see development

as the "economic and political consequences of the applications of

2 They now look upon themselvesthe products of reason and science."

and their people as lacking in science and reason and thus incapable

of improving their lot on their own initiative. An acute sense of

inferiority develops.

So often do they (the oppressed) hear that they are good

for nothing, know nothing, and are incapable of learning

anything--that they are sick, lazy and unproductive--that

in the end they become convinced of their own unfitness.



Side by side with this campaign of instilling an inferiority

complex among the oppressed, the oppressor must present himself and

his culture as a model of excellence, heroism and humanity. So writes

Britain's arch-imperialist John Cecil Rhodes:

I contend that we are the finest race in the world, and

that the more of the world we inhabit the better it is

for the human race. Just fancy those parts that are at

present inhabited by the most despicable specimens of

human beings. What alteration there would be in them

if they were brought under Anglo—Saxon rule.4

The idea is to make the oppressed feel ashamed of themselves, yet

admire the oppressor so much that they emulate his ways and his

language and behavior and thus submissively accept his right to rule.

Cecil Rhodes was the founder of the British colony of

Rhodesia. His successors have faithfully stuck to the positions he

so clearly enunciated. As a result, Rhodesia offers an unparalleled

(unportunity for a case study of the problem of consciousness in an

exrfloitative society. It gives us a rare opportunity too of experi-

merrting with Freirean pedagogy to develop a revolutionary conscious-

ness among the oppressed through teaching. The education system in

Rhodesia is designed to transform the African student into a humble

subnrissive servant and admirer of the white man. The official

literature of African education--from reports of white school

Priru:ipals, reports of provincial inspectors to those of parliamentary

secretaries and government comissions--are explicit in their denigra-

tion (If the African background and personality and the need to

PV‘OTetarize and Anglisize him. A government comission led by Sir

Alexander Kerr, for example, described the African society before the

 



coming of the whiteman as "primitive," dubbed the African moral code

"low," described African arts as "crude" and called African life

before the coming of the whiteman "hard and dangerous.“5 They saw

the purpose of education among Africans as a project to "regenerate

6 They insisted on a kind of education that would “fashiona race."

the (African's) life, his whole behavior to the needs of a huge and

complicated industrial organization and the marvels of modern

science."7 And just in case we miss the meaning of that last

sentence the commissioners add: "In all native education, the prime

importance and dignity of manual labour should be continually

stressed and continuous endeavour should be made to build up keenness

in this respect."8

The Kerr Commission (1953) was of paramount importance to the

period of educational development--1953 to 1970--which will be used

in 'this study to illustrate the practical application of the

Freirean model of education for an oppressed society and to provide

the' essential background for the reader to understand the significance

of the creative writing project presented. I will present an inter-

pretative analysis of the curriculum (written and unwritten) of

Afri<:an education since 1953. The effects of such an obvious case

of nris-education will be analyzed. Numerous writers have documented

the type of man such an education would produce among them, John

Dewey, Edward Blyden, Frantz Fanon and Julius Nyerere. He is that

man 01: two worlds that Blyden described as a Nman of distorted

11351195. confused perception and resultless energy."9 Literary

artists have scorned him as effiminate and impotent.10 Freire and

 



Ali Mazrui have shown how this type of man displays a dependency

mentality because since he internalized the oppressor, his struggle

to be a man only means a struggle to be like the oppressor. He had

lost any consciousness of himself as a person and as an anti-thesis

to the oppressor.

It is the business of getting the oppressed to eject the

oppressor from their consciousness, of rehabilitating their own

conceptual idiom of reality as legitimate and a viable way of viewing

the world and getting them to develop a consciousness of themselves

as an anti-thesis of the oppressor in a revolutionary situation, that

this phi1050phica1 exposition is addressed to. The problem is viewed

here as a pedagogical problem that can be handled in a classroom

situation. The focus is on changes in linguistic behavior as shown

irI students' writing during creative writing. The act of creation

as a liberating act and the view of esthetics as antithetical to

donrination give added weight to the use of creative writing as an

approach to develop revolutionary consciousness among students.

With regard to the pieces of student writing that illustrate

the [aractical demonstration of the methodology advocated in this

study there were special difficulties because of the nature of the

Rhodesian system of education. The curriculum is provided and heavily

structured. The objective is passing a country-wide examination.

GOVer‘flment inspectors make regular inspections of the teacher and may

watch liim in action in half a dozen periods in a term; they can tell

him what not to teach and they study pupils' books to find out what

the)! Write. Any work that involves conscientization of the pupils

 



 

must be carried out with great circumspection and under the pretence

of more innocent aims like: 'to encourage precision in language,’

or 'to develop pupils' imagination.‘

Basic Assumptions on the Methodology Suggested

The basic assumption that enables Freirean pedagogy to be

extended to the teaching of creative writing can be viewed from

Freire's ideas on the nature of language. His ideas link up easily

with those of Susanne Langer and those structuralists who see

language as conceptual symbolism.

In a sense language is conception and conception is the

frame of perception or as Sapir has put it 'Language is

heuristic . . . in that its forms predetermine for us 11

certain modes of observation and interpretation . . . .'

Botfli Freire and Susanne Langer argue that this observation and

'hiterpretation must start with the individual being involved in the

more rudimentary activity of naming. "To exist, to be human, is to

nanue the world, to change it. Once named, the world in its turn

rearapears to the namers as a problem and requires of them a new

"12 Susanne Langer, on her part, sees the act of "givingnmning.

something a name (as) the vastest generative idea that was ever con-

cei ved: its influence might well transform the entire mode of living

13 For meand feeling in the whole species within a generation."

these ideas on language illustrate its possibilities for mental

liberation or domestication. They give me the theoretical basis

“P0“ Which I can use language for developing a revolutionary con-

sciousness through creative writing projects.

 



But the start of the process must be the experience of the

individual cognizing reality with his own senses. The very basic

senses of sight, smell, taste, touch and hearing must change if

society is to change. Language becomes revolutionary the moment it

becomes authentic, that is, when it succeeds in naming accurately

the things truly seen, heard, tasted, touched and smelled: when it

ceases to be a dehydrated cliche; lost to its referent, and alienated

from the consciousness of its originator. The rehabilitation of

human consciousness must mean above all the rehabilitation of the

senses and the language that mediates for them.14

The creative work that is produced by a methodology that is

based on confronting the world with a sharpened sensibility hits one

like a brick with its concrete realism of word and imagery. Students

now noticeably ceased to quarry for imagery and symbolism in archaic

productions of European classical writers or great foreign writers of

the past. What appeared to interest them now was the factory gate

witfi the inevitable sign "no work" or "the hoe in sweltering hands"

of the labourer or the garbage tin that the children of the poor

ransacked for pieces of metal to make toys with. The freshness of

the 'language and the tone of an individual voice that came through

each of these pieces of writing left me convinced that the students

had "regained their primordial right to speak their word."15 And

the artistic sensibility so revealed was so permeated with a clear-

headed recognition of the plight of their people in a system of

Oppressjon that it was clear that the revolutionary consciousness

had become part of their very biology.

 



There is of course a further implication: that the nature of

art under revolutionary conditions is symptomatic of revolutionary

consciousness in general. Herbert Marcuse's theory that "the

exigencies of sensibility" develop historically16 becomes the basis

on which to theorize on the validity of the claim that these pupils'

writings represent the esthetic sensibility of the "new man," who

incidentally both Marcuse and Freire insist must appear not after but

during the revolution.

Summary of Objectives

The major objective of this philosophical exposition is to

suggest that Freire's pedagogy. which was intended for adult literacy

classes in a peasant community can be developed for use in the class-

rOOflllNlth similar revolutionary results. The dialogical method that

he prOposes is in many ways a variant of the child-centered pro-

gressive methodology that is so popular today. The social and

political implications of the dialogical method, however, can trans-

form the simple neutral activity of teaching a language into a revolu—

tion. The present study is basically theoretical. The student

writings that will be included represent literary productions of

studerrts I taught through a modified form of the dialogical method.

The purpose of these samples is to act as an aid to theory.

A second aim of the thesis is to demonstrate the possibilities

of using the teaching of creative writing to cultivate a revolutionary

conscicnasness. And finally, I intend to show how the Rhodesian



educational system fits into the Freirean model of education for

exploitation.

Structure of the Study

The study will fall into three main parts. The first three

chapters will be theoretical. They deal with consciousness: its

role in social reform, its fate in an oppressed society, the possi-

bilities of its distortion or recovery through language. The idea

will be to lay a theoretical study for the case study that is to

follow. The second part of the study will be a case analysis of

Rhodesian African education (1953-1970) according to the theoretical

model of education for exploitation laid down by Paulo Freire and as

background to the creative writing exercise that follows. The third

part.of the thesis will consist of a presentation of my creative

in~iting teaching experience in Rhodesia: its methodology, samples

of yaupils' writing, and a theoretization of their worth as a

narrifestation of the growth of a revolutionary consciousness. There

will be a postscript chapter generalizing on the differences

between African literature produced by the alienated African writer

and the rehabilitated revolutionary writer and the qualification of

my students' work to claim a place among the latter.



FOOTNOTES: CHAPTER I

1Frantz Fanon, The Wretched of the Earth (New York: Grove

Press, 1963), p. 170.

2Marvin Grandstaff, "Education and the Revolt of the Third

World: The Context of Freire's Pedagogy," Michigan State University,

1975, p. 6 (mimeographed).

3Paulo Freire, Pedagogy of the Oppressed (New York: Seabury

Press, 1968), p. 49.

4Cited in Norman Atkinson, Teachigg_Rhodesians (London:

Longmans, 1972), p. 5.

(Kerr coifiifi‘éicfnif igiiiififllizEdéfiiéifiifieélqb‘liitggfmi3333’? $333k.

61bid.

7161a.

81bid., para 56.

9
Cited in Hollis Lynch, Black Spokesman (London: Cass,

1971). p. 223.

10

 

See Okot p'Bitek, Song of Lawino (Nairobi: Afro Press,
 

1968) .

nSusanne Langer, Philosophy in New Key_(Cambridge: Harvard

Press, 1974), p. 126.

lereire, Pedagogy of the Oppressed, p. 76.

13Langer, p. 142.

14I have been surprised in my reading to discover an almost

perfect marriage between Marxist epistemology and virtually all the

blg theorists on creative writing on this point. So far as I know

my aliliempt to effect this marriage in one work has never

been madeuand I look forward to the uproar this will create when I

finally put this theory into a book.

10



11

15Freire, Pegagody of the OPPTESSEd’ p. 77' 

16Herbert Marcuse, Essay on Liberation (Boston: Beacon

Press, 1969), p. 37.

 



 

CHAPTER II

CONSCIOUSNESS AND SOCIAL REFORM

This chapter sets out to define the Freirean view of con-

sciousness which lies at the base of the pedagogical theory presented

in this dissertation. I will attempt to show the relationship between

Freirean consciousness and his view of human nature, his theory of

history and identify three types of consciousness: the magical, the

naive and the critical as marking three stages in man's mental growth

from the domesticated mind to the free. It will also be necessary to

show that the liberated mind represents the emergence of what

socialists call "the new man." And since this work focuses its

consciousness raising techniques on pedagogical processes, it will

be necessary to examine the epistemological possibilities of the

Freirean consciousness.

The most crucial part of Paulo Freire’s work is his view of

'the role of consciousness in social change. A misunderstanding of

lireire on this point has led many critics to distort his ideas. A

number of critics look upon Freire as a simple minded utopian who

has a one-sided and flat view of human nature;1 others have denounced

ITim as a champion of bloody revolution that will create a heaven on

earth day after the overthrow of the oppressor;2 still others see

hinias an ineffectual and poorly read theorist of the student-

12
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centered-education approach;3 and still others see the whole Freirean

approach as an exclusively South American phenomena, which has little

or no relevance to the rest of us.4 It is Freire's view of con-

sciousness that explains the pedagogical process now inseparably

linked to his name: conscientization.5 It is only in relation to

his view of consciousness and the process of conscientization that

his philoSOphy of man, of history, of revolution and of education

can make sense.

Dynamism is the basic tenet in Freire's treatment of con-

sciousness. He sees consciousness as that aspect of man through

which he can be either humanized or dehumanized. Man, according to

Freire, is an "uncompleted being, conscious of his incompletion."6

It is what happens to his consciousness that determines whether he

is being completed (humanization) or depleted (de-humanization). And

there is no neutrality possible. Every societal act results in man's

consciousness being either deformed or reformed: destroyed or re-

created, humanized or de-humanized. The essence of consciousness is

intentionality. Humanization involves the raising of men's con-

sciousness "as consciousness intent upon the world."7 Freire deems

'It as a special characteristic of man that his consciousness is not

Only intent on the world, but he is also conscious of his conscious-

ness. "Dehumanization consists of inhibiting or domesticating the

Tlitentionality of consciousness . . . thereby denying men their

(Jntological and historical vocation of becoming more fully human."8

As a conscious being, man can reflect on his own existence and base

his actions on his own objectives. Unlike animals, man can
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objectify himself, his actions and the world. Liberation fbr man

starts with a restoration of his intentionality, his self-awareness

as a creative being engaged in an historical process of becoming more

human.

Freire's idea of consciousness arises from his view of man as

an historical being and the role of man in history. His pedagogy is

a pedagogy of the oppressed. His theory of consciousness thus

recognizes a need "to make oppression and its causes objects of

reflection, by the oppressed and from that reflection will come their

"9 Freirenecessary engagement in the struggle for their liberation.

is talking about a world divided between the rich and the poor, the

privileged and the underprivileged, the haves and the have-nots, the

oppressor and.the oppressed.

Within the system of oppression Freire identifies a view of

consciousness that posits a dichotomy between man and the world:

"Man is merely in the world not with the world not with others; man

is spectator not recreator. In this view man is not a conscious

being; he is empty mind passively open to the reception of deposits

10
CTF reality from the world outside." This static and flat view of

cunnsciousness ultimately makes illegitimate any revolutionary change

1] It implies that the only way the poor could achieveby the poor.

a. place in the sun is by receiving generous deposits of wisdom, or

"Eaterial aid from the privileged. This material and intellectual

alms giving is in fact intended to legitimize the oppressor's right

'tO govern in perpetuity. For it is the oppressor's interest to
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change the consciousness of the oppressed without changing the

material conditions of Oppression.12

This is a pedagogical task. Through what Freire calls

"banking education" the oppressors stuff the heads of the oppressed

with their own world view. As Fanon puts it:

There is a constellation of postulates, a series of

propositions that slowly and subtly, with the help of

books, newspapers, schools and their texts, advertise-

ments, films, radio . . . work their way into one's mind,

and shape one's view of the world and of the group to

which one belongs.13

The oppressor thus treats the oppressed as the "pathology of the

healthy and good society . . . which must adjust (them) to its own

14
patterns, by changing their mentality.“ In fact the oppressed

develop a neurosis of incapability. They lose their own intention-

ality.

"So often do they hear that they are incapable of learning

anything, that they are sick, lazy and unproductive, that in the end

15
they become convinced of their own unfitness." Their consciousness

having thus been submerged by the exploitative situation they live

in, they even begin to fear the creative responsibility of freedom;

'they become fatalistic about their lives, develop a magical belief

iri the invulnerability of the master and now view him as a symbol of

nuanhood. Freire calls this alienated consciousness "intransitive."16

He makes two subdivisions of this group: the magical and the naive

consciousness.17 The former is possessed by men he describes as

"living corpses," "shadows of human beings, hopeless men, women and

Children" victimized by an endless invisible war,18 the type of men
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19
Marx described as a "stomach." Their idea of their problem is

always stated in biological and survival terms. They have no

historical sense and do not even see the oppressor as oppressor.

They have internalized the culture of the Oppressor only as instru-

ments of his will and receive no reasonable share of the structure

of exploitation. Those of a naive consciousness have risen above

the magical. They too have no historical sense above the system.

To them the system is good, but some individuals need reforming.

They have internalized the oppressor and his culture and their quest

is fer greater identification. For them "to be is to be like, and

20
to be like is to be like the Oppressor." Both these types of

consciousness present us with man as an object of the historical

process and not a subject.

Freire, on the other hand, argues that man should be treated

as a subject in the historical process. Against the old misinter-

pretation of historical materialism that presented the objective

Inaterial conditions as the exclusive determinants of historical

change, Freire opts for a dialectical relationship between objective

and subjective factors in history, between man and the world, between

consciousness and objective reality. "World and men do not exist

apart from each other," he writes, "they exist in constant inter-

21 And he adds:aetion."

Just as objective social reality exists not by chance, but

as the product of human action, so it is not transformed by

chance. If men produce social reality (which in the

inversion of the praxis turns back upon them and conditions

them) then transforming that reality is an historical task,

a task for men.22
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This Freirean view is eminently Marxian. By arguing that "circum-

stances make men just as much as men make circumstances"23 Marx did

advocate the same interdependence between man and history. If both

man and the world are historical, then reality is not a given, a

completed creation. It is in a state of transformation, transform-

ing man and man transforming reality. “For animals 'here‘ is only

a habitat with which they enter into contact; for men 'here' signi-

fies not merely a physical space but also a historical space."24

But since without man there is no world25 there could not be a

'here' without the consciousness to conceive it. Hence conscious-

ness is eminently historical.

Since the essence of man's consciousness is its intention-

ality, man's humanization must consist of raising the level of his

intentionality in the process of transforming the world. That is

the meaning of conscientization. Conscientization recognizes not

26 but also that manonly "that man is the supreme being for man"

as an historical fact carries all the deformities that time and

place have wrought upon him. Conscientization raises the con-

sciousness of the oppressed to a transitive level, sometimes called

<:ritical consciousness.27 Rivera compares the emergence of the

(Jppressed into this level with the experience of a man that "gets a

28
new prescription for his glasses and then sees better." Here the

“individual discovers his historical position as a member of the

<>ppressed, identifies the nature of the system that oppresses him,

and in solidarity with others commits himself to the cause of

liberation. The man of critical consciousness is thus able to act
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as a creative subject who can separate himself from the world, be

critical of it, act upon it and transform it to suit the needs of

his own humanization. The world ceases to be a

closed order with pre-determined results laid down by the

powers that be fbr every action taken by men and women.

. . It (becomes) rather a theater of possibilities and

problems to be entertained, thought about, worked on and

solved, because they are experienced as limit-situations

rather than the way things are.29

We can now explain some of the profound implications of

Freire's view of consciousness and put to rest the criticisms of him

we cited in our opening paragraph. The Freirean view is that the

physical overthrow of the oppressor does not in itself constitute a

revolution. A coup or rebellion can occur without a revolution.30

A revolution is qualitative change. It is primarily mental and

incidentally physical. A revolution alters the pe0ples' whole out-

look on life, society, politics, culture, etc., and above all it

alters their awareness of themselves as subjects of the historical

process who must strive for their own liberation. And so the claim

that Freire is calling for an insurrection against reigning elites,

'that would bring an immediate utopia,3] is most unfounded. Freire

32
iri fact describes the revolution as a "process" and adds: "In a

dynamic rather than a static view of a revolution, there is no

absolute 'before' or 'after' with the taking of power as the dividing

1 ' ."33 Revolution as a process of conscientization must become a

permanent feature of the new society:

Originating in objective conditions, revolution seeks to

supersede the situation of oppression by inaugurating a

society of men in the process of continuing liberation.
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The educational dialogical quality of revolution, which

makes it a cultural revolution as well, must be present

in all its stages. This educational quality is one of

the most effective instruments for keeping the revolution

from becoming institutionalized and stratified in a

counter-revolutionary bureaucracy; for counter-revolution

is carried out by revolutionaries who become reactionary.34

35 to human nature, it is preciselyIf indeed there is a dark side

that dark side that Freire sets out to guard against by advocating

the theory of continuing revolution.

Freire's theory also implies the birth of the new man before

the physical revolution. Viewed against traditional Marxism, where

the new man was expected to emerge in the communist phase of a long

process of development through socialism, this sounds like revision-

ism.36 And Freire sees the need to explain:

The oppressed have been destroyed precisely because their

situation has reduced them to things. In order to regain

their humanity they must cease to be things and fight as

men. This is a radical requirement. They cannot enter

the struggle as objects in order later to become men.37

By linking the process of conscientization with humanization. and by

viewing the growth of consciousness as a permanent process of becom-

ing, the revolutionary educator must treat the pedagogical work of

‘the revolution as a means for the development of the new man from

the start. Herbert Marcuse, who like Freire, is concerned with the

38 writes:conditions that would "precondition man for freedom"

"Radical change in consciousness is the beginning, the first step in

Changing social existence, emergence of the new subject."39 Marcuse

‘insists that the conscientization process should be such that the

lJprising of the new radicals ceases to be a question of "choice:
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the protest and refusal are part of their metabolism."40 His view of

41
the new man, however, like that of Eric Fromm, is governed by the

need to conscientize not for critical consciousness in the Freirean

sense but for an esthetic sensibility that would mitigate against

the instincts of aggression in the new man. "The beautiful would be

42
the essential quality of freedom." The esthetical ideals of

Marcuse's new man and new society which he visualizes as a "work of

43
art" may be too utopian to be used as a basis for the formation of

the consciousness of the oppressed. But it does point to the need

44
for revolutionary art to create "imaginative models" to sustain

revolutionary fervor.

Both the Freirean and Marcusean views on the new man are

direct developments of the Marxist thesis on the role of theory in

revolution. The old argument whether Marx advocated an economic

determinism in revolutionary change that excluded the role of ideas45

was in fact settled by Marx himself when he wrote: "Material force

can only be overthrown by material force but theory itself becomes

46
Inaterial force when it has seized the masses." The implied

'translation of theory into practice is possible, however, only when

the theory is historically valid, that is, when it truly represents

tflie ripening of socio-economic conditions for revolution. That is

tflie meaning of Marx when he says that "being determines conscious-

47
ness." But once the society is structurally ripe for revolution

‘theory must take over. "Once the lightening of thought has pene-

‘trated deeply into this virgin soil of the pe0ple, the Germans will

48
emancipate themselves and become men." The imagery of the
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"lightening," that of the peOple's minds as "virgin soil" and the

implications of self-emancipation as humanization represent the very

synthesis of the Freirean idea of consciousness. The Marxist-

Freirean consciousness is like a procreative agent, matured by socio-

economic factors for creative cognition of dialectical realities.

But like dry inflammable cinder it must be lit by a generative

ideology. And the whole purpose is to humanize man who has been

destroyed.49

Freire's consciousness lends itself easily to the funda-

mentals of Marxist epistemology whereby “the idea is nothing else

but the material world reflected by the human mind and translated

50 This destroys the possibility of lookinginto forms of thought."

at knowledge as pre-existent fact to be transferred to the empty

heads of students. The reason why existing knowledge exists "is

that consciousness in its reflective power can know. Man as a con-

scious body cannot only know the existing knowledge, but can know

new knowledge, or can make new knowledge."51 Knowledge must thus

be looked at as a process and not as a fact. For consciousness

itself, the faculty by which man comes to know, is always in a state

of becoming. Real knowledge arises from acts of cognition which

involve a praxis, which is more than just a unity of theory and

practice. Praxis in Freirean thinking is action and reflection.

But reflection covers a process that starts with sense perception.

Quoting from Husserl's Phenomenology,52 Freire sees man's act of
 

perceiving as a movement of consciousness toward an object, thus

creating an awareness or consciousness of that object. This leads
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to reflection, which if combined with action leads to knowledge. The

view that sense perception is the origin of all knowledge marks the

meeting point between Marxist-Freirean epistemology and theorists of

creative writing. It is on this point that my conscientization work

through creative writing takes its cue.

What is crucial in Freire's theory of knowledge is the

dynamism with which consciousness comes to know.

He states that consciousness is intentionalizing. Con-

sciousness fOr him is never static; it is always on the

way somewhere, engaged in some project, attaching itself

to some object . . . . Freire does not believe that con-

sciousness exists apart from relationships, but that the

relationship between consciousness and its object is the

stretching forward to the latter on the part of the

former. Consciousness is not merely receptive stimuli

from the world in which it lives; it is purposive in

regard to it . . . indeed to learn about somethins is to

change it, for to learn is to appropriate, name, and use.53

It is on the role that consciousness is to play in the

learning process that Freire goes much further than Progressive and

Experimental theorists of child-centered education. In fact, the

Freirean approach would define learning in terms of a rise in con-

sciousness from one level to the other: or as conscientization.

This, as we have seen, is a project for liberation which becomes

enshrined in the cultural idiom of a revolutionary society.

We have now established that consciousness is that dynamic

part of man through which he can be humanized or dehumanized; that

what happens to consciousness defines the nature of a revolution;

that consciousness raising, which involves raising man's intention-

ality in the ontological vocation of becoming more human can be



23

tackled as a pedagogical task and that the rise of a sense of

historicity in man's consciousness can be used as an index

in determining the rise of consciousness to a critical level.

It is fitting for us to move now from the individual con-

sciousness of the person to that of the society in general, to

examine how the level of man's consciousness reveals itself through

culture and how and why culture thus becomes a target of the process

of conscientization. This is the process that has come to be called

cultural revolution.
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CHAPTER III

EDUCATION, ACCULTURATION AND OPPRESSION

In this chapter we shall attempt to present the Marxist-

structuralist view of culture which to me is the basis on which some

scholars have come to view the school in an oppressive society as an

agency of cultural imperialism. Then I will present my understanding

of cultural imperialism, analyze its destructive effects on the

peOple thus educated and suggest the implication of the Freirean

idea of the cultural revolution.

Perhaps the most dramatic, effective and most unmistakable

form that conscientization takes in the revolutionary process is

that of a cultural revolution. Here the revolution aims at changing

not just the individual consciousness of the oppressed, nor the

political control of the social system, but "it aims at a total

transformation of the entire traditional (establishment) culture."1

It arises out of a need to find a behavioral idiom of communication,

expressive of the ideals and consciousness of the oppressed-turned-

revolutionary, an idiom of indictment against the universe of

domination.

The view of culture upon which revolutionary thinkers base

their analysis of its revolutionary potential is holistic. Lukacs

calls culture ". . . the root of the whole development of a period."2

28
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Marx had viewed the artifacts of culture as fbrms of consciousness

under which he listed virtually all the behavioral productions of

the mind like laws, language, morality, religion, metaphysics, art,

etc. "Men are producers of their conceptions, ideas, etc., real

active men as they are conditioned by a definite development of

their productive forces, and the intercourse corresponding to these."3

Freire, like all the others, shares this holistic view of culture.

He talks of the cultural revolution as an attempt to reconstruct the

"total society"4 and describes the Chinese cultural revolution as a

transformation of the "intra-structure."5 A holistic view of culture

leads to an inescapable conclusion: culture as a behavioral idiom of

a pe0ple is historical and must change with the onset of the new

revolutionary values. In short, the old bottles cannot hold the new

wine.

The term "cultural revolution" has been popularized only

recently, but in practice all effective revolutions are of course

always essentially cultural revolutions too. The French Revolution

of 1789 is inconceivable without the French salon, the religion of

the Supreme Being, the Thermidorian calendar, the Marseilles or the

paintings of Jacques-Louis David.6 The American Revolution had its

cultural refusal like men dressing in old clothes to demonstrate

7
their rejection of English imports. The anti-colonial revolution

in Africa has produced Negritude poetry, a long list of novelists:

8 etc.; it has popu-James Ngugi, Chinua Achebe, Charles Mungoshi.

larized the "dashiki" shirt, and traditional gowns, regal walking

sticks, colorful caps, even skin caps. The Black revolution has
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created the black power salute, the religion of Islam, Black English,

etc. Whatever be the system men revolt against, revolutionary

generations have tended to find the old culture inimical to their

self expression.

Modern revolutionary thinkers--from Marx to Freire-~see arti-

facts in a socio-economic system that is oppressive as instruments of

cultural colonialism that serve to alienate the oppressed from their

consciousness as beings for themselves, and transform them into

beings for others. In this role the school holds a central place.

In modern class societies the educational function of school is

according to many thinkers, "to process people who should believe

that the system is basically sound and the role they are allocated

is the correct one for them to play."9 The structural hierarchy of

the capitalist system is thus legitimized. The school, by function-

ing on a level of middle class values certifies the inferiority of

the working class child who may not make it in an environment differ-

ent from his own.10 But our purpose is to examine cultural

imperialism in education in a situation of explicit colonialism,

subject it to basic structuralist criticism, and appraise Freire's

idea of cultural revolution as a form of conscientization.

In British India, the English saw the school as a vital part

of their imperial system:

The natives of India must be kept down by a sense of our

power, or they must willingly submit from a conviction

that we are more wise, more just, more humane, and more

anxious to improve their condition than any other rulers

they could have. If well directed the progress of educa-

tion would undoubtedly increase our moral hold over India:
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but by leading the native to a consciousness of their own

strength it will surely weaken our physical means of

keeping them in subjection.11

And the cultural ends of the education of the natives were spelled

out thus:

We must do our best to form a class who may be

interpreters between us and the millions whom we govern

... a class of persons Indian in blood and colour but 12

English in tastes, in opinion, in morals and in intellect.

In situations of internal race-colonialism the school has

tended to be a processing plant for race-determined proletarians.

"I am in thorough agreement with the view that we should so conduct

our schools that the native who attends them will know that to a

"13 And ingreat extent he must be the laborer in this country.

situations where the resilience of traditional cultures made the

task of proletarization difficult, the missionary educator became

an essential auxilliary of exploitative settlerism.

The missionary was the realist. He realized that while

he kept to his old customs the native was of little use

to the white man. . . . Only cultural change could break

through such apathy, and the message of the church had

the power to achieve this.14

And so the school in the colonial system was intended, through the

curriculum, through school rules, through a pedagogical atmosphere

that reproduced the metropolitan model, to turn out alienated

functionaries of the oppressive order. A more detailed study of the

cultural imperialism as it manifested itself specifically in Rhodesia

is the task of a later chapter.

A systematic summation of the alienating effects of the

"15

colonial school as "cultural invasion is called for here. Victims
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of cultural imperialism develop a split personality; they become men

of divided emotional, intellectual and psychical allegiances.

Despising their own culture "as something (they) should be ashamed of

16
rather than a source of pride" they develop an admiration for the

oppressor whom they try to imitate. These are the "Black faces

white masks"17 of Frantz Fanon, men who Edward Blyden called "Black

Europeans" and who W.E.B. duBois described in graphic words:

One forever feels his duality: being at once both American

and Negro, both French and African, English and African,

Spanish and African . . . . Two souls, two thoughts, two

irreconcillable tendencies; two ideals conflicting in but

one black body whose unconquerable spirit alone prevents

it from being torn in two.18

In reality the evolue "sought identification with the oppressor,

whose cultural idiom they had so perfectly internalized." The

oppressor has become the model of manhood. "It is not to become free

men that they want agrarian reform, but in order to acquire land and

thus become landowners, or more precisely, bosses over other

workers."19 This quest for identification with the oppressor that

is displayed by the educated leads to their preference of the

"security of conformity with their state of unfreedom, to the

creative communion produced by freedom.”20 Even when they become

leaders, the tendency is to use the banking methods in dealing with

the people which Freire denounces as methods of domestication.

Worse than the cleavage between the educated leadership and

the masses is a state of "cultural dependency"2] displayed by the

masses upon things foreign. Virtually every writer on the subject

has noted a neurotic desire by the oppressed to adopt the clothing
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styles of the oppressor. Wilson, in a study of working class

Africans in colonial Zambia notes that "European clothes were dis-

cussed unceasingly . . . they are tended lovingly and housed in

boxes at night . . . . And the search for a status comparable to

that of Europeans reached its climax in the European evening dress

22 Both Fanon23 and Freire24 notedworn at superior dance clubs."

the same phenomena. The love for foreign names falls into the same

category. In Rhodesia semi-literate peasants would give their

children names like Kennedy, Elvis Presley, Churchill, Wellington,

Burke25—-names that indicate their attachment to the traditions of

the oppressor as standards of manhood, achievement and heroism.

There are even laughable names like Psychology, Spinster, Providence,

26 names that come straight from the Oxford Dic-Takesure, Desire,

tionary; names that indicate an almost subconscious attachment of a

colonized people to a foreign linguistic idiom as an aesthetic

symbol of a new manhood.

And this is a crucial point. The dependency complex creates

a sense of non-being in the individual. This is being alienated from

one's "ontology-—the sense of being a man-~"27a very different form

of alienation from that of the worker in the English context that

28
Bernstein writes about. Cultural alienation for the latter happens

in an ontological universe to which he belongs. In the case of the

Third World worker cultural invasion is the replacement of his

ontological universe by a foreign one, usually in a bastardized

29
alienated form. Hence, insists Freire, the recovery of
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consciousness for the alienated must mean "discovering themselves as

Pedro, as Antonio or as Josepha."30

Taken to its logical conclusion, Freire's insistence that

people's own "view of the world"31 or ontology, which in itself is a

form of their traditional consciousness, be rehabilitated as a basis

upon which to create a revolutionary consciousness is more in line

with the thinking of modern structural anthropologists of the Levi-

Strauss32 school than with traditional Marxism. Fanon, for example,

ridicules the alienated intellectuals that attempt to re-identify

with the people by returning to traditional culture and history.

They only catch traditions "outergarments," its "outworn contrivances"

its "casts-off of thought" and "its shells and corpses." And he

adds:

the native intellectual must realize that the truths of

a nation are in the first place its realities . . . .

He must go on until he has found the seething pot out

of which the learning of the future will emerge.33

This is an elaboration of Marxist thesis of the primacy of being

over consciousness that constitutes the kernel of historical

materialism. Modern structuralists, however, view every aspect of a

people's traditional culture as part of their conceptual idiom.

Their customs and traditions from culinary arts to folk myths, stand

for a symbolic collection of coded messages, which when properly

decoded, reveal profound meanings that constitute the peOple's

philosophical world view. Authentic re-acculturation which is

implicit in the people's conscientization must be based on their
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authentic, i.e., customary, world view, other than superimposed on

an alienated culture internalized from the oppressor.

The superimposition of one cultural idiom over another

through education is unsound. Dewey's view of education as experi-

ential growth would imply that such an educational experience would

34
better be called mis-education: and would result in serious dis-

tortions in the growth of personality. Edward Blyden once argued

that a foreign education for the African would "force him from the

groove which is natural to him, where he would be strong and

35
effective." Those who had already got this type of education, he

noted, were men of "distorted tastes, confused perception and

36
resultless energy." The whole lot of educated Africans of the

west coast appeared to him as "too many men of book-learning but too

few of any capability."37

38

African literature teams with these pale

men who like Conrad's helmsman don't even have the guts

39

shadows,

to descend into real hell. At least in that story those who had

escaped western miseducation still "had bone, muscle, a wild

vitality, an intense energy."40 If, as Freire has argued, the real

essence of authentic consciousness is intentionality, educational

thinkers from Dewey through Blyden as well as African novelists have

demonstrated how cultural imperialism in education can destroy that

intentionality.

To reject cultural invasion is to suggest that transcendental

humanism is inherent to every culture however "primitive." It is to

reject the view that so called "primitive" peoples represent the

child races of the world stuck at the tail-end of a linear scale of
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historical progression.41 The revolutionary educator must heed

Father Placide Temple's feelings when he first discovered African

philosophy:

We thought we had great children to educate . . . then

all of a sudden we discovered that we were concerned

with a sample of humanity adult, aware of its own brand

of wisdom, and moulded by its own philosophy of life.

. . . We have at length discovered the true point of

departure.42

The eternal values of the human experience according to Marx were

the very goals toward which the reform of consciousness was to be

directed.

Our slogan therefore must be: Reform of consciousness

. through analysis of the mystical consciousness

that is unclear about itself, whether in religion or

in politics. It will be evident that there is not a

big blank between the past and the future, but rather

that it is a matter of realizing the thoughts of the

past.43

My conclusion is that men as they exist in any society have

the basic potential not only to live with each other by those

eternal values of love, of understanding and mutual respect, but have

in themselves the power to recreate their society to make it accom-

modate those values. Unlike proselytization, conscientization does

not try to import into people's consciousness ideas of human goodness

from without. It rather sets out to unearth the power and goodness

within a people's cultural idiom and let them discover their own

power for good. Their quest for excellence in terms of humane values

historically lands them at the same level where they began. "The

just societies of the future" writes Levi-Strauss, "like societies
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studied by anthropologists will function at a temperature very close

44
to zero."

The need for a cultural revolution arises because the

oppressed man is a destroyed creature, alienated from himself, his

culture and his species-being by the operations of an Oppressive

system. Cultural revolution is first of all human rehabilitation.

It is intended to restore man "to all the plenitude of his being, the

wealthy man endowed with all the senses, as an enduring reality."45

Such humanization cannot be conducted through authoritarian regimenta-

tion. Freire is emphatic that revolutionary cultural action be

dialogical. Authoritarian methods would, like the cultural invasion

of the Oppressor, lead to dehumanization. And so the task of the

revolutionary_leadership is to send "a clear invitation to all who

"46
wish to participate in the reconstruction of society. At the same

time Freire insists:

Cultural revolution takes the total society to be

reconstructed, including all human activities, as the

object of its remolding action. . . . Cultural revolution

is the revolutionary regime's maximum effort at con-

scienfijzacao--it should reach everyone regardless of his

task.

I think that a movement so total in its operations is unlikely to

retain the optional and dialogical approach Freire advocates. The

chngers of excessive state control have been amply borne out by

(fisastrous effects of Socialist Realism upon Russian literature.48

0n the other hand giving free reign to the masses to exorcise society

of the remnants of the old order can lead to the kind of excesses the

49
Red Guards have comnitted in the Chinese Cultural Revolution. In
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short, Freire has provided a not so satisfactory an answer to the

difficult question of the role of leadership in the cultural revolu-

tion.

Nevertheless, looked upon from the context of the Third World,

where the pedagogical aspect of the cultural revolution involves not

matters of literary genres, but issues of basic literacy, Freire's

call for cultural synthesis between the revolutionary leadership and

the people is most farsighted, and subject to positive interpretations.

Tanzania's reacculturation program demonstrates one possible inter-

pretation. By providing the institutional frame-work of seminars,

workshops, publishing houses, village museums, and various specialized

government departments like those of Swahili Language and Literature,

of Traditional Music, of Theater and Drama, of Antiquities,50 etc.,

to sponsor these activities, it has proved that a dialogical approach

to the cultural revolution after taking power is possible. The pe0ple

themselves can thus participate in producing the new curricula, in

producing new text-books, in suggesting new methodological approaches,

that could meet the need to implement theory into practice.

We have now established that the cultural revolution in the

context of cross-cultural imperialism demands the rehabilitation of

the people's traditional world view as their authentic mode of per-

ception; that it is on this world view that a new culture imbued with

a new revolutionary consciousness must be built. Just as the arti-

facts of the old society engendered the facets of domination, the

«natural revolution sets out to create new artifacts or infbrm old

ones with a new idiom of creative freedom. "The new consciousness
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leads to the emergence of a new language to define and communicate

the new values, language in a wider sense, which includes words,

5] The question of language and its roleimages, gestures, tones."

in domesticating or liberating consciousness is crucial to this

study. For it is through language teaching that the work of con-

scientization described in Chapters VI and VII was carried out.
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CHAPTER IV

LANGUAGE AND CONSCIOUSNESS

The role of language as central to the process of conscienti-

zation receives great emphasis in Freire's pedagogy. The "subver-

sive" effects of dialogue in teaching according to Freire are

limitless. Dialogue implies that the teacher submerges his ego

and humbly, faithfully, lovingly, and trustfully discourses with his

students on the state of their oppression. “Without dialogue," he

writes, "there can be no communication and without communication

there can be no education."1 Since the nature of political educa-

tion is humanization, the nature of the pedagogy used must permit

the emergence of the students' own humanity from the start.

Dialogue is in itself a process of humanization. For

dialogue permits the student to express his own intentionality

about the world. "Dialogue is the encounter between men, mediated

2
by the world in order to name the world." And the only domination

allowed is that of the world by the dialoguers.. It is the conquest

3 At the center of Freire'sof the world for the liberation of men."

whole argument are two basic concepts: that of the "word" and that

of the act of naming.

Human existence cannot be silent, nor can it be

nourished by false words, but only by true words with

which men transform the world. To exist humanly is to

name the world, to change it. Once named the world in

44



45

turn reappears to the namers as a problem and requires

of them a new naming. Men are not built in silence but

in word, in work, in action reflection.4

The linguistic activity that involves the act of naming, and the

use of the word thus focuses upon the world. All this is directed

toward the humanization of man.

The idea that dialogue must be "mediated by the world in

order to name it "assumes its full meaning only when examined within

the context of the Marxist view of cognition, and the Marxist call

for the emancipation of the senses." Cognition is defined as “the

5 which iseternal, endless approximation of thought to the object"

virtually what Marx meant when he said that "the idea is nothing

else than the material world reflected by the human mind and trans—

lated into forms of thought."6 Although the dictionary definition

of the word "cognize" is given as "to know" or "perceive" it is the

implication carried in the third alternative "to recognize" that

Marxist epistemology tends to lean upon. That epistemology assumes

the existence of the material world, independent of mind indisputably

knowable in its materiality when man's genuine perceptual faculties

are properly trained on it in order to cognize it. "Men teach each

other," writes Freire, "mediated by the world, by cognizable

objects."7 The sources of error cannot lie in the objects of

cognition, that is, in the world; but in the inadequacies of per-

ceptual powers.8 Hence the world need ever be present to mediate

at the "scene" of learning while men together help each other to

straighten their distortions about it.
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The connection between what some call sense-data and con-

ception is fundamental to all language:

All thinking begins with seeing; not necessarily through

the eye, but with some basic formulations of sense per-

ception in the peculiar idiom of sight, hearing or touch,

normally of all senses together. For all thinking is

conceptual and conception begins with the comprehension

of Gestalt.9

In the same vein Susanne Langer sets out to destroy the possibility

of the idea of the primacy of the senses in the formulation of

thinking leading to a theory of a dead uniformity of ideas.

The activity of our senses is mental, not only when it

reaches the brain, but in its very inception whenever

the alien world outside impinges on the furthest and

smallest receptor. All sensitivity bears the stamp of

mentality. Seeing itself is a process of formulation; 10

our understanding of the visual world begins in the eye.

Arthur Koestler, in his monumental study of the creative act,

arrives at the same conclusion: "The beholder may be convinced that

he is simply perceiving images on his retina, but he is in fact

perceiving with the whole of his brain: and what he sees is modified

by the perceptual codes which operate in it."11 In short, seeing is

conceiving.

Linguists tend to see man's history, personal or collective,

as providing the "perceptual codes" that constitute that tinted

material which color his vision. Marxist epistemology adds a

dialectical dimension to the whole problem.

The reflection of nature in man's thought must be under-

stood not lifelessly, not abstractly, not devoid of move-

ment, not without contraditions but in the eternal

process of movement, the arising of contradictions and

their solution.12
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The need to identify these contradictions by a people whose varying

perceptual codes create differing visions of reality means that no

one can get the truth alone. "Knowledge emerges only through inven-

tion and re-invention, through the restless, impatient, continuing

hopeful inquiry men pursue in the world, with the world and with

each other.”13 Dialogue is the only road by which man can attain

any level of authenticity in conception.

Freire here goes to the fundamental nature of language as

vocal. It is talking rather than writing that constitutes the basic

linguistic activity of man. What distinguishes man from the animal

is not "language as such, but the special form of human speech, the

articulate language shich permits of concepts and so enables man's

thoughts to achieve higher results, which distinguish man in this

14 We have already seen that man as a

15

respect from other species."

conscious being is aware of his consciousness and intent upon it.

It thus seems logical to infer that the need to establish a common

referent for his individual perceptual code is a fundamental drive

behind the socialization of that perceptual code in form of living

speech. "Speech is the living expression of our thought and its

existence is rooted in the life of society and conditioned by it."16

In dialogue people set out to name the world, that is, re-

align or re-invent a new relationship between word and object or

distinguish between the word that conceals from the word that reveals

something. Freire, like many philosophers of language, sees the act

of naming as an act of creation. Langer describes naming as "the

Vastest generative idea that ever was conceived; its influence might
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well transform the entire mode of living and feeling, in the whole

1 .

7 The name is never a neutral refer-species within a generation."

rential symbol for the object. The name, as word, interpentrates our

experience of the object. Hence, the virtual identity of word and

18 Andobject which man creates in magic spells and ritual chants.

this is of course no more primitive than the behavior of a naturalist

who does not feel that he is truly in touch with a flower until he

has mastered the names of a great many flowers . . . "as though the

primary world of reality were a verbal one."19

Christian interpreters of Freire view his idea of naming in

biblical terms. They pose an idealistic approach to language by

insisting that in Freire:

The word goes before men, that the Word became flesh, that

in the beginning was the Word. In the process of libera-

tion men and women speak the word that they would become.

Essential to the dialectical process is that we take each

other at our word, for only in this way can we become what

we might yet be. The act of naming calls forth a new

reality for ourselves and for others.20

There is nothing here to restrain us from altering Brewster Kneen's

initial premise in order to accept the rest of his interpretation.

We can as easily remain Marxist existentialists and argue that in

the beginning was man, and that it was he who made repetitive

syllabic noises conoting certain experiences; noises which when they

became fixated to certain experiences and objects came to be called

words.

A word fixes something in experience, and makes it the

nucleus of memory, an available conception. Other impres-

sions group themselves around the denoted thing and are

associatively recalled when it is named. A whole occasion~

may be retained in thought 5y the name of an object or a

person that was its center.
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And so the interplay of object, symbol and experience, make the true

word a praxis: a unity of action and reflection.

The utterance of the word evokes a response (active or verbal)

in the hearer, or denotes an action in the speaker himself. The so-

called empractic22 use of language like that of a child who sends

off the nurse to the cookie jar by calling out "cookie" is a sim-

plistic illustration of a profound truth.23 William Smith tested a

sample of people in order to classify them according to the Freirean

typology of magical, naive and critical consciousness. He discovered

that their responses to the question "What is the most de-humanizing

problem in your life?" closely corresponded to the types' capacity

for action or lack of it in the struggle for their own liberation.24

The magical named poverty, or hunger or some biological condition

over which they could have no control as the fault. The naive type

would name things like laziness and bad individual characters as the

cause of all troubles. The critical type saw the system as at fault.

The magical had to wait for god or better luck to change their condi-

tion; the naive sought to reform individual persons in the system;

and the critical type set out to conduct a revolution and create a

better system. The word uttered by men that have attained critical

consciousness is the only word Freire calls praxis, that is, action-

reflection. For it is the word with which men "come to see the

world not as a static reality, but as a reality in process, in

25
transformation." That is how the word expresses one's intention-

ality. That is how it becomes praxis.
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But there are other words that are not true words. Most of

these words are part of the false myths the oppressor creates in

order to maintain his grip on the oppressed. Freire lists a few:

that an oppressed is a "free society," that the "order respects

human rights," the myth of being "defenders of Western Christian

Civilization," the myth that violence is a sin against god,26 etc.,

myths that have been used with almost ritualistic persistence by

oppressive regimes throughout history. Often the oppressed internal-

ize the oppressor's linguistic idiom and accept his naming of them.27

The rise of the oppressed to a level of critical conscious-

ness means the falling away of the oppressor's universe of words.

But the recovery of language as authentic intentionality, must also

depend on the emancipation of the primary senses, the very tools of

perception. Marcuse sees this Marxist idea as "the most radical and

integral idea of socialism."28

Marx's thesis was that the senses of the exploited are

deformed and exploited and therefore no longer human.

. . . to the starving man, it is not the human form of food

that exists; but only its abstract being as food; it could

just as well be there in its crudest form, and it would be

impossible to say wherein this feeding activity differs

from that of animals. The care-burdened man has no sense

for the finest play; the dealer in minerals sees only the

mercantile value but not the beauty . . . he has no

mineralogical sense.29

The emphasis is on the word "human." The needs that have become

animal when operating in a state of exploitation, become human when

Operating in freedom. They can also be humanized by the process of

conscientization. As the objects of the senses become humanized,



51

30 the senses themselvesi.e., "objects emanating from man for man"

become human. Also just as the most beautiful music has no sense

for the unmusical ear, all the sensuous in life exist only so long

as man's own sensory powers exist, in full flower as human senses.

It is not only in thought but also through the senses that man is

affirmed in the objective world. This total man that sums up Marx's

humanistic program marks

the definitive resolution of the antagonism between man

and nature and between man and man. It is the true solu-

tion of the conflict between existence and essence, between

objectification and self affirmation, between freedom and

necessity, between the individual and the species.31

The emancipation of the senses naturally means a complete

redefinition of man's outlook on the world, and a new language

through which to express that outlook. The growth of a new critical

awareness constitutes a rediscovery of the familiar. A new idiom,

a new vocabulary, a new and fresh use of old words emerges as the

"32 For if"new language to define and communicate the new values.

indeed the senses are now free to see what is and not what the world

of domination compels them to see, liberated man needs a new language

to name what he sees.

Freire leaves unexplored the relationship between the lin-

guistic universe of revolutionary praxis and creative literature.

It is my contention that the sharpening of man's perceptual powers

implied by the process of conscientization, can be conducted through

properly organized dialogical sessions of a creative writing course;

and that creative literature must be an essential part of the

cultural revolution. It should stand as the crystallization of the
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revolutionary consciousness and play a vital role in "keeping con-

sciences that are drowsy by nature alert, spurring men on toward

the ever-widening horizon of the future, or revealing to men the

33 Aboveever changing and permanent meaning of their existence."

all the existence of a new type of man with a new critical conscious-

ness must mean the growth of a sensibility which stands for the new

34 Themorality of freedom imbued in the ideal of the beautiful.

revitalization of language and the growth of a new idiom to meet

the new sensibility, is primarily a task of aesthetics. Language,

after all, is primarily esthetic in its original function and not

communicative.

Esthetic attraction, mysterious fear, are probably the

first manifestation of that mental function which in man

becomes a peculiar tendency to see reality symbolically,

and which issues in the power of conception and the life-

long habit of speech.35

Discursive language is now generally regarded as "faded metaphor,"36

much lower level of symbolic development in the story of language.

The so-called language of communication is thus a pauperization of

37 Creativeman's primal language, that is expressive symbolization.

literature constitutes a return to that attraction, revulsion, fear,

wonder--for the object which restores to language its original role

as esthetic symbolism. The reclamation of language from the universe

of domination is certainly a task for creative literature.

Marcuse has demonstrated how the new language of the revolu-

38 To the Blacks intion could mean a reversal of traditional idiom.

an era of civil rights uprising, soul is no longer the lily-white

image of tender, deep and immortal innocence of the Christian
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tradition. "Soul is black, violent, orgiastic; it's no longer in

Beethoven, Schubert, but in blues, in jazz, in rock 'n roll, in

soul food."39 That creates a whole new esthetic for the new Black.

In Langston Hughes:

I have known rivers

ancient dark rivers

my soul has grown deep 40

like the deep rivers . . .

the imagery of salvation abandons the pilgrim's progress to a heaven

up high, and assumes the nature of a descent into psychic depths as

the true road to human sublimation.

The language of domination could turn into a language of

the new consciousness when focused on the realities of the oppressed.

Such a process amounts to "de-Anglicization and deracialization"4]

of the English language in some contexts. Chinua Achebe illustrates

the nature of the new idiom thus: instead of saying, "I am sending

you as my representative among these people just to be on the safe

side in case the new religion develops" his priest in Arrow of God
 

says, "I want one of my sons to join these peOple and be my eyes

there. If there is nothing you will come back. If there is some-

42 The first statement isthing there, you will bring home my share."

out of character. It is an Englishman talking, or a black man

talking like an Englishman. The second statement gives us the voice

of an African using English words to express his own reality,

steeped in the idiom of his traditional philosophy.

The new language also "tells it like it is,“ for it is a

language of indictment, a language that sets out to capture the raw
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realities of exploitation with a concreteness that gives new fresh-

ness to old words. Thus, Mungoshi, exploring the nature of land

discrimination in Rhodesia, writes:

Not until you cross Chambara River into the old village

with roofless huts and gaping doorways and the smell of

dogshit and burnt rags are you at home. And then the

signature of time truly appears in the work-scarred body

of an abandoned oxcart with its shaft pointing an accusing

finger at the empty heavens, and the inevitable stray dog--

all ribs and the fur worn down to the sore skin--rummaging

for something to eat among the ruins.43

It is the new way of seeing things, or of experiencing things, that

makes this language so interesting. The new consciousness appears

in the way the object has ceased to represent "things as they are"

but has become historical, "a signature of time," a symbol of

exploitation which constitutes a limit-situation that must be over-

come.

Mungoshi is writing of the nature of exploitation in

Rhodesia. Since the conscientizing work that is described in this

exposition was carried out in that country, it is necessary that we

examine the role that formal education has played in Rhodesia to

facilitate the exploitation of the blacks.
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CHAPTER V

EDUCATION AND OPPRESSION IN RHODESIA 1953-1970

Introduction
 

African education in Rhodesia represents, to a remarkable

degree, the facets of the Freirean-Marxist model of exploitative

education. According to that model which a host of modern educators

accept,1 education in an exploitative system is only an arm of

Oppression with which the oppressors process their victims for a

servile role in the economic system. There are two types of exploita-

tive systems: .One explicit and another implicit. The former obtains

in imperial old time colonial, racial or settler ruled communities;

and the latter obtains in one-race class ruled societies. In a

society of explicit exploitation the oppressors state their intentions

loud and clear. In the latter societies the oppressors cover up their

exploitative designs in more subtle and innocuous language.

Rhodesia is a country Of explicit racial exploitation.

Although at no time in its 80 year history did the population ratio

of white to black ever get better than 1 to 16 (see Figure 1).

Political and economic power has always been held by white men sworn

to rule forever. The inequities created to retain such an unjust

order are great. In land distribution (in 1969), for example, each

of the two races had one half the land mass of the country allotted

to them separately in spite of the fact that Africans outnumbered

58



59

TABLE l.--Population Growth in Rhodesia.

 

Proportion of

Year Europeans Africans Africans

to Europeans

 

1901 11,032 500,000 45:1

1911 23,606 740,000 31:1

1921 33,620 860,000 26:1

1931 49,910 1,080,000 22:1

1941 68,954 1,400,000 20:1

1951 135,596 2,170,000 16:1

1961 221,504 3,550,000 16:1

1961 228,044 4,818,000 21:1

 

Source: A.K.H. Weinrich, Black and White Elites in Rural Rhodesia,

(Manchester: Manchester University Press, 1973), p. 15.

2
whites by 21:1. In the wage structure, the average white wage in

1969 was pounds 1,361 as against the African wage of pounds 138.3

Likewise education for the white child has been compulsory and free

since 1930 but for the African child it is neither.4 The problem for

white men in Rhodesia has always been how they could create an educa-

tion system for blacks that would keep the latter in a state of

permanent servitude when the injustices perpetrated on them are so

clear.

Three approaches were attempted to resolve this problem.

The first set out to process the African child into an efficient

laborer for the white man.5 The second approach sought to Offer a

few black men opportunities to high level academic education, form an
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alliance with these in order to exploit the rest. The third approach

set out to use the school as a processing plant for the alienation

and domestication of the African child, thus turning him into an

obedient, pliable and worshipping servant of things white and

western.

Yet beneath the appearance of white solidarity against blacks

there were class divisions. Always working beneath the surface it

was this unseen hand of production relations that became the main

determinant of the historical process. The educational system meted

out to the African people was a function of the turbulent swirl and

eddies of the class struggle translated into the historical idiom of

Rhodesian racism.6

The Kerr Commission and the Epoch
 

The Kerr Commission 1953 made far-reaching recommendations

on all aspects of African education. But these recommendations, and

indeed the Commission itself, can be understood only in the context

of the period. The Commission was set up in response to socio-

economic needs that had emerged during and soon after the war. The

wartime period experienced an unprecedented economic boom. This was

a result of factors like rapid industrialization to produce goods

otherwise available from overseas, encouragement of agriculture to

meet increased demand for foodstuffs overseas, sudden rise in the

tobacco trade, the rerouting of international capital from South

Africa to Rhodesia when the Nationalist victory of 1948 threatened

wideSpread nationalization of foreign capital, etc.7 The boom
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resulted in the emergence of a large class Of white bourgeousie and

manufacturing capitalists. Their interests lay in the growth of a

class of skilled and semi-skilled Africans earning a reasonable

wage, to supply the manpower requirements of the expanding economy

and to serve as a ready market for their produce. Vocational educa-

tion for the African thus became a major concern of the Kerr Commis-

sion and of the period.

There was another consideration. The operation of the race

laws of the 1930's led to a progressive proletarization of the

African peasantry.8 The peasant drifted into town where he lived

under the most gruesome exploitation. Said one Old man:

I have grown up under white people . . . . My wish is

that . . . we get better treatment in the way of wages.

Today I am getting older and I have nothing. I have

not saved anything. I might die and do not know how

my children are going to manage.

There was a powerful growth of a workers' consciousness. In

the 10 to 15 years from 1940 there was an unprecedented upsurge of

workers movements: e.g., the Industrial and Commercial Workers Union,

Rhodesia Railways African Workers Union, Bantu Benefit Society,

Joint Industrial Committee for Railway Workers Union, Bantu Congress,

Industrial Welfare Society, African Workers Trade Union, Reformed

Industrial and Commercial Workers Union, Waiters Association, African

Workers Voice.10 Protests and strikes become endemic, leading to the

violent nationwide strike of 1948. Huggins, the Prime Minister, like

Todd, his successor, saw the meaning very clearly. YOur experience

is not unique," he said. "We are witnessing the emergence of the

km”proletariat and in this country it happens to be blac Being a
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representative of the white bourgeousie, Huggins, like his successors

saw the need to create an African middle class as a buffer against

the proletariat. "We shall never do much with these people until we

12
have established a native middle class," he said. The Kerr Commis-

sion was intended to suggest educational processes for doing this.

Education for Labour Exploitation
 

The Kerr Commission's Report 1953 made some epoch making

recommendations on vocational education for the African. Their sig-

nificance, however, can only be understood against the background of

the traditional white attitudes on the subject.

Before the second world war the majority of white Rhodesians,

who are generally men of working class backgrounds from England, saw

any form of technical training or artisan training for the African

as anathema. "Educate the natives by all means," said one Legislator,

"but don't teach them trades. What position would our sons have to

"13

face at this rate. Hence all types of non-academic education for

the African took the form of industrial training and community

development. It was made clear that "the simpler forms of industrial

14
training were intended." This meant that the training must produce

"a better workman and a more useful servant to the EurOpean,"15 or

enable a boy to "build stables, outhouses, or under white supervision,

plain cottages, but would not fit him for working in a municipality

16
or on first class buildings." Taking their ideas from the

17
industrial education movement in America the Rhodesian Government

pioneered with two institutions, Tsolotso 1922 and Domboshawa 1921.



63

Several Mission stations followed suit: Mt. Silinda, Tegwani,

Waddilove, Gokomere, etc., training the African in rudimentary skills

in agriculture, hygiene, brick laying and smithing to be used in his

18 or to "fetch and carry for the European worker"19 inown village,

industry. White criticism had to be allayed with the assurance that

the type of training given in these institutions was equal to only

one year of apprenticeship training.20

White workers were nevertheless not satisfied. In 1933 they

forced the government to pass the Industrial Conciliation Bill which

gave them power to determine who will be accepted for artisan train-

ing.21 That stopped the possibility of industrial schools becoming

real technical colleges or any form of on-the-job technical training

for blacks. And by the time the Kerr Commission reported, the

racist framework set up by the white working class was still the

worst obstacle they faced. The Commission condemned in no uncertain

terms the equivocation of the industrial conciliation act that in one

breath permitted employment of African artisans on the same pay with

whites and in another denied him training.

Yet we need the unbounded confidence of the African in

order to mould his character successfully and to educate

him properly. A bar that is imposed in such circumstances

therefore becomes a major obstacle to successful African

education.22

The Commission admitted that the government had difficult

problems in this regard. But the demands for more technical and

vocational training for blacks were overwhelming. "In view of the

rapid industrial growth which has gone on within the colony during

the past decade the demands are reasonable and only to be expected."23
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The existing system of two year industrial training in eight institu-

tions after primary school was "totally inadequate both in content

and extent for the times in which we are living."24 Finally, they

strongly recommended changing existing trade courses to three years,

introducing new courses, and establishing further training facilities

for graduates of these institutions so that they could rise to the

level of fully qualified journeymen. They further recommended that

commercial courses in bookkeeping, typing, business methods and

25 At the bottom of the wholecommercial arithmetic be introduced.

problem the Commission referred to the occupational color-bar as the

greatest obstacle to progress.

The Commission, like the Government that appointed it,

represented the voice of the national bourgeoisie and national

capitalism, the class, as we have seen, whose interest lay in

creating a class of artisans and professionals. The uneasy coalition

between the national bourgeoisie and the working class established by

26 still held. But it wasPrime Minister Godfrey Huggins since 1933

too fragile for the government to take bold steps like repealing the

Industrial Conciliation Act. Yet this was what was needed. "If we

are to produce a multiracial society in this country and provide

sufficient trained manpower to meet the growing needs of industry--

we must educate and train the African for skilled employment."27

In spite of the current myth that the black worker was lazy,

irresponsible and incapable of competing with the white man, the

white working class knew that they were threatened. It took much

persuading and cajolling on the part of the government plus five
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years of parliamentary bickering and manouvering (1954-1959) to get

the Industrial Conciliation Act amended. The central point in the

amendment was the inclusion of the African worker in the definition

of employee. This gave him a legal voice in the industrial concilia-

tion machinery.

It meant that apprenticeship conditions would now no longer

be decided by white unions that had so successfully kept Africans

out of the artisan training. Fear of "African-controlled unionism

28 Thewas the most powerful consideration behind the opposition."

compromise arrived at was that only multiracial trade unions be

included in the industrial conciliation machinery. That way the

whites could still act as senior partners of the organization and

control it. It was a most unsatisfactory compromise which, as we

shall see later, virtually left the technical and artisan education

of the African still in the hands of the white working class, the

class most unwilling to permit it.

Meanwhile, in areas less directly concerned with the question

of training artisans, the Kerr Commission recommendations were carried

out to the letter. Commercial courses were opened in commercial

practice, business, calculations, bookkeeping, typewriting, short-

hand, commercial English in a few schools to meet manpower needs of

industry. The aim was never in doubt. "NO shortage of good employ-

29
ment for the stable, skilled African clerk." Domestic Science

courses were opened for women. The Old industrial courses were up-

30
graded. From two year training they became three year courses and

later four year.31 More subjects were added including a health
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demonstrators' course. The terminal diploma was upgraded to the

32
National Technical Certificate Part I and Part II. The ultimate

aim was to meet the Kerr Commission's recommendations that graduates

of these institutions be dovetailed into real apprenticeship train-

ing.33 But for a while they appeared to serve the old Huggins policy

of the dual pyramid, a policy of non-competitive parallel development

by each race.

The fact that the training given at Domboshawa and other

centers has produced good solid citizens cannot be

denied as such persons are met in all districts playing

their part and exerting a steadying influence on the

local community.

 

 

In spite of the fact that these courses were very much lower

than real apprenticeship, the demand for admission to industrial

schools was very high. In 1958 Mzingwani had 862 applicants for

100 places, Domboshawa had 796 applicants for 100 places; in 1960

35 For the student itDomboshawa had 915 applicants for 95 places.

was a matter of grabbing at whatever was available.

The trend was clear, however--more and more Openings for

blacks into the forbidden world of industrial and technological

know-how were on the way. But there was one important variable: the

alliance between the white working class community and their

capitalist and bourgeoisie partners must hold. The capitalists and

bourgeoisie elements that ran the country since 1933, in the persons

of Huggins, Welensky, Todd and Whitehead, must continue to carry

working class support with them, by calming their fears of the black

threat and this they tried:
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No white trade unionist worth his salt (Wellensky told

the trade union congress) need fear for his leadership in

he field of labour . . . the growth of African skill, slow

though it undoubtedly is and inevitably will be, can only

mean one thing: a greater level of consumption throughout

the whole country, the expansion of industry and so a

greater demand for skilled men. Far from taking away

the white man's leadership it will, in fact, provide an

ever increasing sphere into which that leadership can be

extended.36

The fact that it was thought necessary to keep preaching this

theory of domesticating the enemy shows how uneasy the alliance of

the white classes was becoming.

Before that alliance finally broke down in 1962, the most

dramatic changes in the government's vocational training policy took

place. As indicated earlier the repeal of the Conciliation Act

opened doors to apprenticeship for Africans. In 1960 the Apprentice-

ship Act placed African apprentices On par with whites. Meanwhile

a full scale technical college was Opened at Luveve opening oppor-

tunities for four year standard training and full apprenticeship.

In the same year junior technical schools were Opened, and the

question of closing down the Old industrial courses was mooted.37

With full scale technical education opportunities available at all

levels, these handyman courses were deemed unnecessary. But just as

these new courses and programs came into the system, so also were

they closed down. The handyman courses were ended in 1963.38

Simultaneously, the junior technical schools, which had started to

replace them, were also closed. -The Ministry had argued that these

schools were a necessary preparation to full scale apprenticeship

training.39 Now they stated the opposite:
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There is no doubt that general basic training is the

correct ore-requisite to vocational training. A

student entering a vocational course is unlikely to

undertake it save for the reason that he wishes that

kind of employment.40

And so after only three years in existence, the technical

secondary school closed its doors. In that same year, 1963, a

parliamentary committee was appointed to consider "whether Luveve

41
should continue in its present role." The committee was of course

window dressing. The Secretary of African Education actually made

it clear that the aims for which Luveve was built were either totally

fulfilled in the three years of its existence or were no longer

necessary, especially since apprenticeship was now non-racial.42

And so just as hundreds of African youth were getting down to take

the first full time technical educational opportunity ever devised by

the Rhodesian government, they were informed that "Luveve had done

43
the job for which it was established," and the doors were now shut.

Its masses of equipment was shared between the all white Bulawayo

Technical College and the quasi-multiracial polytechnic in Salisbury.

But we get an idea of the real reason for the sudden shut-

down of these institutions when the Principal of Luveve talks of the

"trade unions' delay in welcoming African students into the work-

44
shops," and his remark that "the admission of student apprentices

requires whole-hearted support of the trade unions before such train-

45
ing can be successful." As late as 1965 the Secretary for Education

could still write: "We still await some satisfactory solution to the

problem of African apprenticeship and the provision of technical

46
training outside apprenticeship." This is five years after the
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passing of the Apprenticeship Act. These two remarks bring us back

to the cause of the problem: the class struggle among the whites.

The opening and closing of these institutions represent the shift

of political power from one class to the other; from the national

bourgeoisie and capitalist class to the working class and rural petty

bourgeoisie. In 1962 the Rhodesia Front, a coalition of working

class and petty bourgeoisie elements, ended the era started by

Huggins in 1933. The uneasy alliance between the high and working

class elements in the white community came to an end. The typical

Rhodesian, a lower class Englishman and a large horde of uncouth

farmers, mostly with south African parentage, won an election. "The

R.F. whose case rested on the belief that Europeans should and must

continue to rule were prepared to use all the powers and authority

of the government to resist those who challenged this belief."47

Hence the sudden and unceremonious closure of all institutions Opened

for African advancement, especially technical advancement which

directly threatened the white working class positions. After that

it was back to the '30s. Said one of Ian Smith's precedessors:

Government must stop this ridiculous policy of theirs,

this policy of appeasement, masquerading under the name of

partnership, for to African nationalists it simply revealed

weakness. British liberalism is all very well behind the

English Channel, but we have got to be more realistic .

we have got to be a great deal firmer and a great deal

harder and take a lesson from those down south (i.e.,

South Africa).43

When Ian Smith took over he made it clear that he did not expect the

country to be ruled by Africans in his lifetime. The previous

government had thought the African under the new economic
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circumstances could best be exploited by dividing him and fraternizing

with his more enterprising brethren. To the new regime every African

was an enemy, a potential pretender for the high seat and he must be

reduced to servitude or kept in his own tribe.

The community development aspects of industrial education all

returned. In 1966 was presented a new Education Plan: 37.5% of

primary school output--regardless of ability--were to enter a two

year terminal secondary school whose curriculum is "directed towards

the probable type of employment which will be available . . . . It

is in commerce, industry and agriculture that work must be sought."49

Unlike the technical secondary school of the previous government,

this new secondary school did not lead to apprenticeship. Unlike

the academic secondary school it could not lead to university or

higher institutions of learning. It led only to a life of unskilled

and semi-skilled labour. The Government stated that it was seeking

"the establishment of a relationship between the school and the area

in which it is situated. The schools should be able . . . to provide

the labour to meet the demands Of industry. In rural areas . . . it

will be essential to link the two final years of schooling to agri-

cultural activities."50

The role of the African in the economy must lie in his own

segregated reserve, unproductive, unindustrialized though it is.

His training for this peasant existence must thus remain rudimentary.

And his relation to the major growth sectors of the economy lies in

providing "both an efficient labour force and a growing domestic
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market. He is not conceived of as setting up alongside his European

compatriots in managerial, administrative or capitalist roles."5]

Vocational education for the African has, over the years,

taken many twists and turns and much restructuring according to the

varying political strategies of the ruling classes in the white

community. To the capitalist and bourgeois class it aimed at pro-

ducing much needed skilled personnel for expanding industry. To the

working class and petty-bourgeois it aimed at training the African

into an efficient, obedient and unskilled servant who would "pull

and carry" for the white artisan. To the African masses vocational

education was always a system of exploitation. And their under-

standing of the white man's meaning Of vocational training for the

black man was typified by Tendai Training Centre opened in 1953 in

Umtali. Its aim was to train African women in Domestic Science so

as "to enable them to take up domestic service (in white homes) with

52
some knowledge of what is expected of them." Indeed as soon as it

was opened:

Enquiries about the centre have been received from all over

the country and it may be that this experiment in Umtali

will be the beginning of a large-scale effort to train

African women to run European households and so release

male labour for work in farming, commerce and industry.53

The Educational Pyramid
 

Whereas vocational education was tailored to exploit African

labour to the best advantage of the whiteman, academic education was

so structured to create an African elite, divorced from the rest of

the masses and allied to the white oppressor in his exploitation of
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the masses. The most outstanding device used to achieve this was the

pyramid structure of the system itself. The Kerr Commission epoch

saw the growth of the pyramid system into full stature.

The movement of educational reforms of which the Kerr Commis-

sion was a part, meant a clear shift in government policy. Up to the

outbreak of the war most current white Opinion preferred that

Africans be educated only to an elementary level for service in their

village, or as Bone puts it, "Within their communities, within their

54
way of life, within their culture." It was not intended that the

"ultimate target . . . be the uplift of the African until he could

take his full responsible role in the social, economic and political

55
life of the country as a whole." Missionaries who shouldered most

of the burden required only basic literacy for evangelization and

other whites supported them because they saw the educated black as a

challenge and a spoiled servant. "If you want to spoil a good nigger

send him to school. He is casual and approaches you as an equal."56

But it was competition with the blackman that whites feared most.

Who wants the native to buy a pair of black trousers to

cover his black legs? His black legs are infinitely

preferable as a worker and as an individual. The native

will continue to be honest if you leave him with his beads

and blankets . . . . If we could clear out every mission

station in this country and stop all this fostering of

higher native education and development we would much

sooner become an asset to the Empire. We are simply

committing suicide.57

And so for the first fifty years of white rule in Rhodesia, there was

not a single secondary school in existence although there were about

58
95,000 children in school by 1939. This policy rationalized

by Atkinson, intended to reduce elitism and its attendant evils



73

suited the white's desires for a servile race of semiliterate

workers in their mines and industries and on their farms.

Changes to this policy were first signalled in 1938 by the

new Director of Native Education who outlined the "primary Objectives

of African education as mastery of the three R's and character train-

ing to prepare Africans to meet the rapid changes of the urban

59

 

 

industrial society they were fast entering." In 1942 a school
 

council was inaugurated for a secondary school and in 1946 Goromonzi

Government Secondary School was opened. One mission secondary school,

St. Augustines, had already been founded in 1939. In the 1950's and

1960's more secondary schools were opened by the government and by

missions or African Councils. The University College of Rhodesia

and Nyasaland opened its doors in 1953.

The pyramid structure of African education meant the opening

of the greatest amount of educational Opportunities at the elementary

or primary school level, and the progressive restriction of oppor-

tunity as one climbed up the ladder to university.

The full impact of the system can easily be understood by

looking at a table of enrollments in the periOd under study (see

Table 2). The diagonal line running through the figures enables us

to trace the fortunes of the Grade I class of 1952. It shows that

of the 84,444 children entering grade I in 1952, only 10,921 reached

the last grade of the primary education segment and of those only

1,919 went to secondary school; of those only 386 reached O-level and

of those only 56 reached the pre-university upper-sixth form. A

simple piece of arithmetic will show that only one out of every eight
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pupils entering grade one ever finished primary school; one out of

every 42 pupils entering grade one went to secondary school and one

out oflOOO pupils in grade one stood a chance of ever going to

university.

This remarkable rate of attrition was attained through a

number of devices. Every grade up the ladder had an examination

that had to be passed if one were to proceed. Its purpose was to

weed out as many pupils as possible. Structurally, the system had

specified major barriers generally described as "bottlenecks"60

that restricted opportunity in the next sector of educational

advancement (see Table 3). The dotted lines mark the bottleneck

restriction points. They show that within the primary school system

you had two restriction points, in secondary school you had three

restriction points and between primary and secondary school you had

a major barrier. Each successive segment of the ladder had fewer

places than the one preceding it.

The practical Operation of this segmented system has been

demonstrated by many analysts. Aristone Chambati writes:

In Chiweshe Reserve, where the salvation army has 23

lower primary schools, there are only three upper primary

schools. In Urungwe Reserve, there are eight lower

primary schools and only one upper primary school. In

Magonde Reserve, the salvation army has three schools

that do not go beyond standard three. In Chihota Reserve,

Marandellas in 1957, there were 25 Methodist Church run

lower primary schools catering for 7,000 pupils, but

only three upper primary schools with a combined intake

of 500 pupiis.6l

To go through the primary school was a great personal achievement

but to enter secondary school is to demonstrate that you are a chosen

breed. Going through the secondary school was a hazardous adventure.
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TABLE 3.--Pupil Distribution on the Educational Ladder.

 

 

Southern Rhodesia United States

Standard Grade

Sub A 1

- .......B................................... 2--

Lower

I Primary 3 Elementary

II School 4 School

III 5

IV Upper 6

V Primary 7

VI School 8

Form

I 9

II 10

""""""" Secondary """ High

III ' School 11 School

IV 12

V

VI

V Junior

VI College

 

The student who survived it all and was finally crowned by

getting a place at one of the two university preparation schools,

Goromonzi and Fletcher, was indeed unique. The development of an

elitist sensibility was built into the structure of this system. If

these young African intellectuals became members of bogus political

62
liberal movements like Capricorn Society and the Inter-racial
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63 or some liberal white politicalAssociation of Southern Rhodesia,

party,64 part of the reason was to be found in an educational system

so explicitly designed to create an African elite who could be

65 The white Rhodesianenlisted to support the established order.

Prime Minister actually said:

If only these men would appreciate that . . . as their

people advance,class distinctions, which in truth they

themselves desire to see introduced, are already appearing

among them, the more readily would common ground be found

on which to compromise with them on their aspiration.66

The government always revealed its clearly conceived intention

to retain a segmented pyramid structure in African education by the

vigour with which it resisted self initiated action by African com-

munities and missionaries to build and finance their own schools.

Reports of Directors of Education and school Inspectors are full of

praise for the willingness of the African parent to pay for his child's

education. The 1957 Report talks of Native Council's undertaking to

67 In 1958 they contributed 1,500

68

finance 17 out of 30 new schools.

pounds on a parity with the government to build new schools. The

new scheme, whereby the Government would give a pound for every pound

African councils would use in building new schools, we are told "caught

the public imagination and warmed and cheered the hearts of parents in

areas which without the scheme could have little hope of upper primary

69
classes." In 1959, 50 new primary schools were built on the pound

70
for pound scheme. At the same time “a change in government outlook"

with the onset of right of centre regime of Whitehead in 1958--"led to

a reduction in the speed of development and instructions were sent to

mission schools to reduce the intake of scholars to certain classes."71
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In 1960 government grants were withdrawn altogether. The

building cost and maintenance became the responsibility of the people

and the churches.

As over 90% of the schools are aided schools (i.e.,

mission or schools run by African councils) the capital

costs borne by the people and churches are very consider-

able and the withdrawal of the grants . . . has added a

further financial burden on the people residing in the

rural areas. Their willingness to shoulder these

responsibilities is an indication of their desire to

see tggt their children have schools no matter what the

cost.

In the same year the Regional Inspector of Mashonaland found

it disturbing to have to say no to so many self initiated schemes of

school building. Community deputations coming to him

. . . state that they have been told by their managers

that if they put up the required school buildings they

will be granted a standard 4 class the next year. It is

distressing to have these people come into this office

to impart the information that they have spent hundreds

of pounds on buildings as a result of this promise only

to be informed that their school is not one of those

approved to Open standard 4 the following year. It is

even more distressing and embarrassing when they have

to be told that their school is not one of those chosen

or allocated land to proceed to upper primary status.

In 1962 the government acknowledging that “the desire of

these communities to do something to help themselves was one that the

government could hardly refuse,"74 allowed the creation of a new type

of school--the unaided school. This would be built, financed, main-

tained entirely by missions or private bodies like Afircan Councils,

who would also pay the staff. That year the government reported 158

more schools, primary and secondary built entirely by councils and

75
missions. In 1963 in spite of further cutbacks from the aided

system 90 new aided schools were built by churches and communities
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and 215 unaided upper primary schools were built, and staffed by

communities.76 Three years after the government had withdrawn all

capital grants to the aided schools a note of exasperation began to

appear more frequently in numerous reports by Directors and

Inspectors. "This is a situation which cannot continue indefinitely

. the burden of expansion of both the aided primary and secondary

schools is too great a burden tO be borne by the parents and missions

1177
alone.

And describing the contribution of parents and voluntary

agencies as "tremendous," he added:

There must be a very few systems where before the govern-

ment grant for the teachers' salaries is made available,

the applicants for the school have to erect the school

building and the teachers' homes, equip the school and

buy the books and classroom requisites. All this though

is done with willingness and enthusiasm, so great is the

desire for education.78

In 1965 missions and parents built 96 new primary schools, 104 upper

primary schools, and 10 secondary schools and shouldered almost half

of the whole African educational budget of the year.79

The African parent and the missions were so determined and

committed to financing African education that the new Rhodesia Front

government decided to introduce permanent structural impediments to

their initiative. The 1966 New Education Plan restricted all

academic secondary education to 12.5% of all students finishing

80
primary school. That permanently legalized the bottleneck at that

point. It also stated that missions and councils will not be allowed

81
to Open new academic secondary schools after 1970. That will be

left exclusively to the government. From January 1, 1967,
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. . . new primary schools in underdeveloped areas would

be Opened only under the authority of community boards or

-local government authorities and from January 1, 1968 no

new primary schools or additional stream in existing

primary schools would be authorized unless local govern-

ment already existed in the areas and had assumed responsi-

bility for the new schools.82

The effect of these new regulations was to expropriate the missions

and African councils of their schools, to place them in the hands of

a new breed of African councils created on government initiative or

place them completely in the hands of the government. This halted

any future educational expansion by missions or African initiated

councils except in the field of junior secondary schools,83 a

glorified industrial school of low calibre. Finally, the educa-

tional budget for African education was permanently pegged at 2% of

the gross national product. This means the government spent 8 pounds

on each African pupil as against 120 pounds on each white pupil in

1967.84

The Ian Smith government, representing as it does the working

class and petty bourgeosie elements of white society, virtually

reverted to the dual pyramid policies of Huggins' first decade in

power. But this time it was called Community Development. It meant

that African educational progress was to be limited by head Office to

the quota of needed personnel in the African area to man professional,

agricultural, and industrial services. But within the national

economy the African was to provide "an increasingly efficient labour

force."85 In a country where European education has been compulsory

and free since 1933,86 where land distribution legally relegates

Africans to the arid part of the country, where all commerce and
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industry is in white hands, the new community development policy and

its corollary the 1966 Educational Plan would place black men at the

hands of white exploiters indefinitely.

The pyramid theory in structuring African education was

initiated by the capitalist-bourgeosie regimes of Huggins, Todd and

Whitehead. It was as I have shown intended to create a middle class

African who would join in partnership with the white bourgeosie to

exploit the African proletariat. The end of the capitalist

bourgeosie and white working class compact in 1962 meant that the

new working class and petty bourgeosie regime had in its hands an

elitist African educational system that it did not want and a dynamic

African community that was prepared to pay anything to provide for

their children's education. After closing all technical institutions

opened by the-previous government, it was decided to control future

educational progress, to channel parental energies to primary schools

and junior secondary schools and to leave the government in sole

command of the academic secondary school.

Table 4 (p. 82) illustrates the effect of the pyramid

system in terms of educational achievement ratios between black and

white.

Education as Cultural Imperialism

The exploitative purposes of Rhodesian African education are

finally illustrated by the nature of the curriculum. The Kerr

Commission thought that the purpose of African education "hinges on

87
the formation of good character.“ To them good character meant
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TABLE 4.--Percentage Distribution of Educational Achievement.

 

 

Education in Years Europeans* Africans**

l- 5 None 78.13

6- 7 None 19.58

8- 9 11.2 1.81

10-11 52.4 0.44

12-13 V 36.4 0.04

 

*Annual Report on Education for Year 1967, p. 66.

**Airican Education 1967, pp. 21-22.

"loyalty to the state and its constitution and to the commonwealth."88

It was also "the task Of good character training to convince the

African that steady and good work is a social obligation."89

Unless we accept Paulo Freire's view that exploitation is

dehumanizing to both exploiter and exploited it is hard to understand

the insensitivity of the whites toward black suffering implied in

these aims. Whereas whites had an average working class wage of 77

90
pounds a month, at least two servants per household, only 8.8% of

working class families among blacks earned 4 pounds 15 shillings or

more a month, a wage that E. Batson and the Howman Committee called

91
a starvation wage. The African worker had to revert to illegal

expedients like illicit liquor brewing, concubinage, gambling, petty

theiving and pilfering often from European employers, even begging

to continue to survive as a city worker.92
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Said the Prime Minister: "We cannot exist for five minutes

without the native today. He is absolutely essential to our wage

structure if anything else."93 The exploitation of the African

worker was thus nakedly sought with cynical frankness. And it was

with equal cynicism that so many white witnesses to the Kerr Commis-

sion insisted that "in all native education the prime importance and

94 Like-dignity of manual labour should be continually stressed."

wise, the most persistent complaint against the African was his

laziness and unreliability. "They must be watched all the time.

They have no sense of responsibility. Their one object is to do

their employer down." "They have a complete lack of pride in their

work. They are horribly lazy. It is one thing I am trying to train

the boys--to train their characters not to be lazy."95 Having been

destroyed as persons by the workings Of exploitative production the

African workers were to be reprocessed through the school into

docile and efficient labour armies. And so "practical training

(manual work) given in schools (academic schools) must be used to

inculcate in the pupils principles Of accuracy, neatness and pride

in work well done."96 Primary schools were urged to set aside some

time to do some "extra subjects like leatherwork, elementary

building, carpentry, agriculture and woodwork." And "criticism (was)

levelled at those centres that (did) not include those specialized

subjects."97

There were no objective grounds for treating the African

race as basically a degenerate species which is what the Kerr
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Commission and many whites implied. Those that worked closely with

the African knew the truth. Writes one government inspector:

The children of these schools are amazing. They live in

cramped surroundings, they have no parks or playgrounds

or gymnasia, they are not taken by their parents for

holidays at the coast or picnics in the country. Their

parents, one at least, but Often both are out of work

all day. One would expect these children to be like the

gutter gamins one could see a generation ago in East End

of London--but they are not. They are well behaved, keen

friendly little souls with shining morning faces and clean

school uniforms. On two occasions I have had all 2,700

of them massed together for a ceremonial occasion and on

neither have I had the slightest doubt that they would

behave impeccably. Organized crime is completely unknown

among these children. One hears of occasional naughtiness

but very seldom of serious misdemeanours.98

Another Government inspector wrote:

One cannot be but impressed by the natural charm and

courtesy of the pre-adolescent African child. Often these

children come from over crowded and poverty-stricken homes,

yet how seldom does one encounter the street urchin type

of child to be found in the under privileged homes of the

industrial towns of Europe. Discipline problems in the

classroom are almost unknown.

Michael Gelfand, the leading white authority on Shona

(Rhodesian) culture has described the African people in Rhodesia as

"highly civilized as any other people I know. In my Opinion, his

(the African) manner and behavior are in many respects of a higher

and more refined quality than those prevailing in Europe."100

The idea that African peoples needed the regenerative

influence of a western christian education was at best an unwarranted

generalization arising from the behavior of those few proletarians

whom white exploitation had destroyed; at worst it was a cynical

fabrication intended to rationalize the existence of the school as

the spiritual arm of white exploitation.
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In this regard Christian missions, whatever their individual

purposes, tended to function as allies and aides of the exploitative

designs of the white settler. Cecil Rhodes had viewed them as agents

of pacification when he founded the country. "One missionary in his

10] For seventy years theinfluence for good is worth 50 policemen."

government and Christian missions functioned as allies with regard

to African education. The compact was explained thus:

It may be said that the missions exhibit the ultimate

motive, the government the secular organization and

resources and the African as the subject concerned has

good life as his object, his mind and conduct being the

ground and showing the results of the whole effort.)02

The Ministry Of Education expected this to mean that the African

student would be exposed to those influences which would mould his

character in such a way that "he may become a loyal and responsible

“103 Many missionaries explicitly acceptedmember of the community.

this role: "(Religion) will in day to day relationships impart to

them (students) the sense of being valued and respected and this in

turn will ellicit and develop their own sense of loyalty.“104

105 (already quoted) were committedMissionaries like Rev. Mac Harg

to pacifying the black man so that their settler brethren might

exploit him more easily.

This is not to deny the existence of well meaning mission-

aries, who in their teaching careers helped the growth of a revolu-

tionary consciousness. These did exist and among them unwitting

fellow travellers. But this is to present the functional role of

the mission as the government sought and largely succeeded to use it.

The settler saw the missionary as a pacifier and as an agent of
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cultural imperialism. The idea was that the African students must

internalize western or British values for him to remain loyal to the

system:

The central primary school has done and is doing a great

deal to impregnate the minds of the African youth with the

tenets of Christianity and ideals of western civilization.

The daily contact with Europeans Of high character and the

good habits acquired through continuous residence at

mission stations over a period of years has left an

indelible imprint on the minds and character of many

Africans of both sexes and has I believe, laid the founda-

tions for a stable and civilized African society. .

The secondary school will in future take over the cultural

function of the central primary school. 106

Secondary schools and Teachers' Training Colleges throughout

the country (except in towns) were residential boarding schools.

They were thus most suitable institutions to instill the cultural

values of the oppressor. Obsolete British values were strictly

enforced. In all institutions school uniforms were enforced and in

elite government institutions more was demanded. For example one

rule at Gwelo Teachers College reads: "Formal dress will be worn at

dinner and on other formal occasions. Such dress for men will con-

sist of a suit or blazer jacket and long trousers, collar, tie, socks

"107
and shoes. Even small details like English table manners were

108
made items of education. It was the Englishness of an institution

so many headmasters used as a yardstick to measure success or failure

of their teaching. So read one principal's report:

One girl has been winning gold medals at Gloucester

Hospital in England, another is on tour of Britain under

the auspices of the British Council, an old boy is now

touring the art galleries of Britain, Holland and America.

Perhaps the most notable achievement is that of an old

boy who though only a freshman, captained his university

in Britain at golf and won a match against the previous

Welsh champion.109
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These students were distinguished because they had adapted

to the world the oppressor had created. The adaptation of the

student to British values is pursued to a point Of obsession. Thus

110
memorization passages assigned for Standard V pupils included

Francis Bacon's famous passage "Studies serve for delight, for

"111 Shakespeare's "All the world is a

112

ornament and for ability.

stage and men and women merely players" and W. H. Davies' poem:

|.113
"Leisure. It does not matter whether students know what it is

all about. It is British and therefore good for them! In high

school, students sit for an external British examination, the

Cambridge School Certificate. The Cambridge Syndicate prepares the

114
syllabus, sets and marks the examination. And here there is no

pretense of relevance. Geography syllabus (1960) assigned two

thirds of the course to British Isles, British Empire and Common-

115 In Literature the list for junior high school consistswealth.

almost exclusively Of simplified versions of British literary

classics like Oliver Twist, Treasure Island, Monte Cristo, Coral

116

  

Island, Jane Eyre, etc. For high school the British examiners

117

 

present a strictly British literature course. In history you have

four possible choices of British and European History and three

choices of British Empire and Commonwealth.118 The pre-university

sixth form schools and the University College itself are even more

faithful copies of their British models. And the University College

was a college Of the London University system offering London degrees

119
up to the end Of the period under study. This insistence upon

things British was calculated to instill into the child the outlook
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of a world spinning on a British axis. Children were to be

impregnated with ideas of British heroism, British valour, of

British generosity and charity120 to a point where they could begin

to see the British as models for emulation.

One of the major approaches taken by the colonizer to

alienate the oppressed from their culture so as to keep both the

individuals and society concerned from self definition, is distancing

the subject matter of school away from the home, the culture and the

country of the oppressed. "The history which is taught him

(colonized) is not his own. Everything seems to have taken place

out of his country. The books talk to him of a world which in no

"121
way reminds him of his own. The Rhodesian whites have stuck to

this model with remarkable consistency. "Any syllabus represents a

choice of interpretation,"122 and just a sample of Rhodesian

syllabus explains for itself what is aimed at.

The Geography syllabus in junior high makes no mention of

the country the pupils live in, and it states its aim quite clearly:

Pupils should develOp an appreciation of the world's

major national regions through a series of case studies

of contrasting environments. By judicious sampling

pupils will be enabled to acquire an appreciation of

the world's principal types of environments.123

The natural regions referred to are listed as Tundra, Coniferous

forests, temperate grasslands, cool and warm temperate margins

(British, Lawrentian mediterranean and China type), tropical monsoon,

desert Savana and equatorial. The order is significant. Rhodesia

is Savana and comes next to last. The list obviously places a

greater significance on the world than on Rhodesia. The same
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syllabus demands that the child study in detail one country, i.e.,

Canada not Rhodesia. The improved 1968 syllabus demanded that

Africa be studied, though in its list of African countries to be

studied, Rhodesia came sixth and last. The high school syllabus

1960 has two parts. Part One covers general geography, i.e., map-

work, physical and human geography. Part Two consists of (a) Monsoon

lands, (b) British Isles, (c) British Empire and Commonwealth. Once

again the focus is either on the general or distant. Distant knowl-

edge like the soils and crops of Canada, sheep farming in New

Zealand or even the palm oil industry in West Africa were what the

child was intended to know, and value most. But he could remain

ignorant of his particular environment, its soils, its crops, its

potential, its diversity of human responses in an attempt to adapt

to it, or man's attempt to harness it.

The books of F. G. French CBE,‘24 used as primary school

English texts were notorious for their insistence on distant con-

texts. The Standard V 1959 text was appropriately captioned

"Windows on the world." On the title page was quoted some wisdom

from Marcus Aurelius: "He who knows not the world, knows not his

125 The whole text stuck to articles on China, Greece.place in it.9

Egypt, Eskimos, or events like The Retreat of the Ten Thousand or

Hannibals war with Rome. In one full year's English course the

child thus never had a reference to his own people or culture in the

text book. For background reading to the junior high English

course126 already cited, the ministry stated: "It is expedient to

study simple books dealing with such topics as the structure and
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behavior of standard western society and for classical folk lore of

127 The child must be made drunkancient Grecian and Roman culture."

with the exploits of distant heroes and the happenings of strange

and alien cultures but must never view his own culture, its heroes

and its values with any sense of admiration. The Ministry Of Educa-

tion often forbids the use of relevant literature, that raised

topical real life issues of local import from being studied. When

the Cambridge Syndicate included To Kill a Mocking Bird,128 an
 

American book with a racial theme and a black protagonist, among its

sets for 1968 the Inspectorate sent out a circular to the schools:

"To Kill a Mocking Bird is not considered a suitable school text."129
 

When African contexts were used there was a tendency to present

Africa through white eyes of the foreigner, which ossified it into

something dead and distant. Thus F. G. French's book for Standard

III (1960) is based on the journey a missionary, John Brand, under-

took from Natal through the Transvaal, Rhodesia up into Malawi

virtually "discovering" African life to his African servant. At one

place vultures are seen flying off. The servant is made to ask,

"Please, sir, what are they?" "They are vultures," Mr. Brand

answers, "and this bad smell means that somewhere near the road

there is a dead animal."130 And Mr. Brand goes on lecturing his

servant born and bred in the tropics on the subject of vultures. It

would be breaking the cannons of cultural imperialism to let an

African man do the lecturing to white youths about his country.

History is a particularly sensitive area. There is a pattern

about the history syllabus that has assumed the regularity of a



91

ritual. The student in secondary schools starts with early man, and

moves over to ancient Mesopotemia, Ancient Egypt, Ancient Greece and

Rome and proceeds through the Middle Ages and the Renaissance to the

Industrial Revolution which leads on to European exploration and

13] The idea iscolonization and that brings him home to Africa.

first to arouse the students' admiration of distant, especially

European, peoples and heroes whom he must grow to treasure as stand-

ards of achievement. Second, the student gets instilled into him

the traditional European view of history as a progress. By the time

he returns to his own history he can look at it according to a given

interpretative tool. He can much more likely accept his own

people's inferiority by placing them at the tail end of that linear

developmental scale.

That these considerations have been carefully thought out,

132
is clear. The so-called alternative syllabus prepared by the

Cambridge Syndicate 1968, suggesting a significant concentration on

modern southern African History was given a rough reception by the

Ministry. The Chief Inspector advised schools against Opting for

it133 and argued that there was a need "to extend pupils' knowledge

‘34 that the syllabus was so contemporarybeyond the local scene"

that it would "tend to militate against the objective treatment of

the subject," and advised schools that insisted on taking it to omit

A(f) Modern Nationalist Movements and the Winning of Independence

B(k) the Rise of Modern African Political Consciousness (L) The

Struggle for Independence and (J) Growth of Modern African Political

135
and Social Consciousness. These sentiments were further explained
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by the Secretary of Education thus: "The Inspectorate was not

trying to suppress politics but to avoid certain interpretations."136
 

The secretary was even clearer. He would prefer history to be well

away from the present time. He was even in favour of dropping

history altogether.137

History, in this exploitative society then, cannot be allowed

to teach a sense Of self awareness. It is not to lead to any sense

of self definition. It must not attempt to solve the child's basic

personality problem: Who am I and how did I come here? It must be

museum history, a purely academic play on distant names and distant

events. The child is to be a detached spectator of spectacle that

does not belong to him. Even the interpretation of his own history

was deposited from on high. The child's own consciousness, his own

self-initiated judgment, his inward development, the awakening of

his creative faculties as a subject and not just object of the

universe, capable of making and remaking the world--these aspects

were demonstrably inhibited. The almighty government inspector, a

representative of the white man's interests, guards the portals of

African knowledge and understanding.

The value system of African education was designed to comple-

ment the socio-economic imperatives of white domination. Its

emphasis on Christian values, on habits of disicpline, neatness,

punctuality, devotion to manual labour, its insistence on things

British and alien to the child's experience were all intended to

process out of an African a loyal labourer and a loyal middle class.
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This cultural invasion always leads to cultural inauthenticity of

those who are invaded.

They begin to respond to values, the standards and the goals

of the invaders. For it is necessary that those who are

invaded come to see their reality with the outlook of the

invaders rather than their own; for the more they mimic

the invagggs, the more stable the position of the latter

becomes.

The inferiority complex thus implanted, the docility and dependency

mentality of individuals thus educated become a feature of society

as a whole. And even if such a society is given independence it

will not develop independently because its "political, economic and

cultural decision-making is located outside themselves in the

invader society . . . the latter determines the identity of the

former.”139

Revolutionary education in this society meant that (l) the

student turn his attention from distant and British themes to his

street, his home, his tribe, his history and his folk-lore as

legitimate subjects of study; (2) that he liberates himself from

the domesticating epithets and concepts of white domination, like

"primitive," "lazy," "dirty," "savage," "native," "backward," etc.;

and (3) that he develops the creative self-confidence to decide that

he will remake his society: its industries, its sociO-economic

structures, its cultural artifacts, its very ethos. The project

that follows was one man's attempt to utilize the school in an

oppressive society to raise students' consciousness to a critical

level as an essential step in meeting the goals of liberation just
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explained. It was hoped that at the end of the course the student

would be mentally free, and ready for the physical revolution.
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CHAPTER VI

LIBERATION AND THE CREATIVE EXPERIENCE

Interlude

I joined the African educational system as a teacher of

history in 1965 and stayed on teaching English and drama until 1973

when I came to the States. I rejoined the system in September 1975

and stayed on until June 1977, this time teaching only English. I

was all the time working with high school or post-high school

students in teacher training. The project I am about to describe

was therefore confined to students whose ages ranged from 16 to 40.

To theSe students too, English is a second language which

they first met at school. But they use it as a medium of instruc-

tion for most of their schooling and in due course it ceases to be a

foreign language to them. It is, in fact, the official language of

politics, of the media, of commerce and industry, and of course, of

education.

The methodology I used in teaching creative writing was not

a product of my reading of Paulo Freire. I only read the Pedagogy

for the first time in 1974, when most of the works I quote here were

already written. I was prompted to do this work, however, by more

or less the same realization that prompted Freire: that literacy

without a growth of consciousness only legitimized a state of

102
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Oppression. An educational system like ours cries loud for liberating

approaches. What I found in Freire was a very satisfactory theoretical

framework within which my own practice in teaching creative writing

for liberation could find more satisfactory explication.

In this chapter I shall divide my report into three major

sections. First I shall make a presentation of the problem of

alienation in the curriculum as it reveals itself through the creative

imagination of student writing. Second, I shall present briefly one

approach I used to reintegrate these pupils' conceptual imagination

with their cultural traditions. Since this aspect of the work does

not, strictly speaking, belong to the creative writing projects of

this study, it will only be touched in passing. The third major

aspect of this.chapter will deal with creative writing proper. This

will be presented in three parts, first definition, second

methodology, and third samples of student writing that achieved

my expectation of critical consciousness.

The Problem
 

Thr Rhodesian African student in high school tends to display

in his imaginative writings the tendencies that are engendered by his

curriculum. There is a preoccupation with (a) Western and distant

settings and subjects, or (b) with subjects of a general nature, and

(c) there is a tendency to present African life as grotesque and

unrefined. To me this is the inevitable result of the curriculum we

have examined. What we have here is the display of alienated imagina-

tions. The following samples from student writings illustrate the

point.
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COLD BLOODED SERPENT - Geoage Chitapi

’ (Fietchen High Schooi, 1969)

Chuck Hammens iocked the doom 06 the ganage. It was

eight p.m. He was hoiding a bunch 06 “owe/Ls. Today was

thein second annivensany and he wanted to sunplzise his wifie

Juiiet. Fe nan quickiy acnoss the gaaden towands the/UL

squane stone house.

 

 

 

 

The dooa was wide open and Chuck stopped at the steps

and stanted to iaugh ioudey to We“. Then he caiied

out, "Jauet!" Thene was no answen.
 

Chuck Hammens, puzzied, quickiy waiked in and sunveyed

the sitting noom. His heant began to pound. (WW/1.2 had she

gone to? And even then why had she iefit the dooa open? He

waeked quickiy towands the bednoom and pushed the dooa wide

open and he heed his bneath.

What he saw was not a penson but a body. Juiiet was

tying on the bed and a kniée was stuck in hen chest and hen

eyes wene pnot/wdx'ng. She was quite dead. Chuck thought

that this was a nightmane and was quickiy awakened when he

heatd the bunch 06 “owe/Ls he hefld fiaii with a sofit thud

on the Moon. Los Angefles atthat time 06 the day was ve/Ly

much awake.

 

 

CAUGHT 3v CANNIBALS - Chanies Majange

(Fietchen High Schooi, 1969)

The eanth "stashed" up at me as I descended in my muiti-

coiouned panachute. The thought 06 the othens coméontabie

in the Russian ain—ctafit made me sick. Anyway, I iooked

fionwand to an eventgui tim on the Isiand 05 Dana, savage

as it was. My mission was to eXpione the isiand and see i6

it wouid be wonth making a Communist dependency. I was

quite heaviiy anmed with the comp'ECEated Comnunist weapons,

which gave me a fleeting 06 safiety.

I Landed with a siightiy heavy thud, but not hand

enough to bneak one's skuii. Just as I was fioiding my

panachute, an a/uww swished past my can, making me jump

nenvouniy. Befione one couid say "knifie, " two muscuian

natives attacked me. Despite my Judo and Kanate, I was

knocked down and became unconscious.

 

 

 

When I necove/Led, a sea/ting pain invaded my head. I

was in an awkwand spot. Five men with heavy chests sun/sounded

me, hoiding ned-‘ho't 'spe‘ans. Occasionaiiy, one 05 them wouid

tap me with his ted-hot spews point, making me yeip in
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agony. I negnetted having joined the anmy. I was then

comptetety disanmed, and secunety tied'with some tough

gibtes. I was as hetptess as a natty boan baby.

A SMILE - Mtendi

(Umtati Teacheas Cottege, 1964)

A smite is veay much the opposite 06 taughtea:

To smite at somebody is to esteem him;

To taugh at somebody is to aidicute him.

Be suae that you ate not taughing at anybody

But be pnoud that you ane smiting at eveaybody.

THE BEER DRINKER - N. A. Magondo

(Wadditove Teachea Thaining Cottege, 1972)

Sunnise sound Jemedza standing at the doon 06 his house.

His eyes which tooked as i6 they wanted to dust out wane

6ixed’on the toad to Mt. Magaba's vittage wheae theae was

going to be a been panty. His 6tat taage nose had the

nostaits so open that he seemedito be taking in the scent

05 been ghom such a distant ptace. *Hatfi an houa tatet,

Jamedza was at the been-patty. *He bought been 50a 5i5ty

cents and sat theme sectuded 610m the nest. He had a

stitetike mouth which was hidden by the tong, btack beand

that coveted most 06 his 5ace.

 

 

  

 

 

 

Underlined in these extracts are key words and sentences

that reveal the manifestation of alienated imaginstions. George

Chitapi, a simple peasant boy from a poor family living in small

round huts pitches his characters in Los Angeles, gives them

unAfrican names, Chuck Hammers and Juliet, involves them in an

unAfrican celebration-~a second marriage anniversary which Chuck

depicts with the unAfrican symbolism of a gift of flowers; and he is

startled while crossing this unpeasant-like house--with sitting room

and bedroom--by evidence of a traditionally unAfrican murder.
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Charles Majange, living in a country where perhaps not more than .5%

of the population ever read Marx, is victimized by government propa-

ganda that claims to see the Russian menace behind every bush.

That and the exotic savagery depicted in white propaganda about old

Africa grip his imagination, and he finds himself captive of savages

with his communist arsenal of weapons, dreaming hopelessly how to

beat them off with kgggtg or jggg, again foreign weapons. Mtendi

sees smiles all over but he cannot rivet his creative genius on a

single particularity. He generalizes. And Magondo, who turns to his

people, discovers in the disproportionate eyes, the nose, the mouth

and the bushy beard of his hero, a grotesque monstrosity.

This failure among these students to come to grips with the

work-a-day realities of their lives--its beauties, its joys, its

sorrows and its squalor--this is what first struck me in students'

writing. It looked like I was dealing with sick imaginations, the

epicenter of whose operations lay outside their culture, in fact,

outside their heads. So I decided that one of the creative activities

my students should do was the gathering of their own oral traditions.

Oral Tradition
 

Nature of the Projects
 

Projects included family histories, tribal histories, folk

tales, studies of traditional customs, religion, etc. Students were

not allowed to copy the material from written texts but to collect

data orally from the people of their home area. It was their duty

to seek the most knowledgeable people in their area, learn how to
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approach them properly, engage them in conversation that would draw

them into giving the information sought. The students would then

write up their findings into a paper, giving the names of the people

interviewed and presenting all the information they gathered.

Excerpts from four projects by the following students are included

in the Appendix:

Chiripo Mayahle Ndau Customs

Godfrey Bopoto History of Muzembo People

Gilford Muhloyi Tribal History and Customs of

Mtema People

Jennifer Mutamba 0n Folk Tales

Pedagogical Value
 

What I was aiming at in this aspect of my work, I am sure is

obvious. (1) Students would at least spend some part of their school

time focusing their attention on their traditions which as we have

seen the curriculum gave them no chance to do. (2) They would learn

that old illiterate men and women they live with are, in fact, moving

archives, with perhaps more profound knowledge of life and the world

than they do. This kind of learning for these students intended to

turn out as elites and leaders of tomorrow would be a humbling

experience. (3) They would in the process of their researches, learn

the "hows" of their society, i.e., the manners and etiquette of

their people--how to talk to illiterates, chiefs, headmen, and the

most ordinary people. This would help to eliminate the communication

barrier experienced by most modern African intellectuals with their

peOple. (4) I hoped above all that they would arrive at a point of

self-definition, self-discovery and develop a pride in their own
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culture and an understanding of its world view. And this gave the

students much needed traditional symbolism and subject matter for

their short stories and poetry in creative writing. The following

poem illustrates the point:

THE DRUMS - Bonus Zimunya

(Chikone Secondany Schoot, 1967)

Listen!

To the thud 05 the big diam

fitting heavity

And bettowing atong the eaath

tike a butt's uncastnated,

but mote ahythmic;

to the tenon daum

with a highen tension

whose aazoa-shatp din

cuts the sthong staings 05 aia

which cont/tact and bounce

upon the mountain boutde/Ls

to tetease a dupticate

05 the taaditionat sound

inviting haavesteas 06 daink

«nth paoud nobitity

to the tnaditionat sanctnany

The difference between this poem and “A Smile" is interesting.

Unlike the generalized "Smile"--Bonus‘s poem is particular and focuses

on the symbolic meaning of the drum as an artifact of traditional

African culture. Bonus did a remarkable oral history project on the

Nguni and attempted to rework it into an historical novel, which he

did not publish.

Creative Writing
 

The bulk of my conscientization work, however, was carried

out through creative writing sessions proper. I will divide this
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report into three major sections: (1) Definition, (2) Methodology,

and (3) Samples of work produced by my students.

Definition
 

The most consistent point found in most definitions of

creative writing is that of the close relationship between experience

and language. Burton calls creative writing "a statement of deeply

felt experience movingly expressed."1 Moss says virtually the same

thing when he calls creative writing "the controlled product of

"2 Creber, infeeling and rational or objective experience . . . .

his study of the philosophy of creative writing, suggests that "the

relationship between language and experience will be ideally . . . a

3 He fortifies his argument with numerous quotes fromvery close one."

men like Ted Hughes who talks of the "poet's capture of an experi-

ence"4 and Raymond Williams who refers to the purpose of the art as

5 . . .

." This 1n51stence on"the transmission of valued experience . . .

experience as basic to creative writing leads to the crucial problem

of definition that Dewey was confronted with.

In creative writing, the most obvious experience involved is

sensory experience. Raymond O'Malley would have the child taught "to

6 Ted Hughes' advice to the younguse and trust his five senses."

writer summed up the preliminary attitude of the writer to his object

thus: "Just look at it, touch it, smell it, listen to it, turn

yourself into it."7 Creber, who devotes a large part of his book to

sensory perception, sees the cause for inarticulateness in adolescents

as "a blunted sensibility. Children appear to grow up without really
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"8 It is through the five senses then thatseeing anything . . . .

man experiences the world. But as we have shown earlier, there are

other senses like the musical sense, sense of movement, sense of

speed, etc., that man has and can develop. Nor do the five senses

enable man to experience those other inner experiences of the human

psyche which are reachable only through symbolism and metaphor.

David Holbrook sees creative writing as a "manifestation of the

9 The conscious and unconscious mindsintegrative forces of the ego."

functioning in harmony and in cooperation issue in artistic symbolism.

But Holbrook's analysis being a-historical leads dangerously toward

psychologism. Nevertheless, the kind of experience that creative

writing deals with must also include psychical experience as well as

emotional and imaginative experiences.

My criterion for judging whether a student wrote work that

was creative or not was thus based on whether he effectively made me

"experience" what he experienced. Did he make me see what he saw,

touch what he touched, taste what he tasted, smell what he smelled,

feel what he felt, etc. That ability to capture the raw experience

in words depended on his ability to describe. I agree with Raymond

Williams:

. . . The struggle is to communicate successfully by

describing adequately . . . . Unless the description is

adequate, there can be no relevant communication.

Genuine communication degends upon this absorbed attention

to precise description.

The choice of accurate detail, the kind of detail that makes

the experience live on the mind of the reader was deemed vital to the

work. This was, of course, not detail for detail's sake but detail
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informed as Coleridge would put it "by a predominant passion."n

Only details sufused by a predominant mood, atmOSphere or feeling

can transmit an esthetic experience. This emphasis on detail was a

rejection of the old habits of traditional teachers that tended to

look upon the use of flowery language and "impressive words" as

evidence of creativity. In my approach "the object comes first and

the right word can be used only after the object has been properly

seen."12

In short, for me, creative writing did not have to consist of

writing a poem or short story or a play. It could involve writing a

travelogue, a diary, or short dialogue. Even an expository essay

could be creative, as long as it successfully conveyed, through the

writer's choice and depth of detail, his personal experience so well

that the reader partook of it. Definition was important. Each

student was supposed to be able to identify what is creative from

what is not even from a casual first reading. Otherwise, the

methodology used would not have worked so well. The following

excerpts from student writings on housing illustrate the distance

between writing that is non-creative from that which is creative:

Non-Creative:

HOUSING - Sotomon Dtetiqayo

(Chikoae Secondany Schoot, I968)

The housing 06 my community is veny pooh. The houses

ate aid and some pants ane enumbting. wheneven.it

nains, poots ane éonmed in the stoons 05 many houses.
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Creative:

HOUSING - Beauty Chiganana

(Gweto Teachens Cottege, I977)

The ditapidated house stood quite a distance 6nom the nest

05 the othen houses. Thene wene cnacks att oven the watt

05 the house. Two gnubby yettow cuntains wene on the window.

The stoon 06 the venandah was matted with dust. In a

connen was a gney tabte with one 06 the tegs bnoken. Unden

the tabte tay too tins with dinty nags hanging by thein

sides. A btack dog as thin as a nuke, stept in one connen,

unden the cnumbting tabte. A swanm 06 (ties wene cincting

the dog. The yand tooked as i5 it had been desented. Bnown

teaves--changed by weathen--tay scattened att oven the yand.

The banbed wine 5ence.unth the nust was bnoken, and 5nom it,

a path had devetoped.

In the first sample we are told about poor houses in general.

Our senses of sight, smell, taste, touch, hearing, are not allowed to

experience any bad house. What we end with is abstract knowledge,

passed on to us as a report, that houses are poor. In the second

sample we do more. We single out a house and are made to see (a)

cracks on the wall, (b) grubby yellow curtains, (c) a mat of dust,

(d) a grey table, (e) dirty rags, (f) a black dog, (9) flies,

(h) brown leaves, etc. Details of sight show us the poverty of the

home. This is not a report but an attempt to create a pen picture of

the item described so that the reader can experience through the

sense of sight what the writer experienced.

Nevertheless, this description is at a very low level of

creativity and by drawing up a simple table of details one can

appreciate how much more is possible (Figure 1). In addition, a

sample of a professional piece of creative writing was selected and

studied. One such sample we used quite often was the following from

a leading African writer:
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SIGHT SMELL TOUCH HEARING TASTE

yellow curtains

cracks

dusty floor

grey table

GIVEN dirty rags

black dog

brown leaves

broken fence

black soot smells of garbage rough walls buzz of flies Not Applicable

dark smudges and neglect greasey door handles creak of a chair

grey walls of rotting stagnant slimy floor or rickety door

POSSIBLE colors of windows water frame in the wind

colors of door neglected sinks rattle of tile

shapes and sizes dog attracting flies croak of frog

spiders and cobwebs stench from toilet

broken glass

Figure l.--Five Senses.

THINGS FALL APART - Chinua Achebe

But before this quiet and final rite the tumult increased

tenfold. Drums beat violently and men leapt up and down in

frenzy. Guns were fired on all sides and sparks flew out as

matchets clanged together in warriors' salutes. The air was

full of dust and the smell of gunpowder. It was then that the

one-handed spirit came, carrying a basket full of water.

People made way for him on all sides and the noise subsided.

Even the smell of gunpowder was swallowed in the sickly smell

that now filled the air. He danced a few steps to the funeral

drums and then went to see the corpse.

The drums and the dancing began again and reached fever-heat.

Darkness was around the corner and the burial was near. Guns

fired the last salute and the cannon rent the sky. And then

from the centre of the delirious fury came a cry of agony and

shouts of horror. It was as if a spell had been cast. All was

quiet. In the center of the crowd a boy lay in a pool of blood.

It was the dead man's sixteen year old son, who with his

brothers and half-brothers had been dancing the traditional

farewell to their father. Okonkwo's gun had exploded and a

piece of iron had pierced the boy's heart . . . (p. 112).

In the analysis that followed it became clear that the passage owes

much of its power to Achebe's use of four senses together: sight,

smell, touch and sound, to achieve his basic mood of intense
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excitement followed by shock. Defining creative writing is of course

a process that was not exhausted by the type of preliminary exercises

reported here. There is so much more to creative writing that

definition was an ongoing process as the courses developed. So the

definition presented here showed us where to start and how to move

forward; it did not exhaust the issue of where to do.

Methodology
 

In Freire's methodology emphasis is laid on what he calls

codification of generative themes. The themes represent the dominant

"ideas, values, concepts, and hopes" as well as obstacles that impede

man's humanization in an historical epoch. The themes tend to be

mythicized by the oppressive order. For instance, the theme of racial

exploitation in Rhodesia has been mythicized into what is called

"maintaining high standards," which has never been defined. The

oppressed must overcome this perceptual barrier. The dialogical

sessions where they unveil the reality of oppression, focus upon

codifications ofthe thematic universe of oppression. A codification

could be a photograph, a painting, a film, a film strip or poster or

even a recording or a person walking across the street. What matters

is that it is an artifact of the concrete existential reality of

oppression.

My approach made use of codifications of oppressive reality

without calling them so. But the initial exercises in creative

writing were exclusively confined to the task of sharpening the

senses. Freire tells us of a dialogical session in New York City
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where garbage appeared in a coded picture. The participants,asked

where the photograph was taken, suggested some distant third world

countries because it could not possibly happen in the biggest city

of the greatest nation in the world. Of course the coded picture

came from New York City. The oppressed usually have eyes that do

not see the pervasive raw realities of an exploitative order. To

sharpen the perceptual powers of the oppressed is thus an essential

step in liberation. That gave me the first task of my creative

writing lesson.

The objectives of these lessons generally read like this:

students will be able to observe and describe vividly a photograph,

a scene, a dramatization, etc., picking out details of color, size,

shapes, texture, etc. The objectives of each lesson could be stated

in great detail to retain the highest possible clarity in the pro-

cedures of the lesson and to make the dialogical aspect of the lesson

easy for students to conduct on their own.- The objectives would be

worded according to the sense the group was dealing with. Sometimes

it was the sense of smell, taste or hearing or touch or movement,

etc., or all the senses together.

Class Organization and Activity.—-Virtually all the work was

done in small groups of four or five. Each group was presented with

a picture, or taken to a country scene, or presented each with an

orange to eat, or placed in a room to listen to sound effects or to

a wood where they could smell diverse smells. In short, the group

was supposed to experience something. Clarity of instructions was
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important. They were told first to look at a scene, eat the orange,

smell some smells, etc., and then describe what they saw, tasted,

smelled, etc., in their individual notebooks. After that the

students would each in turn read to the group their own descriptions

while the rest of the group discussed with the individual student

the ommissions he made, the vague non-descriptive use of words like

"beautiful," "lovely," etc., instead of concrete words that give the

actual colours and structure of the object, etc. It is at this

point that the Freirean nature of this methodology becomes clear.

The discussion is conducted on the scene of perception. No

banking approach is possible because neither the teacher nor the

student can claim to have any superior perception of the subject both

are perceiving. In the visual exercises, for example, each piece of

writing is analyzed on the basis of what the others see, in other

words, students and teacher teach each other mediated by the world,

by the cognizable objects, on location.

After the primary senses have been dealt with separately, a

"combination exercise" is attempted. Students are brought into a

place where all the senses stand a fair chance of being used like

the dining hall at lunch time or a restaurant. They can do the

writing and conduct dialogical discussions right there if possible

or work from notes later.

Out of these most elementary exercises in sharpening the

senses begin to appear interesting pieces of description that indi-

cate the growing interest in accuracy of observation and choice of

words.
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YOUNG SCIENTISTS IN BULAWAVO - Luke Zunga

(Mt. Sitinda, 1971)

In the huge cnowded hatt the exhibits wene annanged

in nows each in its own compantment. The compantments wene

annanged acconding to ctasses nanging 6nom ctass one which

uas composed 05 kindenganten pupits up to ctass seven éon

univensity gnaduates. The hatt numbted with voices 05 peOpte

gnom att oven Rhodesia: Btacks, whites and cotouneds. The

squeakin 06 shoes on the btack 5toon, the thnobbin 06

mac es and the voices 06 the peOpte pnoduce a c otic

ctamoun 06 noises.
 

The man who attended us was a smant gentteman with tong

toppy hain. His cat-tike eyes went noving up and down oun

c and gnaphs andThe appeaned to azzpzay an unmatched

sensitivity to eveny bit 06 scientifiic ennon.

 

 

BINGIRI VILLAGE - John Htatwayo

(Chikone, I969)

Basking in the hot sun ane otd finait men and women.

Thein anms ane bony. Thein gingens ane tong and bane

sketetons. Look at thein flaces and see bnown winking eyes

that ane sunk in bony eye-bnows. Thein.cheeks have shnunk

into thein bones. Deep tnenches 05 uninktes nun down thein

5aces. Stneaks 05 dust mass the nidges on thein (aces.

Thein tips shiven gnom time to time. The dusty bony tegs

that seem tong and heavy (on them tie stnetched on the goat-

skins befione them, as i5 they had thein own independence.

Anound thein waists, the women wnap heavy, smetting, dint-

taden btankets. When one stands and shufifites hen fleet fion

a change, because a tnee shade has jeatousty flatten oven

hen, a swanm 06 buzzing (ties joyfiutty accompanies hen

to hen new ptace.

A THIEF - Anna Masamba

(wadditove Teachen Tnaining Cottege, 1972)

The gtittening eyes shone

Ran oven the tittte cottage seanchingty

Heavy btack hands gnipped the window bans (steet)

Huge stnong, dinty 5eet stamped the (icon

with eyes wide open, I staned

My tips dnied and tnembted

Dumb-stnicken I tay motiontess
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With gneat efifiont I scneamed

I heand a bneeze nun att oven me

He was gone!

And the btankets! Gone!

THE AFTER HARVEST SCENE - Rueben Mtisi

(Mt. Sitinda, 1971)

Unden the tate winten sun

tnicktin down 5nom the btue sky

bnown countny dotted with—biuised tnees

ZZZE'despinited pate bnanches

empty husks nusttihg in the dinty wind

att dutt and dumb

gtoomy as the silent gnave

dead to the fioitonn any 05 the wood pecken.

The capture of sound effects in Luke Zunga's passage with

words like "rumbled," "squeaking," "throbbing," "chaotic clamour,"

and visual effects like "floppy hair," "cat-like eyes" indicate a

rise in sensitivity to detail. John Hlatwayo’s "Bingiri Village"

captures the raw details of poverty and unhygienic living with

brutal accuracy. His preoccupation is with what is seen--except for

the "smelling blankets" and "buzzing flies" in the last line. The

last two samples illustrate the poetic possibilities of this

approach to creativity through sensory detail. In Anna's poem the

visual and the emotive detail meet in the glittering eyes that

search, "the heavy black hands that gripped," the "dried" lips that

go "dumb-stricken" and the suddenness of the "blankets! Gone!"

The detail of sound and sight make us virtually relive the poet's

experience. Rueben Mtisi employs more imagery in personifying the

trees as "bruised" and "diSpirited" and "gloomy." Yet again it is

as details of what is seen that the images, which deepen the meaning
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of what is seen, owe their power. These exercises were only concerned

with preparing the tools, i.e., with sharpening the senses, although

there is potential even here for profound reinterpretation of the

artifacts of oppression.

All this work leads the student to a rediscovery of the

familiar world he is used to; but which he has always viewed or

thought of through customary cliche. Now that his sensibilities have

been cleansed, the world seems different and in fact an exciting

subject for exploration. There seems to be new meanings in every

ordinary thing. And here a second and most exciting part of the

course is introduced: that is, the exploration of the human condi-

tion in this newly discovered world.

The Human Condition.--In this part of the course, students

were to explore human behavior through the analysis and description

of the incident. Students again worked in small groups. Before the

groups went out on their own, however, a class discussion established

the themes each group would like to tackle. I insisted on local

themes, especially those arising from incidents happening in the

school at first. Later on students could tackle other themes from

incidents happening outside school but within their experience.

Ideally, the incidents were limited to little moments, character-

istically phrased as such: the moment of being loved, the moment of

being rejected, the moment of arrest, the moment of being expelled

from school, the moment of receiving examination results. The most

usual way of picking up thematic moments was to get the students to
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tell personal stories to each other, then single out thematic-

incidents from the story. Each group had to decide for itself what

incident they would like to study. That done, they had to get one

or two of their members to act it out before the rest. It was

necessary to restrict the acting to one or two main characters at

this level, so that the study of the characters' expression of feeling

could be done with the greatest possible detail. The rest of the

group helped out with the directing. Since the incident was to be

confined to just a moment, what mattered was (a) mood or feeling pro-

jected by the actors involved, (b) body expression of that mood and

feeling, and (c) the total effect of mood progression. If the inci-

dent is the moment of reading a love letter, the group would spend

much discussion on small details like movement of hands and fingers

when opening the letter, the eyes when reading, the posture, the

frown lighting up into a smile, the little whistle of self-

congratulation at the end, etc. These details are listed down in

note form before, during and after the acting. They form the basis

of the written description that every student produces for the group

discussion that follows. The discussions are in situ and rewriting

might go on and on until the student is pleased that he has captured

the mood of the scene in relevant concrete details. Karakadzai

Kanda's description became a model for students in his class:
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STEALING FRUIT - Kanakadzai Kanda

(Mt. Sitinda, 1971)

Ham coutd in 6act hean thec'n voices. But this was the

tast onchand and he did not want to go hungny. He took 066

his shoes test they made too much noise and tip-toed oven

the (on patches 06 gnound to avoid the nustte 06 teaves.

He nemembened that he had on a white shint that was easity

visibte. He took it 056, sotded it and hid it unden a bush,

studied the ptace (on a shont time and bnoke a tang, so

that he may necognize it. A doon stammed. He sett 5tat

onto the gnound, his heant b ' napidty. No one appeaned.

He went on att gouns tifiting his ead nowIand again to inspect

the sunnoundings. When he neached the tnee, he hetd the

tnunk and stowty patted himsetfi up, his eyes 6ixed on an

open doon 05 a house flacing

He stanted ctimbing up but the tneeiuas thonny. He

used att his efifiont to avoid shaking the tnee. When he came

within neach 06 the juicy 6nuits his mouth began to waten.

As he stowty stnetched his anm pushing it thnough the spaces

between thonns, he.uas stung by a wasp. He patted it back

quickty; it was caught in the thonns and distunbed the whote

nest 05 wasps and they attacked him. In the stnuggte to

beat them 055 he stipped and 6ett. A dog banked. A man

came out smoothening a tump 06 sadza in his night hand. He

suspiciousty tooked nound the.umote vittage (on any sign

06 cattte. Faiting to see any he gave the dog a nice kick

in the betty. It yapped painfiutty and sought nefiuge in a

neanby thicket.

To the bare narrative description of the incident, the group,

in dialogical sessions, will now add new elements to enrich the

writing. The list my groups usually dealt with consisted of

(1) setting or atmosphere, (2) characterization of the individuals

involved, (3) dialogue, the nature of effective dialogue and its

structure, (4) introspection comprising the thoughts of the char-

acters, their memories, flashbacks and hopes, fears and expectations,

and (5) suspense, etc. Each of these items would be cumulatively

added to the incident through group discussion after which a

rewriting session followed. The incident soon became an agent
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through which students were rediscovering the meaning of human

behavior, reinterpreting it, reflecting upon it and hopefully,

learning to act upon it.

Details of Setting:

A MOMENT 0F FEAR - L. Muteflma

The ain was heavy and hot. Sweat tnickted down John’s

fiace. The (onest and the pass ahead 05 him finightened

him. The dankness was comptete now>since the sun had set

tum houns beéone.

He stood tike a btack question mank and decided'whethen

to go on on netneat. He wandened in a witdenness 05

thoughts. Finatty, John made up his mind to continue.

A babboon banked behind him on a tonety hitt. It

sounded distant--as things sound to a man with a seven.

He neached the pass. An owt hooted in the tnee. Thene was

death in its sinisten cny. A btack tog tying on the gnound

neminded him 06 a coéfiin in which they had taid a dead

neighbon, tum days befione. His heant missed a beat as his

eyes tanded again on a ghostty shape. He stood nooted to

the gnound. He picked up his counage and tnudged past

that dank shape. "Oh! It's a stump," he neatized with a

wan smite which soon disappeaned on his dny tips.

Issues discussed were the suitability of setting to mood described;

the symbolism of setting, and its suitability to the character

described.

Details of Characterization:

VENGEANCE - Regiment Tavengwa.

He 6ett in a confiused heap in one 06 the connens 05 the

dimty.tit tittte dining-noom. He was as (unious as a

connened nat. As quick as tightening, he picked himsetfi

up. Susu.was (oun yeans otden than Fano. Susu, botd but

active had his hain white in the temptes. His 6ace was

gteaming with 5uny. The fionehead was bnoad and 5tat:with

ushy eye-bnows which" jutted out atht cove/ting the eyes.

These eyes wene packed in deep hottows. But they wene ative,
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6tashy and a wicked gtint coutd be seen in them. These

mane eyes that stickened and did not miss a singte movement

made by Fano. The nose was bnoad and stat. Thin tight tips

that needed a shanp knifie to pant them and a most con-

spicuous mank 05 a scan made by a knifie which nan 6nom the

test can down to the cheek bone. He was tatt and thickty

buitt. They wene cincting tike two kanate men about to teap

at one anothen.

Characterization is viewed as causal to incident. Certain characters

do certain things and descriptive revelation of character becomes

part of description of the incident.

Fundamentals of Dialogue:

We emphasized brefity, informality and that the speech suit

the character. Hence a westernized girl speaking to her father

driving her to school spoke a different idiom from an old villager:

GOING TO SCHOOL - Beauty Chiganana

"But it’s eight mites away!" I waited

"You'tt be studying at one 06 the (inest schoots in

the countny," dad said.

"I'tt neven see anybody."

"You'ti make new finiends. Why gints gnom some 06 the

best (amities go to schoot thene!"

"Gints!" I said sconnfiutty.

"Oh, Sanah, don't you even think 06 anything etse?"

TWO WORLDS COLLIDE - S. W. Sonai

"That’s what bneeding does," Mubango, James' unete bnoke

out. "What was youn aim 05 sending him to schoot? Why did

you.not nefiuse.to accept the ovencoat he bnought with him.

You accepted ati he bnought. Now it is youn duty Cheneni,

to accept the message he bnought with him."

"Do you think you ane tatking? It is because he is not

youn son. As tong as I am ative, I won’t totenate that

nubbish. Even i6 I die, my spinit witt be on him; he Mitt

not do it. You! You James . . . ."
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Details of Introspection, Thoughts, Memories, Suspense, etc.;

The questions of discussion went thus: what sort of thoughts

are likely to come to a man or woman in that situation? What sort of

memories? What sort of associations, disturbing or encouraging sights,

sounds and signs, worries and anxieties, etc.? This was a most

exciting part of the course because here the sensory experience became

only a ladder with which to scale into the deeper complexities of

human behavior.

THE MOMENT 0F EXPECTATION--GIRL EXPECTING HER BOYFRIEND

- Dzokai thovu (Gweto Teachens Cottege, I977)

Mauneen tooked at hen watch. It was 12:30 atneady.

"Sunety the bus shoutd have annived by now!" She tooked at

the sun shining high up in the sky and pouning flonth its

hot nays ofl midday. "What coutd have happened?" she

wandened. "Supposing the bus annives anyway and he isn't

in? What witt the peopte at home say.” Hen thoughts con-

tinued to nace flnom one possibitity to the othen. Some

thoughts honniflied hen.uhite othens made hen smite to hen-

setfl. ”Anyoay, it witt come and my Mike witt be in, " she

flinatty consoted hensetfl.

But come it didn't seem to. Time dnagged by. Evenything

uas stow and dutt. Onty the cooing ofl a dove penched up a

tnee somewhene in the distance seemed to conflinm she woutd

sunety get what she was waiting flon. She continued to sit

on the smooth nock. She picked a smatt pebbte and began

tapping on the smooth nock on.which she sat, in some kind ofl

nhythm. She shiflted about in nestiessness and anxiety. She

was thinking hand and coutdn't even fleet the tittte beads ofl

sweat that wene flonming on hen flace. One tiny one notted

down hen nose and tanded on hen tips announcing its annivat

by the satty taste she coutdn't hetp fleeting. She took a

ctean white handkenchiefl and caneflutty wiped the sweat.

Then suddenty she jumped up, hen heant thumping. A

ctoud ofl dust and the sound ofl an oncoming vehicte! "The

bus," she thought and heaved a sigh ofl netiefl. She patted

hen skint into shape and stnaightened the cottan ofl hen

btouse. She nuthtessty ptucked a bnanch flnom a neanby bush

and swept the dust oflfl hen shoes. She quickty took out hen
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minnon flnom inside hen handbag and tooked at hensetfl.

Lips panted into a smite ofl setfl-admination and satisflaction

she tistened again. Nothing!

Mauneen's flace etongated with despain. Hen jaw dnopped.

She sat down once mone on the smooth nock. Hen thoughts

continued to wonden, "I know Mike onty too weti, he’ti be

in that bnown suit and those shoes I tike so much. He’tt

be neat and ctean shaven except flon the sidebunns he knous

I tove to see and touch. But supposing he doesn't tunn up!"

The thought flnightened hen. She tooked up with a stant.

Anothen sound. And now it was the bus. She stood up

stnetching hensetfl and yawning. As she moved ctosen to the

noad, hen umbnetta skint battooned about hen in the wind.

Hen eyes stnained in an attempt to see Mike atthough the bus

uas stitt a distance oflfl. Hen heant beat flasten and flasten

and at one.time it actuatty missed the beat. The bus stowed

down as it neaned the spot Mauneen was at. Woutd Mike be

in?

Description of incidents led naturally to work on the complete

short story. All that was necessary was to link two incidents with

complementary moods. The simplest types that groups easily worked on

were moods like sorrow to happiness, expectation to disappointment,

worry to joy, love to hatred, etc. From there students seriously

interested in writing just took off on their own.

In my teaching of creative writing I avoided introducing

verse in structured teaching on the level I did prose. I reverted

rather to a person to person approach and only with those few who had

taken to verse on their.own and one or two whom I could judge to be

poetically inclined from the nature of their prose. Nevertheless,

the poets that emerged from my classes have been of much greater

success as writers than short story writers--three have won prizes

in nationwide or university poetry competitions. The depth of their

poetic sensibilities stem from the inspiration, the skills of
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accurate detailed observation and artistic symbolism cultivated in

the dialogical sessions already discussed.

MOUNTAIN MIST - Machbanai Zuze

(Chikone, 1969)

Thene tike a pangotin he enouches

Gnips the victim tight and gentty stnetches

His body oven the mountains gneen canpet

With his cotoun a tovety cneam

Then flon a time he hesitates

Save his tenden nooty tegs

That betow do penflectty shove

Like fleet awane ofl bneaking eggs.

His head with oceanic tnanquitity nests

But tait and teg shyty caness

The mountains toins and hips

Like the mittipede's wheets

Anched stowty he nemains

Like a pangotin duning a mating season

And the gneen canpet white he stains

Untii mysteny dissotves him.

Zuze here heaps a wealth of interpretative imagery on one simple

incident: the movement of a mist cloud over a mountain. The luscious

beauty and tranquility of the erotic imagery remains rivetted to its

central object by words like "grips,“ "hesitates," "rooty legs,"

"rests,“ and with all its weakness of larded romanticism the poem

does succeed to deepen our experience of a mountain mist.
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THE CROW AND THE BAT - Etias Mabika

’ ' (Chikone, 1969)

A but hung flnom his hook-tike tegs

And dangted unden a thin flingen

Ofl some thicktyateafled anm

Ofl the Mushuma tnee.

Att was dank thene

And a soflt coot bneeze

Siflted sighingty into the quiet home

And the gneat fltying nat

Stumbened head down

With his umbnetta-wings

Fotded in.

The tined btack bind

Pushed into the abode

With mad instusion

And nested att his weight

Upon the anm ofl the tnee

On whose flingen hung the bat.

The swing ofl the anm

Shook the bat flnom steep

And he shot out

In a witd escape

Fottowed by the btack cnow

Dnumming the ain

With his wings

And tnying hand

Cnoaking quickty and gneedity

Fan hene was a weak pney,

And the bat winged his eyes

And saw an Open Spannen

ofl btunt beaks in flnont ofl big fltappens

And he scnambted hastity

With his umbnettas to vanish

Into the btue, neven to netunn,

Leaving the heavy btack ctoth

To be beaten down by the wind

And pench on a dny anm

Ofl a naked inon-wood tnee

Casting one eye up

At the vanished bat;

With muflflted despain.

Again the specificity of this survival of the fittest game between

the bat and the crow brings the animal world into our home. By

personification branches become arms, wings become cloth or umbrellas,
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a beak becomes spanners transforming these creatures of the wilds

into human comrades. Focus still is on a single incident.

AILEEN - J. Mujuna

(Nyatsime Cottege, 1965)

I wished the sun.uouidfwait

a tittte tongen

The eanth,

With a flnown as that ofl an owt

was swattowing it tike a bitten pitt.

I.tunned.

I was taken by sunpnise.

The sun's segment had stnung

the eanth's tumpy flonms flaces

with a gotden nibbon.

Down an avenue tay tong shadows ofl tnees

whose penspective was flading with the day.

I sauIAiteen beside a watt by a socceneflietd

I heand a tennis batt bounce

watt to nacket tike a tight pencussion

accompaniment

to the shnitting binds

In the whining pines.

I saw hen tong hain flty

Hen young flace and exposed timbs tooked inconnuptibte,

Gotd

I stood in the dankness, asking mysetfl what I woutd nememben

about hen

Ifl I devetoped emotions that ane sustained by memoney.

In the dankness, things ofl the wontd

Wene equatty nean

(thein fladed penspective made them so)

In the opaque atmosphene,

But I saw hen as beflone

A distance away nefltecting gotd

I saw hen thnough my eye-tids

I dneamt ofl hen with my mind wide awake.

I opened my eyes;

The aspinant was gone.

The transparent, glassy beauty of this elusive poem again focuses on a

specific moment one evening. The insubstantiality of Aileen in spite

of all the concrete musical detail of her tennis playing is announced
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in the first line--it was only a “wish"--a day dream. But the con-

crete immediacy of detail is most effective.

PASS, PASS, PASS - Etias Mabika

(Chikone, 1968)

To the flninges ofl my gnave

I desine you not.

Reatty when I teave this ptaygnound

Do not waten my gnave

With youn cheating teans

Do not staggen to my netatives

With a shninking flace.

Do not be a windbneak

To the sympathetic ain

That:uiit descend with tamentations

To sweep att the urwuetcome nefluse

Which, with disease witt come

To contaminate att the soit

sunnounding my conpse

Witt it be tying flnowningty?

Youn immitations I did see

When with pnetending wonds

You came to my hut

And gneeted me with a.tightened voice

Then youn pnetence to me

Did impnegnate me «ith a desine to duet with you

So pass, pass on

With youn bunden ofl evits.

Even this very amateurish declaimer functions on a level of specific-

ity of incident, representing the annoyance of one moment.

Creative Writing and Revolutionary Consciousness.--It will
 

be obvious from the foregoing description of my creative writing

work that much of it was not directly concerned with conscientization.

A major reason for this is that the official conduct of a creative

writing lesson had to be made as politically innocuous as possible.

The teacher in Rhodesia is officially barred from any political

activity of any kind. His work is regularly inspected by government

inspectors and checked for political content.
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My particular task in conscientization was thus more compli-

cated than Freire's. Creative writing involves lots of written

work. Students' growth to critical consciousness had to be noticed

in their writing. But this had to be done in such a way that the

regular inspections would not reveal that such work was actively

pursued by the teacher. This was achieved through the dialogical

sessions where sutdents and teacher dialogued on the aspects of a

creative writing subject--whether photograph, a scene or incident.

The generative themes of the discussion were arrived at through class

discussions.

The stages of the growth of consciousness went like this:

First the students set out to describe a subject as it is on a

chosen theme like poverty:

OLD GRANNY - Bonus Zimunya

(Chikone, 1970)

A tittte flneezing spiden:

Legs and anms gathened in hen chest

Rocking with fltu

I saw otd Gnanny

At Hanane manket;

It was past nine ofl the night

When I sau:the.dusty cnumpted spiden -

A tonn tittte btanket

Was hen web.

THE BEGGER - butts Ntuti

(Mt. Sitinda, I971)

Covening its jounney inch by inch

Hene comes the thin and smatt fligune

On floun tike a monkey

Chitdnen cannot detect its sex

With neithen a snont non dness

But a netiuonk ofl nags oven the body
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Then the flone timb is tiflted

Mank how etumsity the flingens open

The sign flon "HELP" is shown

Mothen moves flon some teflt ovens

N w sonnow flades flnom its flace

The sunken eyes come out with joy.

Aflten thnee mouthfluts the ptate is empty

Then a smite tike a cny flon a "thank you”

The endtess jounney stants again.

May be heading flon the next vittage

Knowing not whene to sup on steep

0h natune; why such a tifle?

These students are probably functioning on a level of

intransitive consciousness. To them the world is a flat completed

creation. Things are what they are.

Second, the groups in a dialogical discussion probe the

subject deeper for the why's of the poverty presented in these

writings. What is sought is to go beyond the visible concrete fact

of poverty to its meaning, its deeper implications and its under-

lying causes. Are the people poor because they are lazy, because

they are mentally inept; because the country has no resources;

because the soil is unproductive or because the socio-economic

system is unjust?

In the third step, one approach to handling these and similar

questions was to suggest that students tour the country during the

holidays and observe things like land distribution, job allocation,

housing, etc., and bring back writings that sought to probe deeper

into the theme. The writings they would bring back were freely their

own choice: poetry, short stories, travelogues, descriptive sketches,

etc. But they represented a diversity of interpretations on the
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theme of poverty. Another approach was that they go ahead and do

their next writing tasks after the dialogical sessions.

TRAVELOGUE - Zonodzai Mtambo

‘ (Mi. Sitinda, 1973)

My eyes ventuned flon mite upon mite ofl open tand, with a

flew misasa tnees unden whose shades cattte tay, chewing the

cud. In the flan west again stood a big house sunnounded by

tnees. Nean whene the cattte wene, a uindniii beat the ain

as waten pouned into the numenous tanks. The distance flnom

one nesidence to anothen one ofl a simitan flashion took one

houn to tnavet. It pained my fleetings. At home we had two

homes, one hundned fleet apant, yet hene it was mites apant!

Onty one man occupying this whote eanth! Take floun on flive

flamities at home and tet them occupy it and they can have

enough tand flon flietds; homes, cattte knaats, save atone flon

hunting gnasstands flon no uitd animat can dane tiving on

such an open tand.

Ahead ofl us peepte stood at the station, but the bus did

not stop because it was oventoaded. I taten teannt that the

ptace was Beatnice. As we neaned Enketdoom, the flence dis-

appeaned and the asbestos-noofled houses wene neptaced by

simpte buts. These wene buitt ofl bnicks and then noofled with

gnass. Two on thnee huts stood on each home. A sign ofl

'chnonic poventy' I thoughtas I companed the huts to the

"pataces" I had seen eantien. A flew chitdnen stood at the

doon ways and waved at us. Fon dness, they had nothing but

a piece ofl stning tied anon the waist and then a piece ofl

ctoth hanging flnom the flnont, down thnough the "vatiey" and

then back again to the stning. Onty the nepnoductive ongans

wene covened. Such a pictune nepnesented the suflflening ofl

the gene/Lat mass in that anea.

TWO WORLDS COLLIDE - S. W. Sonai .

(Chikone, 19711

Cheneni was a Zutu—tike, tatt, stocky and majestic-

tooking man. Though in his seventies, he was stitt veny

boastflui ofl his stnength and shift in flighting. Duning his

manhood, as was totd by men ofl his age, none was to stand

him ifl a quannet bnoke out. Neventhetess, he pnoved a tnust-

wonthy neighboun. He was veny nich. His weatth tay in

cattte, sheep, goats and gnain. He had flive wifles, att

betnothed to him by thein panents. Many mone tasses wene

stitt bestowed to him even though he was otd. These wene
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deflinitety waiting floa his sons. He did not want his sons

to manny educated gints. He atways hammened this idea into

them. Accoadingty, his sons had gnown in flavoua ofl his

poticy. He had good expeaience about educated wbmen.

ON THIS SIDE - Sam Chimsoao

(Nyatsime Cottege, 1966)

Atone and cotd

At the flactoay gate

By a sign-post

"No wpak"

In fltapping nags

Ftags ofl want

Vet invisibte

As meanness flnosted

Lenses ofl chaaity

I shake my head

Penptexed.

I stand

Atone at the councit's gate

My heant spitting

Into bnoken tubes

Btue Btood.

Thnough teeth

Chewing counts ofl chances .

ofl my suavivai

1 WW

"Open youn hands sinneas

And give good giflts,

Open youn.uangs baooding hens

Count me among youn chicks

0n ifl you woutd nathen

Open youn mouths

And shout thnough the shuttens

ofl youn ctosed cottages,

The tnuth.ofl my ptight:

'He gave me tifle

Withhotding tove

Beyond my mothea's mitk'"

I shake my head

Peaptexed.
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PRAYER up HIGH - Sojan Mate

(Mt. Sitinda, 1973)

Fan white satty teats dnip down oun cheeks

in this cotd gtoom

the sons ofl Beetzebub tie wanm and cushioned

cushioned with the sweat and btood

ofl these shnunken hands.

Thein days cascade happity

in nivens ofl sweetened wine.

Thein sinflutness they dance away

in bnightty tit posh hotets

white oun nighteousness is stnangted

in cnowded ghettos.

"The eanth is given to the hand ofl the wicked"

The innocent you condemn to etennat pain.

A GIRL GOING wITH SOME RICH THUG BECAUSE SHE WANTS TO HELP

HER SICK FATHER - v. Dothwant (Gweta Teachens Cottege, 1977)

Tendai watked stowty towands otd Timba’s house. She

stopped flon a moment in a sont ofl ditemma whethen to go

into the house on not. Then a flticken ofl the image ofl hen

flathen stnuggting, moaning and kicking flaanticatty on the

bed came to hen mind. She thnew away hen hands in despain.

Tendai shouted toudty. "I must do it! I must! I must. . .

I" then she stood in viotent sobs. Anyhow she knew she must

save hen flathen but the thought ofl Timba hotding hen neanty

made hen thnow up.

Tendai did not neatty know how she annived at the doon'

ofl Timba's house. She thought ofl tunning back and going

stnaight home but the thought ofl tosing a flathen ovenwhetmed

hen. She shouted atoud, "It's enough to tose a mothen not

both ofl my panents."

A gnating voice came flnom the house. "Who is thene?"

"Tendai," she managed to answen but sobbing. "Atnight!

Atnight! Come night in! You ane most wetcome!"

Tendai stood thene as though nooted. She coutd not even

hatfl naise hen tegs. The doon swung open. The flinst thing

that hit Tendai was the stinking smett ofl a man who seemed

not to have washed flon mone than six months. This was

flottowed by a mane stinking smett ofl been and tobacco and

she neanty thnew up.
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Instead ofl smiting the man gninned flnom can to ean.

He spnead his anms wide and beckoned Tendai to come in the

house. Tendai just staned at him. Innitated, the man said,

ZUamn you ifl you don't want to come in, get the hett out ofl

ene!"

"No! No! No! Ptease! tet me come in! My flathen is

neatty dying."

"Then come night in bind! and tet’s get thnough with

a. H ‘ '

She entened the house. One step in she stepped on a

ptate. The whote noom was just tike a pigsty. Ptates wene

scattened evenywhene; atso on the fltoon was a mixtune ofl

papens and ofl flood. The connens ofl the house wene fluit ofl

spiden cobwebs. A smett ofl decaying meat tingened in the

noom. Tendai flett veny cotd in the noom. The noom was dead

sitent. Timba's naucous voice humed thnough the house.

It echoed and ne-echoed "You can sit on the bed." He sat

beside hen. Timba naised his hands to hotd hen. Tendai

tensed and cninged away flnom the man. Timba was both sun-

mised and exaspenated.

"Come on babie,” he hummed.

"It won't hunt you, " he nemanked.

"You want the money, isn't it? Hene is the money. You

can count it ifl you want. $50 in cash."

She knew she had to take the money and give hensetfl up

to this thug. The man made to gnab hen and she stiflflened.

His touch made hen shudden viotentty and she made a flaint

cny. .She ctosed hen eyes and contemptated about the man's

deeds. She thought about the man's bnutatity, he was a

thiefl as wett as a cheat. He neven washed and was a heavy

smoken and dninken. She wished she was not bonn. The touch

ofl this thug was too much flon hen.

The tustflut man made to kiss hen. She cnied and tanned

hen head aside viotentty.

"No!" she shouted.

"Why!" he gnowted.

"Ptease!" she pteaded.

"Heit! Give me back my money and vamoose!"
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Again she visuatized hen flathen stnuggting on the bed.

'iVou can do what you want."

Timba began canessing hen and she was comptetety

panatyzed. Att hen.timbs stiflflened. Tendai knew she had to

giveinin onden flon hen to netain the money. At tast the man

had hen. She ctosed hen eyes, teans stneamed down hen checks.

The constant.tuitching ofl hen flace musctes exposed the pain

the.bnute was inflticting in hen.

At tast it was oven and she went home staggening as

though she was dnunk.

It is obvious that students are moving toward a stage of

transitive consciousness. They no longer see the problem of society

as abberations of individual wills only but as historical problems

bred by a system that enslaves man. In Zorodzai Mlambo's travelogue

the point of unfair distribution of land is made explicit and given

as a major factor contributing to peoples' poverty. In Sonai's

adulation of Chereni, as a rich and heroic symbol of old Africa, we

feel a silent protest against the paupering and dehumanizing condi-

tions of the present. Chimsoro's poem sees unemployment as the major

hurdle to prosperity but ends on a rather naive note pleading for

charity from the rich and blaming God for poverty. Sojar's "Prayer"

on the other hand, is explicit in its recognition of white exploita-

tion. This is critical consciousness. And the girl in Dorthwarts'

story marks a noticeable rise in the writer's recognition of the

Marxist thesis, that men are made by their circumstances, they are

not born ready made.

Still there is no clear indication that the students’ new

awareness of the world around them has led to a commitment on their

part to the cause of their liberation. That kind of commitment could
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not be acknowledged in written exercises that were periodically

inspected. In fact, at this level of consciousness (excluding

poetry) a government inspection brought out the following comment:

"The first year group had produced some generally good examples of

creative writing marred sometimes by the expression of extreme and

."13 It alsonot always logical views on controversial issues . . .

earned me the honour of a two-hour conference with the inspector

concerned who sought to extort from me an admission that I taught

politics in my classes.

And so conscientization work tended to proceed from here in

two directions. In class it tended to confine itself to the cultural

aspect. The intention was to get the student to eject the oppressor

they had internalized culturally, to develop a sense of self-esteem in

their culture; to seek for black men as heroic models and hopefully

seek to replace white values with black ones. A formula to express

these aims harmlessly was always easy to get. The second part of the

work had to be done out of formal class in extra-curricular clubs

called Young Writers Clubs. Clubs are never inspected and what was

written here never became part of the official record. So here con-

scientization work went further. The aim was critical consciousness.

Individuals must reflect upon their state of unfreedom, see them-

selves as anti-thesis of the oppressor, see the oppressor not in

terms of evil individuals but as a system: rules, events, procedures,

structure that systematically institutionalize injustice, and commit

themselves with the people to work for their liberation.
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The methodology in both these approaches was the same. It

was based on a short story, an incident or a poem written by one of

the students and distributed to everyone a week ahead. Each student

was to prepare comments which were to be framed in form of questions

for the idea was to generate discussion. The focus was on the

societal meaning of human motivation or the wider implication of

symbolism. All this of course was a development of the cause of the

cause approach. The works I am presenting here represent a few

personal collections of a whole host of writing my students have pro-

duced over the years. They mark the high point of my efforts. Most

were written while in school but some works by the poets were written

later. But I include them to show how far one's commitment to what

is learned,in a conscientization course can take him. For the sake

of convenience, the samples are divided into two sections: one

dealing with culture and the other with political consciousness.

Samples

Culture

THE BRIDE THAT NEVER wAS - Rueben Mtisi (Mt. Sitinda, 1971)

It was a gneat wedding. The netatives, flniends and

neighbouns, flnom flan and nean.unne.invited. They att came

and thene was gneat happiness in Puza's vittage that day.

Taflinevhu, Puza’s tenth bonn.was getting mannied that day.

It uus a flestive occasion. Att the flive banns ofl Puza's

flive wives wene bunsting with pots and pots ofl stnong flnothy

been, expentty pnepaned. ”It is a tough one,” commented a

man aflten a sip. The fltoons had been thonoughty potished

titt they gteamed tike new pins. The units had been

thonoughty scnubbed with ned, yeitow and white eanth

flniezed with new tniangutan pattenns. The yand was spot-

tessty ctean. The chitdnen wone ctean ctothes and thein hain

was beautiflutty ptaited into cniss-cnoss pattenns. Young
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tadies and mathens atike wiggted about etegantty, gnaceflutty

swinging thein ned stniped shints, heavy with beads sewn in

tniangutan pattenns at the bottom. White hens cackted and

beat thein wings in pnotest, goats waited and tashed out

with thein hind tegs as they wene being dnagged out to the

staughten flan the big fleast.

As the sun nose highen into the ctoudtess sky, mane peopte

stneamed into Puza’s compound cnowding the shades afl thinty

banns and huts that sunnounded the big tnee atneady buzzing

with onowded humanity. Sadza was senved to eveny new annivat

beflane he had a chance to dnench his sout with the tasty

been. The peOpte sat in Duo sepanate gnoups. The etdens

sat on thein side tatking ofl thein gneatness. The Chiefl

Matokonye himsetfl was thene. He sat majestiaatty on an

etevated chain covened with a tion's shin. He was tatking

about ptans flan the coming hanvest flestivat, with his etdens

who sat in a hatfl-moan about him. In the gnoup afl the youth

wene those that had come flnom Johannesbung onty necentty.

They wene boas ' ofl thein counage and pnawess in comptex

situations down ene. Meamohite one coutd easity notice

tittte gtances and steatthy winks being shot at opposite

sexes. Then thene wene the usuat tonging eyes cast at nandom

by tovens and the tow tones ofl those sitting dose to each

othen. 32% was being senved and peopte wene .dninking to

thein flitt. Evenyone was happy. Thene was singing and

dancing in the diflflenent gnoups.

They wene eagen to neceive thein hinsman's bnide, a

beautiflut gint that knew the white man's magic afl making tea.

Most ofl the guests wene btissflwity dnunk by the We Puza

stood up to addness them. Aflten giving them his wetcame,

intennupted nepeatedty by shouts ofl pnaise flnom the cnowd,

he exptained the punpose ofl thein gathening ending with the

wands "I am catted: "What-does-the-chitd-Miss? So nejoice!

Sing! titt youn thnoats ache and dance with ait youn might!

I have evenything you want hene: meat, been, sadza, eveny-

thing! Fan my name is flan-what-Does-the Chitd-Cny?" He

staggened to his hut teaving the cnowd in a flnenzy ofl

apptause. A flew flattowed him bnushing his fleet and sweeping

the gnound with thein ctothes.

The moon was high up in the sky. Evenything gteamed in

its sitveny sheen. The etdus sat anaund the btazing tog

flines tathing and dninhing. Etsewhvie peapte wene sin ing,

but in tow tones, flan now they wene tined. Suddenty

came a flnightening noun ofl a big manty' voice flottowed bya

senies afl viotent noises cneated by the beating ofl dny stinks
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on the gnound. The bnide was coming. Taflinevhu and att his

netatians nan hetten sketten into hiding etse they woutd be

thnashed by the ennaged in-taws who wene "mounning" the

depantune ofl thein daughten. It was the custom.

"whene is he? whene is the head? whene is he? shouted

the ennaged voices ait oven the compound.

"He is hene" came a voice flnom one ofl the etdens. The

big man came to the knot ofl etdens encincting Puza, dnapped

a bag ofl coins in flnont ofl him and naced back to his flottowens.

Puza took up the bag and counted the coins.

”One dottan," he announced.

"That's it, " comented the etdens nodding thein heads in

appnovat.

At the edge ofl the compound thene appeaned a huge ctusten

ofl ghostty fligunes. The women wene att dnessed in white and

thein ctothes shone in the moontight. Thein angny mens-flotk

now netunned to them. They bunst into song. The bnide was

night in thein midst. She was not supposed to be seen untit

tomonnaw when she woutd pnesent hensetfl to hen husband in the

eyes ofl evenyone.

The go-betmeen, Maponese, Taflinevhu's uncte, began to act

immediatety. He ted the pnocession into Taflinevhu's mothen’s

hut. The women went in flinst and the men tast to sit at the

doon so as to attow onty the go-betNeen, flathen-in-taw,

mathens-in-taw and netatives ofl simitan nank to enten and

gneet the in-taws.

The bnide had now come. Att those in hiding now came

out. The vittage went mad with songs and dance. The

netatians ofl the bnidegnaom sang the pnoises ofl Puza and his

whote flamity. The in-taws sang gtoomy songs. Thein daughten

had gone and they wme teflt atone.

Puza you have pienced oun heants,

You've pienced oun heants

You've pienced oun heants.

That chitd is the onty one at home.

The onty one at home

The onty one at home.

Some abusive songs wene sung as wett but nobody minded.

It was att in the game. Ruda cnied bittenty and hen sistens

and aunts joined hen. But the wene att happy inside flon

she had mannied a son ofl a nich man. The whote night was

spent in fleasting and singing. Mane fleasting flitted a tange
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pantoflthemonninguntitthecnuciathoun. Thiswasthe

cenemoniat handing oven ofl the bnide to the bnide gnoom.

Evenyone was anxious. The news had neached them that

she was an anget, she was a goddess come to tifle; she was a

gun ofl a woman. But they had not seen hen. They wene

anxious. They wanted to see hm with thein own eyes.

So a big cnowd ofl anxious peening flaces sat in the shade

ofl the compound tnee in flnont ofl Taflinevhu's mothen's hut.

The etdens dnew thein stoots ctosen. Some had not one to

thein homes; othens had netunned in the manning. T ey wanted

to see the bnide. Peopte stneamed into the compound. Those

who had gone to the nivens to wash hunnied back. Some

thought they wene tate. They nan and joined up the cnowd,

wiped thein anxious sweating flaces, sat up panting and

waited anxiousty. They wanted to see the bnide. The cnowd

thickened and flaces became mane and mone expectant. The

dnunhands tying pnostnate in the venandah naised thein heads

cuniousty. Seeing the cnowd they wake up as ifl stantted and

wobbted ctwnsity to join them, They wanted to see the bnide.

The chitdnen teflt thein ptaying. They skipped up to

the cnowd and teaned oven thein panents' shoutdens, watching

the doon ofl the hut peening expectantty into its dankness.

They wanted to see the bnide. "I witt see hen flinst,"

they angued in whispens. "The one that witt see hen flinst

is the son ofl a chiefl." The genenat excited munmun was

bnought to a hatt by the appeanance ofl a fligune flnam behind

the hut. It was Taflinevhu's etdest sisten, a middte aged

woman flutt ofl powen and authonity. She had been pnepaning

the oit and soflt ned eanth with which the bnide woutd be

nubbed--as a mank ofl hen vinginity--beflone being pnesented

to hen husband. The gint was to be stnipped flan the

Examination and nubbing. And so the tady entened the

at.

The tady was flinst stnuck by the changed appeanance ofl

the bnide. She tooked pate and flnightened. Hen beautiflut

dank eyes seemed to be dnawing back into thein sockets. But

she did not notice that the gint became bneathtess as she

nemoved hen ctothes one by one. Outside the eagen anxious

cnowd waited sitentty. The etdens cteaned thein thnoats and

flidgetted in thein seats. They dnew ctosen stiit. The youth

sat stenn and stitt. Taflinevhu himetfl was seated on an

etevated stoot night in flnont ofl the cnowd, and behind him

wene cnaning necks and peening flaces eagm to see the bnide.

And now thene was onty one ctoth teflt. The game was up.

The tady went on to nemove the tast ctoth. It was like

ptucking out the bniae's oum sout flan she gnaduatty flainted
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and tay fltat on the mat, unconscious. The tady coutd not

beiieve what she discovened. Indeed it neanty took hen

bneath away, but she managed to thnow hensetfl out ofl the

pnoflaned aintess naom. She staggened out, bumped against

one ofl the doonposts and sat down dejectedty teaning against

the wait. But she managed to whispen out the news, and it

fltew flnom can to can tike a wind, spneading shock ait oven

the whote cnowd. It was unbeiievabte. The news hung thene

in the ain. But peopte coutd not beiieve thein cans. So

they cnaned thein necks stnaining to hean betten but it

was the same news. It notated back and flonth among mane and

mane anxious flaces. Nobody spoke. Some stood up and watked

away in disbeiiefl. How coutd they betieve such nonsense?

Itwas unheand ofl. And yetthetnuthhungtheneintheain,

unnepentent: the gint was tong pnegnant, and aft neponts

agneed--by anothen.

Two WORLDS COLLIOE - s. w. Sonai (Chikone, I968)

. That night James did not steep wett. He thought ofl how

he coutd stand the next manning 's dnama.

"How can I convince my ignonant flathen?" he asked him-

setfl. ‘ "Am I going to my this ignonant Masodzi? No.

Manny both? Am I going to take Masodzi to Gonomonzi? What

can I do . . . ?" The next manning was exceedingty bnight.

The sky was naked btue. When James got out he noticed that

the yand was tidity swept. Masodzi and othens had swept it

veny eanty in the manning. James soon joined his flathen and

bnothens at a fline.

"Good manning?" his flathen bnoke out.

"Good manning flathen; how did you spend the night?" He

atso gneeted his bnothens and so did his youngstens. Aflten

came eveny woman. Fattawing these wene the neighbouns

who had heand ofl the annivat ofl James. Then came Mubango

and James’ aunt ted by Dadai who had been sent to catt these

two. Aflten gneetings they went into the shnine. Soon,

Cheneni, Tie and Oinnen flottawed in. James was catted tast.

Thesfuiinems awidenoundhutwhichwas used on

speciat occasions. The peopte gave this hut the gneatest

nevenence they coutd comnand. On one side ofl the hut was a

ptatflonm whene fleanflut tooking baskets ofl medicines wene

kept. Beside these wene axes, speans and a bow and annows.

Covening these wene a teapand's skin and a tion's

nespectivety.
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James sat beside his bnothens. Cheneni was ctose to the

ptatflonm togethen with Mubango and his bnothens. The women

sat on the opposite side flacing the doon. In flnont ofl the

women sat Masodzi dnessed to hen best. She wane a pitch

btack, sitk skint heavity and beautiflutty wonked with tange

white gnains twO pieces ofl ctoth: one was onange yettow

and the othen was pink, and was flunthen adonned with pictunes

afl peacocks. She toosety tied hen waist with a gtowing

beautiflut handkenchiefl. On top ofl att these, she put a tong

btack, ned and white ctoth. Hen neck was nichty deconated

with gongeous stnings ofl beads ofl many diflflenent cotouns.

Some beautiflut fltat beads nan obtiquety acnass hen flonehead.

Hanging on hen eons wene cincutan and stun-tine pieces ofl

gtittening metat att supponted by stnings ofl beads. Hen

anms and tegs wene wet with oit. In flnont ofl hm, she put

a pink dish thonoughty washed. Inside the dish was ptaced a

cup gongeousty onnamented with the most beautiflut beads she

knew ofl. Beside the dish was a sitven cotouned tin above

its tid cnossed a semi-cincutan coppen handte. Thene was

in the noom, a heavy nevenent sitence.

"Now, aunt, I think you have aineady guessed why I have

catted ’yuo‘: hene," Cheneni bnoke the sitence. "Youn nephew,

James, become a man, and flontunatety Masodzi is atso

flutty gnown." He said, pointing at Masodzi who was uneasy

and shy. Hen head was titted to the night, hen flace flixed

to the fltoon, though it was cnystat ctean that she saw

nothing. She was by then in hm toenty-flinst yean.

"Now, tett Masodzi to flitt hen cup with «atm and show

hen husband," Cheneni continued. "Tett hen what she is

supposed to do. I need not teit you att, aunt, you know it."

Masodzi did ai’t she was totd shyty, staggishty and

nathen ignonantty. She was conducted to the husband and she

stowty and caneflutty watked on hen knees. She ptaced the

cup quite ctose to James and sheepishty ctapped hen hands

as she, tike a veny deticate piece ofl mateniat, sat down.

"My nephew I am gtad to see you back. I am happy to say,

hene is youn wifle given to you by youn flathvi."

James, whose took was venomous and btack, nose on his

fleet and stammened, "Thank you flathen, but . . . , but I am

engaged to Engetina the onty one I want to my. I am

sonny . . . ." He was shaking; his heant pounding hand;

and his voice quivened timidty.
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"Aunt, tett him that he is now at home. He is given

that wifle by me, Cheneni, his flathen."

"I know flathen I am wnong. I am acting against my

pnomise. But I witt have to. I totd you I am a teachens.

It is betten to die a bacheton than to have an uneducated

wifle. It is good flon you to manny uneducated women because

you ane not educated. It is awkunnd flan you to manny an

educated woman. Youn intenests do not go hand in hand with

hens. It is hand flon you to undenstand this, but that is

how tifle is. Is it not togicat that a Zutu shoutd manny a

Zutu, aHausaaHausaandIamaNdau, shehassimitan

educationwithme. I don't. . .

"What . . .? You! You Mutumeyi, I totd."

Cheneni coutd not flanm wands pnopenty. He spnang at him

with an axe. But Mubango and othens gnabged him. He tnied

to attack James, but the gnip was too stnong. He noaned,

gnowted, snanted, but in vain. Att the women wene in teans.

Msodzi in pantiautan was bathing in bitten teans. James

nemained standing. The hat was in tnemendous chaos. Aflten

a tong time sitence was nestoned, save flan the sobbing

which Masodzi made.

”That's what bneeding does," Mugango, James' uncte bnoke

out. "What was youn aim ofl sending him to schoot? Why did

you not nefluse to accept the ovencoat he bnought with him.

You accepted ait he bnought. Now it is youn duty Cheneni,

to accept the message he bnought with him."

"Do you think you ane tatking? It is because he is not

youn son. As tong as I am aiive, I won't totenate that

nubbish. Even ifl I die, my spinitwitt be on him; he witt

not do it. You! You James . . .

His angen nose again. He stnuggtes to netease himsetfl

so that he coutd flix James.

"That whone witt not set float in my vittage hene. You

stand thue like a champion ofl wizands and say, Gonomonzi,

Gonomonzi, you won't go thene. I swean by flathen Shumba who

isinthatanthitt. Astongas youuse Chenenias youn

second name, you don't go anyuhene, you baneflut floot.

Ifl you nun away and I flottaw you to youn Gonomonzi, you unit

teit me what makes a dog not taugh, yet it can neveat its

teeth. "Fan me to have a happy tifle, tet me have a pnosti-

tutewhohasthesame educatianwithme. " Youthinkthatis

tatking? Sunety I think you ane using youn hind opening.

You mean to say we, youn panents, ane uneducated, and

theneflone do not intenest you? I wish I kitted you when '
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you.umne a kid . . . " James stood nigid, dumb-flounded,

painediwith.thoughts . . . Masodzi.tay in Mutemeyi's hands

utmost flainting.

In the two stories "The Bride that Never Was" and "Two Worlds

Collide," we have a glimpse of the meaning of reaculturation for

these young students. From their researches they apparently had

learned about traditional customs especially as regards marriage.

Rueben Mtisi's evocation of the festive atmosphere of the wedding

scene, with an open ended liberality on the part of the host, and

good humored music-filled joviality on all sides is a tribute to the

rich and full blooded humanity of the communal past. Likewise

Sonai's portrayal of the towering heroic personality of Chereni

enriched by the grace and charm of Masodzi, the bride, illustrate

how the fbcus of the writer's admiration has shifted decidedly to

his forefathers. In both stories it is the new breed, the evolue--

"the bride that has learned the white man's magic of making tea,"

and the school teacher James--that infect the body social. The bride

Rudo, desecrates all cannons of good breeding by getting pregnant.

The ceremony of virginity, and the shock with which her state was

received illustrate how highly sexual purity was regarded. Students

who could explore tribal lore and custom so deeply and efficiently

and examine issues of their peoples' adjustment to new realities

with such candour were indeed part of the Cultural Revolution.
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TETEGURUWEE [BIG ANCESTOR] - Bonus Machbanai Zimunya

(Chikone, I969)

Tetegunuwee!

I witt cny out

Like the night-jun. No.

Resttess tungs ane not wetcomed among the etdens

I am soflt.

Now this is the cave. It’s btack in thene.

Sitence. This is the cave. Yes.

They know I am hene now. Tatk. .

Vakunu woye, ‘I am youn btood, youn.sapiing.

They can see me, Ancestons.

Fongive me that I smeit ofl the white man.

You saw how they came.

Gneat gnandflathen Munyanani was aiive then.

You know mane than I do.

Tetegunuwee!

I did not bunn the skin-ctothes.

I did not bunn the chanms.

I was not bonn when the medium was bought

with sugan and pieces a sitven. Who bunnt

the things ofl Mudzimu?‘ Wasn't it

Chigodona who tost the Onum ofl the Spinit?

Youn own sons bnoke away to wonship

othen gods and spinits. How then

do you shut youn eans against me?

Whose sin is my binth?

The tenden bud emenges flnam the bank.

The bane tnee stnives to become new,

the tittte bud shivens into tifle,

a tittte ned tip, doubtflut at flinst,

gneets tifle with sudden neaiization.

Tete, I am youn son

You gave the sap, you took it away. And now

teafl in the wind

I am a spinittess sout, spinning

and fltickening in the swint.

Whose sin was it?

Like the empty tnee, you stane at me

too tight to nesist, btown away. You

know whene you ane. I know not whene I go

though I can fleet the bnute whint.

Pop! Pop! Pop! Pop! I ctap my hands . . . .

 

*"You Etdens" "Ancestnat spinit
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teaving you . . . . But (gushing teans) . . . even

the hen gives the chickens wanmth unden its fleathens

and flights the tatoned hawk to pnotect them!

A BLACK MURUNGU‘ - Jutius Chingano

(Nyatsi'mc Cottege, 1966)

I am a btack munungu,

A tittte bind

Weaning ptastic wings,

I-‘tyinggoven bteeding ptains

Squatting mountains

And aging nivens.

The disheantening scenes

I see ane nuins

That once stood as

Oun temptes and shnines.

TO YOU POWERFUL - Jui’ius Chingano

(Nyatsime Cottege, I965)

Btack coated mediums"

Spinits that pnophecy aflten sniflfling snuflfl

Tnibes ofl the east

Known contnoitens ofl thunden and “9W9, .

Bone thnowens neputed

Fan youn ctothed bneathing chanms,

You witchdoctans

With tunttes that ane known to convense,

Dnum beatens whose paints

with notes nub anthitts

Whene the dead tie

Behotd the btoody sun

Spnaying us btood!

 

"'Munungu" is the Shana wand flan whiteman.

"The Maditionai spinit mediums ane seens who can flone-teit.

The eastenn pant ofl the countny is neputed to have the most powenflut

anes.
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TO MOTHER: A SONG - Gney Mahaka

(Mt. Sitinda, 1973)

Mothen sing to us yet again

We the sedatives ofl youn tabon pains

Sweet tuttabies flnom youn tuxuniaus tips

Fit dessent to sweeten

Oun bitten daity dish.

Light youn pnicetess ivonies

Let us bask in the wanmth

Youn ebony heant exudes

Oanken, yet gtowing wanm,

Wanmen than Wankie coat.

Feed us on stonies

Ofl those times when heants

Came flnom heaven, cannying heanths

When no weany tnavetten’s teeth

Ctattened about cotd nights.

Tamonnow witt be dank.

I see pain nestive in the conflines

Ofl youn boundanies

Seeking to tengthen his tethen mane.

Give binth again beflone you succumb

As flecund day beans sunshine

Beflone each night annives.

I hean tifle's tunnkeys jingting

Thein keys not flan oflfl

Beflone they ctose thein massive gates

Tett us mane, Mothen, mane:

Ofl days when Modesty’s knives

Wene shanp . . . .

Beflone mothens suckted papas.

Go not flan:

But teave us youn skints

To hotdonto . . .

In oun memony.

Onink mane ofl'Aflnica's sun

Fean not cancen

Non sunbunn

But gnaw tait

And tet us sit in youn shade.

Foneven.
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In "Teteguruwee" the poet sends a traditional prayer to his

ancestors. He needs forgiveness “for smelling of the white man."

He was however born and brought up when "the system" was already

established. The quest for return to his ancestral fold is thus a

personal leap against a gulf built by his elders, a reconversion.

This is the high point of self rediscovery. In "A Black Marungu,"

Julius Chingono repeats the alienation theme, imputing artificiality--

plastic wings--to the new "Black Englishman," and a complete hope-

lessness about retrieval of old traditional culture--"the ruins/

that once stood/ our temples and shrines.“ His evocation of the

traditional seers reiterates his sense of despair, ending as it does

with "the bloody sun/ spraying us blood.“ Grey Mahaka's prayer

"To Mother" falls in line with Zimunya's "Teteguruwee." The quest

must continue into the meanings and secrets of the past. Even if

we are to remain with "her skirts" there is ultimately something

there the present cannot provide. And so the poets and short story

writers go on and on searching for greater and greater meaning in

their past discovering a new idiom of expression, learning of their

loss and struggling to adjust new realities to an old understanding.

Political Consciousness
 

The following poems appear to me to present that level of

consciousness that Freire called critical. At that level a man is

ready and committed to revolution. In Rhodesia it is a perilous

undertaking to write, let alone publish such poetry as this. Except

for Ernest Moyana's "To You Rhodesia" and Rueben Mtisi's "Fear of
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the World" the obliqueness of whose criticism of the system saved

them from government notice, none of these poems have ever been

published. But it is important to note that of these poets Bonus

Zimunya has served a term in jail for his political activities,

Sam Chimsoro has lost two jobs, Rueben Mtisi and John Sandure went

to Mozambique, presumably to train for the guerrilla war some years

ago.

Our interest, however, centers on the concreteness of

sensory detail selected mostly from artifacts of exploitation. The

freshness and individuality of language increases with the immediacy

of concrete detail employed. One sees the big difference between

Ernest Moyana's poem and Rueben Mtisi's last stanza, the abstract

borrowed imagery of the former and the concrete immediacy and

linguistic freshness of the latter. Ernest Moyana was never a member

of the Young Writers Club. Bonus Zimunya, Samuel Chimsoro and

Rueben Mtisi were.

TO YOUR RHODESIA - Ennest Moyana

Like a gnain ofl mustand

I flett to the gnound

that neven.was to cane flon me

Whene.unthout youn anms shatt

I flind shetten

unthout youn.s ' s waten

Without youn conn nead

The young seedting dies

Tendeniteaveslwithen

whene then shatt I HARBOUR!!!

they bow down and sunnenden

to the mencitess sight above them

death is cneeping behind me

thene is no tove in youn flace . . .
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This is muted protest against a system that has no place for an

educated young black. There is a note of despair. But the poet is

aware of his plight as a member of the oppressed.

FEAR OF THE WORLD - Rueben Mtisi

The tide has sptashed ashone

To cast us on tands unknown

on the beach we.tie

And the tucky ones shatt netneattwith it

To the happy days flan at sea

Schoot betts tinkte dniving oflfl that manning mist

and in my wonnied gaze

is spnead a nest ofl tnoubtes

Tnapping my netunn to the swotten seas.

Att these exciting schoot days . .

Mtambeni.wath his butattion suiting the speedy tnack

Banxa.unth.his squadnon attacking the bouncing batt

Cotonflut nights at the Hamittan Hatt, flutt afl

flancy buttenflties

ening to a necond. .

Shatt they be nothing but anest ofl memonies

Hanging toosety down the bnanches ofl my bnain

And nothing mane?

Fan hene beflone me stands that agity animat with choosy hands

That savagety pants flniend flnam ,niend

And I can hean the ctock ticking away my chances

my flountain pen neflusing to spit out my.satvation on papen

and my hand stiflflens and sweats flnom the "fleven."

And outside is the ctogged tnaflflic

Roaning dawn the stneet

A typewritten in skittflut hands tap‘tapping in the oflflice

a shovet on the noad sweetening in penspining hands

and a twasted hoenioting in neddening hands

And I flean . . .

 

 

This poem written at the point of writing final examinations

reiterates the insecurity of the educated black in a world meant to

keep him in a servile role. The “ugly animal with choosy hands,"

the examination, in the pyramidal type of educational structure

relegates some to a life of "reddening hands.“ What will be the
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poet's fate? This is a poem about a whole system and the wealth of

detail it employs consists partly of artifacts of exploitation.

A PROSELVTES DECLARATION — John Sandune

Dean finiends

I am being tossed tike a sioat

At the canfiiuence 06 gneat needs

I need youn advice

On my dneam-bestawed ideal

Ta wipe out this tong-suéfie/zing neign 06 apathy

I now'pnanaunce the same "tchich" as they

About biank pages in chitdnen's notebooks

About idie syninges in a cuitune 06 uinus

About empty pantnies and gnainenies

About biank negistnation centifiicates

About intense ta ' an youn sweat

Caiiing the being I used to be ”Kafiéin"

Using wonds escanced with cainc behind bteeding swonds

By which some wene massacned.

I wait tny the fiae and bang him

In a pynamid 06 empty been mugs

Fnam which he administened my pnesvziptéan

Fan back—aches bonn 05 fianced tabon

Fan sane eyes gagged with tean dnaps.

I shed the goibie 05 the enemy

And waik on naked fleet

Bnauing ta teap oven the consonance 06 youn biaod and weeping

Tny me iaten its you W

Fan.nowr1 must iead

Tiii inans bieed.

Let them tet me Lead the dance

In the flag 06 gunsmake

In the mud 06 iaam and plasma

Tiii heii sickens!

There is obscurity in some lines. But Sandure here demonstrates

effectively how the concrete artifacts of exploitation are the real

subject matter of protest poetry. We are in the presence of a live

perceptual mind in touch with concrete realities. The word "tchick,"

properly spelled "cheeky" is used by'whites to describe a black man
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that appears rebellious. The registration certificates are pass

books; if they are blank the owners are unemployed.

SHORT-CHANGED - Sam Chimsono

I smoked ta biend gumes

Fnam smoking tilts

And bnewing sewens.

I dnank ta stood with sweat

The dimensions 06

Ducts and dnains.

I counted change tike 6ingens

Ta canfiinm my height

Against paymastens' daans.

I shook my head knowing

That gneat-gnand pa nodded

And gnand dad sang 'sankiyoo!’ (thank you)

My gathen acquiesced and got

A_banus 05 a booted bottom

Besides the shont-changed iave.

I say 'NO!’ to banging

My tait, iabaun-nich body

In a sandy tnash pit.

I am flan the ant-hiii

Whene I witt nise, ctothed

When the hiii gnaws.

This is the statement of a rebellious generation. The indignities

implied in the first three stanzas were tolerated by his forebearers

but he says "NO" and would rather die fighting so that freedom might

grow. Concreteness of detail again makes the poem almost too dense

to penetrate in the first three stanzas. Sam Chimsoro has in fact

become one of the most reviewed and publicized poets in Rhodesia.

He won a nationwide poetry contest in 1976.
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THE OPERATIONS - Sam Chimsana

The sights

miik condoiences

that spiii tike bioad

to wash the btack ciats

with OPERATION COMFORTS

gtowing afiten

Openatian MASSACRE

and amputation 06 flingens

that we may not point

at the devii

disguised by piastic sungeny

and dnaped

in 'westenn' civiiizatian.

A tremendous indictment of what Freire calls "false generosity." In

the present guerrilla war, the Rhodesian government has special

military units that commit horrific atrocities, sometimes involving

large scale killings, while disguised as guerrillas. Then the

government launches a big propaganda and relief campaign, depicting

the guerrillas as nihilistic monsters intent on destroying western

civilization.

ACCORDING TO THE GOSPEL - Sam Chimsono

The sun gianed

Upon the bannen

Constitution.

Sweaty hands heid

Hoes and sichies

Sand-biindedness hid

The devii’s week

Unden acquiescence

And iefit pestilent

Famine and gnustnation.

White-washed tips

Chanted a tale.
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Eans heand

Echoes afl tait

Cnacking whips at a camnune,

Titting anid appantunities

Whose flutitity tay in abtiuion.

Sweaty hands hetd

Hoes and sicktes

The sun gtaned

like the Chnistmas stan

Upon hatfl bunnt tnee t/wnks

That scanned the gospet

And shook guans 6 eagtes

Fnam thein shoutde/zs.

Sineaty hands hetd

Hoes to axes

Sicktes ta speans

And bundted them

Into Chimunenga"
 

CORRIGENDA - Sam Chimsana

I

They catted this

Sepanate devetopment

When they pushedus to flace

The integnat afl

White they tipped an themsetues

The budget afl btessings.

II

They catted us

The sitent majanity

When we became

The mwuwzing majanity

Tined afl sending

Meaningflut memonanda.

 

‘The tacat name flan the guvmitta wan.



At this stage I feel the poet can speak for himself.

is born.

THE
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III

They catted him,

My btack bnathen,

So they catted evenybody

Tennanist,

But we att know

It is the spinit

Ofl the mundened innocent

That tennonize the kittens

IV

They catt this

Sounding the thumpet afl a nevatution!

Yes it is,

(My 4'6. only is.

You want it to be.

FIRE THING - Bonus Zimunya

One thing the depantment

Coutd not see

Inside this battte-batd-head

Which they shaved weekty

to hotd an to

a necatcitnant victony

is the nuctean thing:

Unden this scneen ofl flean

unden the chitd's pain

and suflflening manked

in my eyes

in my disnupted thought

and bnittte speech

gnaws a fline-thing

whose nage

coutd catt Vietnam

just a sizzte in the pan.

The revolutionary
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THE PRISONER - Bonus Machbanai. Zimunya

Beast in the 200

These eyes

Ane smoky nemnants

Ofl bunnt out hopes

Yawn, you yawn

I fleet no netiefl

Save empty sativatians

Dnipping flnam mouth edges,

You fleet the hat hungen

Coming thnough a flutt stomach

Fnam the seaned sout.

Lying hene,

Bnathen, the pain afl it

Sunpasses toothache

Sunpasses a bait in the eye -

even.a.upund in the heant.

I know flneedom is hene,

hene behind this flence;

thene is a tanny flutt afl singing peopte

They ane going to a wedding;

and these ane tovens tost

in the shimmening sun ofl Octoben.

That is naked flneedam,

btaad nunning flnee

jay scneaming in the song

taughten touching the sky

and this flence, this inanwonk

is the main diflflenence between it

and me.

The poet wrote this while in prison, arrested for his political

activism at the local university. Notice the concreteness of

language, the simplicity of diction and the ability to see the

abstract in the concrete.

Summary

In summary to this chapter it is best perhaps to point out

the key Freirean aspect of my methodology. That key is the situation-

ality of the dialogical sessions. These were all conducted within a
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situation, real or simulated. In case of incidents, students had to

act the scene and then conduct the dialogical sessions within the

context of the acting. Their discussion on how a certain character

would act or feel if placed in a particular situation, meant in fact

asking themselves how they would feel if placed in that situation.

This, to Freire, leads to the men concerned reflecting on their

situation. "Men will tend to reflect upon their own situationality

to the extent that they are challenged by it."14 The process of

reflecting and dialoguing upon their situation leads men to discover

its historicity. "It ceases to present itself as a dense enveloping

reality, or a tormenting blind alley."15 These students through the

dialogical sessions came to realize their historical plight as the

oppressed. Like a group of peasants, Freire says, who saw in a

drunken peasant a man useful to society, working for little pay and

worried how to feed his family, these students began to see in the

prostitute, in the tramp standing before the factory gate, in mal-

nourished little children with pot bellies, in the student frightened

of a coming examination--victims of an historical situation that must

be changed. Historical awareness of a situation is a vital step in

the growth of consciousness.

Oppression to these students also appeared in simple things

like: tea and sugar, writing an examination, a registration certifi-

cate, drinking a beer, a hoe, a sweating hand, a prison fence, a

windmill, the size of one's house. The oppressive reality now

reached the students in the sights and sounds of everyday. Their
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own senses registered that reality. The revolution was now in their

very biology.

Instead of admiring the manhood of the oppressor, these

students now lauded the humanity, heroism, masculinity, and greatness

of their own forefathers. The quest was how to recapture what we

once had. This obviously helped to liberate these students from the

de-humanizing cliches of white domination.

It now remains to integrate this practical report into my

idea of revolutionary esthetics, and place these students' writings

within the revolutionary tradition of African writing in general.
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CHAPTER VII

EDUCATION, LIBERATION AND THE CREATIVE ACT

It will be obvious at this stage in our study that the crucial

point that links Freire's method with that of the teacher of creative

writing is the role played by perception. Freire's method, unlike

that of other progressive educators, makes man's observation of

social phenomena and its artifacts, the starting point in conscientiz-

ing learning. Quoting Edmund Husserl at great length, Freire accepts

that perception of a chosen object is set in a context of a back-

ground awareness of other objects. But in the act of sharpening

human perception "men begin to single out elements from their "back-

ground awareness" and to reflect upon them."1 From the darker

recesses of intuitive awareness these objects or facets of objects

begin to stand out assuming the nature of a problem, and therefore

of a challenge. That is why he calls his methodology problem posing.

The world newly perceived reappears as a problem to the student

which he is challenged to solve.

Many writers on creative writing agree with Freire's view.

A sense of "heightened awareness of exciting mental exploration and

extension of experience"2 implies the rediscovery of reality as a

problem. A tree, a home, a mode of behaviour one knew yesterday is

no longer the same. To the perceiver this newness demands a new

161
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attitude toward the object. This new attitude expressed in the

need "to grapple with experience"3 can be inward looking, self-

satisfied escapism or positively outward looking. The first leads

to a self-fulfilling psychologism. David Holbrook typifies this

school. To him, creativity represents "the processes of symbolism

4 Whileby which human beings seek to deal with their inward life."

admitting the existence of an outward experience Holbrook insists

that the inner experience is primary. The dynamics of personality

function ahistorically in the human psyche, an indefinable sub-

terranean quantity reachable only through symboism rendering the

conscious mind incapable to control man's hates and loves. The

creative dream becomes the perceptual idiom by which a man success-

fully grapples with experience, that is it enables him to cooperate

with his indefinable inner world. What he calls "triumph over

experience"5 is not triumph over the object experienced but triumph

over ourselves. The creative act is a solution not of a societal

problem but that of a personal problem.

Creative writing can in fact be a most negative movement.

It can prepare the child to live with the "realities of adult life"

and that can mean "an innoculation against those realities . . . .

Its purpose is to help people to accept the complexity of adult life

and its inequality (the joy alongside the tragedy) and still remain

6 Or in the words of Nancy Martin, "we need the poeticpeople."

(language) to adjust to new experiences."7 That adjustment is often

viewed as resulting from a form of creative catharsis making it
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easier for us to tolerate the intolerable. Thus Maurice Sendak sees

some children's games as

the creative and imaginative ordering of a frightening and

disordered reality . . . . Emotions such as fear, anger,

hate are to a large degree controlled in the imagined

world of fantasy. And this world becomes the battlefield

of disturbing emotions where the child hopefully emerges

the victor. His prize is the attainment of a measure of

tranquility and self-assurance. It is through fantasy,

the creative use of the imagination, that children achieve

this catharsis . . . .3

Confronted with the realities of a world of exploitation and

oppression men of this school of thought would define a good poem as

that which should “look out on a fresh and beautiful world full of

magic and wonder."9 Coleridge said of Wordsworth that he proposed

as his object, "to give charm of novelty to things of everyday by

awakening the mind's attention . . . to the loveliness and wonders

10
of the world befbre us." How much beauty and wonder one may ask

do we have in the world of T.S. Eliot's "Wasteland" or in Charles

Mungoshi's

Home . . .

A heap of dust and rubble

White immobile heat on the sweltering land

Home . . .

The long-nosed vulture

Already smells carrion

The ancient woman's skirts

Give off an odour of trapped time.

Home . . . 11

External creak-crack of ox cart wheels against gravel.

Beauty there is no doubt in this poetry but beauty of a

different kind. There is beauty in the words but not in the world

portrayed. The psychological approach to creative writing, therefore,
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is both inadequate and dangerous, raising as it does, the possibility

of adapting students to an oppressive order.

The approach to the creative act I subscribe to sees

"grappling with experience"12 as primarily an outward movement into

the world. It stresses the idea of Raymond Williams that creative

writing arises from a desire to communicate valued experience. View-
 

ing man as primarily a social creature it stresses the sharing of

the experience as the humanizing factor.

Initially there is the obsession-~the thing has you hooked,

and you have to work your way free. And you work your way

free by externalising, by getting it "out there where you

can, if the relationship is good, share it with others.

In effect, you say 'This is how it was' or "This is how

it seemed to me.'"13

To the perceiver, the reality suggests new meanings, as his

sensibilities grow. "Creativity essentially consists in a recognition

of meaning in a given material by an observer-~a meaning which is not

predictable from a mere examination of the elements presented.“14

This is a rejection of the notion of creation from nothing; referred

15 Out of nothing man inventsto by Keats as "negative capability."

but to be creative must basically mean a recognition of new meanings

and possibilities in an existent object. It is in the continual

discovery of new meanings in the daily reality that the creative

act's potential for conscientization lies.

One major Freirean idea is that with the growth of critical

consciousness men "begin to see the world not as a static reality,

..16
but as a reality in process, in transformation. Indeed

historicity of incident, photograph, scene or any other artifact
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used for creative description is decisive in judging the conscientiz-

ing aspect of a work of creativity. Any kid could play around with a

piece of cast away metal. But Sam Chimsoro's "Ghost of the Dumping

Grounds" raises this simple act to a scandal by keeping a mocking

contrast between the haves, and have-nots, "they" and "we," i.e., by

giving it historicity.

THE SOLILOQUY OF THE GHOST OF THE OUMPING GROUNDS

- Sam Chimsano

Aha! Hene you ane

No. It shoutd be: "Hene I am . . . pnancing . . ."

To maintain my wett nounished setfl esteem,

Ftounishing in a flentite tnaugh,

Futt ofl gneasy bins, gtossy.titten and dusty nags

Tonn among nasty pins, scnens andlwiny nods

Whose btack cnusty scates ane peating,

To shed tustne on can impnovisation.

Look my flingens took the same.

Fan they nake deep into the tnaugh's toam

Fan flontune, such as this.

Hene I am with this one

That needs just a bit ofl tinkening

On this cannen to nemove that

And teave evenything smant.

This is something to be dusted

And gtass-papen potished.

As thene is no one anound

Who can exptain to me . . . to us . . .

Why so and so thnew this away;

I say: that one does not see

The jigsanithatzmakes aun tifle intenesting.

Iflthatone knewthatwemimthein

Nenve wnecking comnan manket issues,

This ptace woutd not be thene.

Nowlthat.it is hene, I picked this,

To put.it unden my sticking ovenatt

Without any flean afl devatuation on duty

In aun monetany unit; innocent monopoty pnactices

In which punpose pnices the putnescent tnash hene

The tast object I picked,

Appanentty pattny, may be

A chitd’s pattette hang in a gatteny

A cigan.ofl niflty, teafly nicotine

But not a steet spade an a.sitven spoon.
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I knourI witt.nid it taten

Like tumps, cnumbs, thinks andiwines

To match mysetfl with the.ctass

That aflflonds flactony-flnesh flashionabtes.

Thene is a taaded hatfl ton again,

Liflting a cuntaining couptet ofl choking dust

To enctose us in this stinking tnaugh,

Yet to keep us ative in this nut,

By bninging goods pnocessed flinatty

Fan canicatuning economic-change

Whint wind without. Wait white

I dash to book nubbish bins.

The sarcasm, the irony, the sickly humour and glee of the

little urchin, the uncertain pronoun "I", "we" and the complete con-

centrated absorption in futility is a crying indictment of man's

devaluation by man. The poem is starkly concrete and raw as dirt in

its uncompromising portrayal of the ghetto urchin yet structurally

beautiful as an esthetic creation. The objects portrayed are ordinary,

the meaning is profound. Both the urchin and the pieces of metal he

is picking up become artifacts of an oppressive order. So also is

the incident. The poet must have experienced some form of catharsis

when he wrote this poem. But the definitive quality of that catharsis

was not to adapt him to the system but one more step in the growth of

his consciousness of the human meaning of oppression.

We must not overlook, however, the traditional western idea

of the beautiful as having ethical and cognitive value or the

beautiful as the way of the truth. The act of creation subjects the

apparently discordant and violently contradictory realities of

sensual perception into esthetic form. "Form is the negation, the

"17
mastery of disorder, violence, suffering. The esthetic order so

created subjects content to its own laws transcending the elements,
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transtrming their meanings to establish a new order where the

"beautiful is the truth of art." The pain and suffering in reality

are sublimated by esthetic necessity. HThe horror of the crucifixion

is purified by the beautiful composition . . . and in this esthetic

universe joy and fulfillment find their proper place alongside pain

18 A form of catharsis isand death--everything is in order again."

achieved. But since the reality art has so well decorated with

beauty continues to be ugly, violent, unjust and oppressive, we must

recognize an inherent contradiction in art "the self-defeat built

into art."19 Yet this is no fault of art. Art is perception. And

just as a revolution in perception is unreal, so also is art. Even

in its unreality, however, art can and does present a level of

consciousness attained by the artist.

Nevertheless there is something basically liberating in the

act of creation. The distance between the popular image of the

African held by the white exploiter in Rhodesia contrasted with the

image of his traditional past held by the student that underwent

creative writing courses is most instructive. To the white man the

African has never developed for himself a high civilization

of his own, as have other peoples of the world who were

presumably, created at the same time. He has remained in

his primitive state until invaded by the white man's

civilization which he is now eager to imitate.20

The evocative power of the creative writing student suggests

a different image:
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- B. Zimunya

(Chikone, 1971)

At the whispen ofl dam, thudding dJuuns tone the sitence

into tattens. The din was heand unto the sea. A flew

chosen women coutd be heand ututating and singing tazity

into the waning dankness ofl that dawn. As the sun emenged,

as ifl the binds wene henatding the binth ofl a gneat pnince

ofl the tnibe, a sudden music flitted the ain. Lon beflone

this, men and'women had awakened to pnepane flon e day.

Men and'women had flittened into the knaat tike a thousand

wanking ants, dancing and swaying to the music. Back in this

hut, nestiing his youngest wifle, Mpungu tay Listening. He

hated to think that he had been in pnison. He hated to fleet

that the otd music ofl the Fathens was stowty enading away

with new floneign cuttunes. He waited flan a time titt they

mutdcatthimoutoflthehut.1nthemidstoflthednums,

he heand ancestnat voices catting him sofltty. They wene soflt

but incessant in thein need. They'wanted him to wake up

and come home; yes, they wanted to see him home. But was

he not at home? Then he saw Sohtangana himsetfl, the neat

Mahokuza who had, with his impi, swept the whote tand ofl

the Svina at heets ofl Zvangendaba untit he tanned back at

the Zambezi Riven; the Gneat King who had estabtished the

Nguni Kingdom that stnetched flnom the Zambezi to the

Limpopo, and then to Aba Swazi. He atso sauluMzita,

Nyamande, his own flathen, taughing at him and his bnothens.

Had he not totd them that the countny, "the whote countny

woutd be taken by the swattows that come flnom the sea?"

0n the one hand the white oppressor insists that the African

does not possess "the familiar attributes of the civilized which

enable the civilized to acquire those useful powers which enable

them to manipulate a knife and fork or to use a handkerchief . . . ."21

The creative writer sees a different image:

- R. Tavengwa

(Wadditove, I972)

The houn had come. Red bnight stneaks ofl suntight

pienced the white and yettawish ctouds. Stowty, stowty,

the sun was disappeaning in the west. Raiza was busy in

hen tittte kitchen. She sat cnoss-tegged on a hainy

sheep-skin hatfl btinded by the smoke. . She was twisting

the cooking stick flnom teflt to night exputty. Suddenty,
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she heand the flaint beating ofl a dnum. She became atent,

hen mind danting swifltty to Gomba's home. She knew that

veny soon she witt be with him, at the dancing ptace a flew

metnes flnom hen home. Smiting gentty, neveating stnong

white teeth, she thought howldeanty~he toved hen. Hen

mouth bnoadened and the thin tips panted stowty . . . .

The oppressor mythicizes the reality of oppression through

concepts like "high standards," "civilizing mission," "modernization."

The creative writer unveils the myth by bringing himself to the scene

of the suffering individual, identifying with him and reconstructing

his spiritual metabolism, caught in the exploitative nest of pain

and sorrow. This he contrasts with the dignified full blooded life

of his forefathers. This is possible because any act of creation

arises from the individual's use of his own senses, his eyes, ears,

taste, smell, etc. Even if that creative vision must come to him

imaginatively, the act of creation involves an act of "seeing for

himself" on the part of the creator. The imagination is in fact a

vital element in this process. For as Shelley once put it:

A man to be greatly good, must imagine intensely, and

comprehensively; he must put himself in the place of

another and of many others; the pain and pleasures of

his species must become his own. The great instrument

of moral good is the imagination; and pastry administers

to the effect by acting upon the cause.

The act of creation involves the writer in reconstructing the con-

ceptual idiom and behaviours of his peoples past and present. This

makes him less vulnerable to the linguistic idiom of deprecation and

depreciation with which the oppressor labels the oppressed. The act

23
of creation in fact leads to the "recovery of the true voice" of

the individual. The creator is speaking his own authentic word,
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which according to Freire is a crucial aspect in the recovery of con-

sciousness by the oppressed. In the works of these students, it is

generally possible to trace their personal recovery of the authentic

voice. Bonus Zimunya is an outstanding case. The following two

poems were written three years apart.

TIRED (I969) CONQUERED (1971)

Fan my eyes flait I sit down

To keep thein stane and tisten gnit-gnit

Once pane as the flutt moon's to the joviat.sound-gnit-gnit-gnit

I fleet dnows ofl staintess steet-ctip-ctip-ctip

As a night-jun by day cuttinzdfhnough at the scatp

In the sun's piencing nays ofl my '

On as an att-nightenevetten the flnizzed btack cnown

my cnown and onty one.

This steaming heat

Piences this tiving cancass Like a tunatic

Deadening eveny flnesh cett: I hotd it in my hands

My neck dnoaps watching the bneeze

As ifl I wene bonetess spin the dandnuflfl

And I sink, weak as Onty wishing they knew

distitted bnine this innocent cnown

Into this spningy sofla woutd not cnush the cett bans

Deep, as in a nest on bneak the giant doons

and teast . . .

My eyes ctose in despain

To see this vacant vision "Put that btunny hain down!”

Devoid ofl nathnat meaning.

 

Non bneak the giant doons

and teast the Jenicho watts.

The words underlined in "Tired" re-echo the linguistic tradi-

tions of Shakespeare, the Romantics and T. S. Eliot. Their pre-

dominance tends to muffle the individual voice and one feels that the

poet has not really spoken his own word. In "Conquered," however;

there is hardly any tradition to hang the words on but the writer's

own experience. At the end of the poem we are left with very little

of the words and a great deal of the experience. There is very little
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that is I'poetic" about "clip-clip-clip" or "stainless steel" or

"dandruff" or "put that blurry hair down," but nothing could have

conveyed the raw realities of the experience better. A man function-

ing on the linguistic level of "Tired" can easily be satisfied with

the cliches of the linguistic universe of the oppressor. But one

who functions on the linguistic level of "Conquered" has got his

perceptual idiom too well earthed upon realities to be that easily

deceived. The scales have fallen off his eyes and he is free.

The argument that creative writing is liberating goes beyond

what is created to the creative experience itself. Creativity has

been defined as the

Capacity to innovate, to invent, to place elements

together in a way in which they have never before been

placed such that their value or beauty is enhanced. .

Contrasted with conformity it is the capacity to transcend

the usual ways of dealing with problems or obgicts with

new, more useful and more effective patterns.

Accepting Foote and Cottrell's characterization of evidence

of creativity as "the actor's quality to free himself from established

routines of perception and action."25 Natalie and Morris Haimowitz

further draw up the following list of attributes that have been

imputed to creative persons in contrast to those of the non-creative

types.

Creative: Intelligence, flexibility, spontaneity, humour,

originality, ability to perceive a variety of essential features of

an object or situation, playfulness, radicalness, eccentricity,

freedom, marginality and secularity.
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Non-Creative: Neatness, rigidity, control, thoroughness,

reason, logic, respect for tradition and authority of a tendency to

routinize and organize tasks.

The attributes of the creative individual presented apparently

cut him out far a revolutionary role. For our purpose the signifi-

cance of this lies in the initial premise of the authors which I share

that creativity “is not inborn but is a product of experience."26

The students that undergo a series of creative experiences are under-

going a unique type of growth, a growth into freedom. The long list

of renowned persons cited by the two authors coming from broken homes

suggests that the climate of non-domineering leadership is conducive

to creative growth.27 That confirms Freire's dialogical approach.

Hallman argues that it is not even the nature of the subject being

taught that promotes creativity. "The problem is to teach whatever

28 the kind of teaching thatwe have at hand in a creative manner,"

continually engages the student in acts of creation. He goes further,

"These concepts--creativity, freedom, initiative responsibility--are

logically related. The creative imagination functions as an instru-

ment for achieving freedom . . . (the individual) initiates his own

encounters, and he takes responsibilities for what he does."29

Much of Hallman's analysis arises from his reading of educa-

tional psychologists like Carl Rogers. His ideas of the liberated,

creative man is more psychological than social. There is, however,

no boundary line between the growth of the individual into a well

integrated self and a socially creative personality. In fact, our

study of consciousness and alienation suggests that self actualization
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is an essential part of the individual's_growth to critical con-

sciousness. The creative process is intrinsically in itself a

liberating act--psychologically, socially, intellectually, etc. It

always involves a revolt, a rejection of the status quo and an

abandonment of what is accepted. The creative act forces the student

to reinterpret existence, redefine reality, refashion what is known

into novel form: it demands that the students remake the world.

Problem-posing education bases itself on creativity

and stimulates true reflection and action upon reality,

thereby responding to the vacation of men as beings who

are authentic only when engaged in enquiry and creative

transformation.30
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CHAPTER VIII

THE AFRICAN EXPERIENCE

Freire sees the colonized man as the uncreative man. The

colonized are "the silent, castrated Hitheir power to create and

1
recreate, in their power to transform the world." Likewise the

purpose of banking education is to minimize or annul the students'

2
creative power and stimulate their credulity." This reduces man to

3 of the world. It leads man "to adjusta "spectator not recreator."

to the world and limits their creative power."4 It is through the

process that Freire variously describes as "indoctrination,"

"depositing," "prescription," ”banking," "issuing communiques,"

that colonial education achieves this. The student is turned into

an imitator.

Since Africa in general, has gone through the period of

colonial rule with its exploitative education, there is abundant

evidence that the concientizing processes we have advocated for

liberating the Rhodesian black are sorely needed for most of black

Africa.

The colonized imitators are found even on Kenya's indepen-

dence day singing,5

Bobby Shaftoe's gone to sea

Silver buckles on his knee

He'll come back and marry me

Bonny Bobby Shaftoe
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In his study of the cultural revolution in independent Africa,6 Okot

P. Bitek complains of black leaders "that wear tailed coats and

striped trousers for their weddings and cover their wives with

mosquito nets," and have the "inevitable tea party after the

7 Then there are the judges and lawyersceremony when it is so hot."

who come in dressed in medieval robes and wigs to awe their peasant

clients. Educational institutions themselves more often remain

centers of a cultural apemanship. Wrote one critic: "African

scholars train the youth in their own image. They suffocate in

their gowns, say grace in Latin, quote Shakespeare or Racine/or

indeed Nkrumah and Castro while the masses remain illiterate."8

Our advocacy of creativity as a way to liberation does not

mean, however, that every creative African will ipso facto have

enough African consciousness to shift the epicenter of his creative

operations from Europe to Africa. Our analysis of the alienated

imagination9 has demonstrated that we cannot equate creativity with

consciousness. Creativity gives us a handle with which to develop

a people's consciousness. But it remains a fact that some creative

individuals, although they may be individualistically free have not

overcome the psychical damage of a foreign myth; they have not been

able to see their creative acts as part of a collective movement in

‘a cultural revolution. For us to validate the claim that the litera-

ture produced by our creative writing courses indeed belongs to

Africa's cultural revolution it is essential to identify that

African literature which qualifies for that role from that which

does not.
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African writers fall into three broad categories: the

eccentrics, the romantics and the realists. The eccentrics, led by

the Nsuka-Ibadan poets, are a very famous few in international

circles. These include such stalwarts as Wole Soyinka, Christopher

Okigbo and Michael Echeruo. The romantics generally called

Negritude writers, come mostly from former French Africa. The

realists. the bulk of African writers, are identified by the

historicity, situationality and perceptual immediacy of their works.

The eccentrics display all the muddle-headed indirection of

an alienated elite. They have been criticized by African critics

for "old fashioned, craggy unmusical language, obscure and inacces-

sible diction, a plethora of imported imagery and a divorce from

10
African Oral tradition." In his little blurb on "Heavensgate,"

Christopher Okigbo reveals this indirection in his poetry thus:

Heavensgate was originally conceived as an Easter sequence.

It later grew into a ceremony of innocence, something like

a Mass, an offering to Idoto, the village stream of which

I drank, in which I washed as a child; the celebrant a

personage like Orpheus is about to begin a journey.11

   

The poet is obviously-not in control of his work. He is a victim of

Christian, African and Greek mythological traditions that he cannot

handle. In the very first stanza that muddled perception is con-

firmed:

Before you Mother Idoto

naked I stand77

before your watery presence

a rodi al

lean1ng on an oilbean

lost in your legend

Under your power wait I

on bare foot

 



179

Watch man for the watchword

at Heavensgate

Out of the depth of m cry

give ear and harken.1

 

Basically this is an unAfrican and Christian quest. The legend of a

prodigal savant standing contritely before some saintly Mother

(Mary) or what have you is a Catholic symbolism of the quest for

human regeneration. So what is Mother Idoto with her "Oilbean"

doing there? The traditional African quest for salvation is not an

act of abnegation, but affirmation; its not standing naked and con-

tritely before a god but saying "Ya" to life jumping into the stream

Idoto and feeling the exhilerating regeneration of holy waters.

Okigbo's "Heavensgate" shows the lack of perceptive clarity of the

alienated writer. Later in the poem you meet lines like "Singeth

Jadum the minstrel/Singeth Jadum from Rockland." Latinisms abound:

Lustra; Lacrimae Christi; Lumen mundi . . . .13

The same emphasis on exotic imagery is noticeable in Michael

Echeruo's poetry. In his "Sophia" you have references to "Chaos,"

"Eve," "Adam," the "Virgin," "Martha," "Sophia,“ and Latinisms like

"vita nuova" as the key functional imagery of the poem. Decoding

the poem is a puzzle. One must quary through Judeo-Christian, Greek

and Roman mythology to make sense of it. In the end it is the

,"cleverness" of the poet one gets and not much new understanding of

the historical reality of his African existence. In fact, it is the

foreign western critic that finds this writing meaningful. The

argument against these poets is that (l) the alien images become the

reality of the poem, and the external perceivable reality virtually
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disappears; (2) that an overload of alien symbolism becomes the

tinted lenses through which one should view the African reality--

as if our own African eye-~unchristianized and unwesternized is

incapable of seeing right, which is what colonialists taught us;

and (3) the alien symbolism acts as a barrier to our experiencing

any concrete reality that should be the subject matter of the

writing.

Wole Soyinka described by Western scholars as an "inconvest-

14
able genius" and holding professorships in Western universities

like Shefield, Cambridge, Columbia and M.I.T. is indeed the problem

child of African literature. While the American scholar Bernth

Lindfors finds his language "impeccable" African critics find it

15
"obscure and tired." His novel The Intergreters, described by a

 

white critic as "one of the most impressive pieces of African fiction

published in the last few years"16 is denounced by an African critic

"not only because, as some might say, it is faulty in its form but

because it is not really there--it does not belong to the society."17

Both in theme and in language Soyinka's work means very little to

the African reader.

In The Interpreters he writes:
 

Metal on concrete jars my drink lobes. This was Sagoe,

grumbling as he stuck his fingers in his ears against

the mad screech of iron tables. Then his neck was nearly

snappedas Dehinwa leapt up and Sagoe's head dangled in the

void where her lap had been. Pandele's arms never ceased

to surprise. At half-span they embraced table chairs,

pushed them deep into the main wall as dancers dodged long

Chameleon tongues of the couldburst and the wind leapt at

ghem ygsibly, malevolent. In a moment only the band was

eft.
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Soyinka's language is mystifying to most readers. What are "drink

lobes," why choose the word "void" or "half-span" or "embraced"

why "chameleon tongues of the cloudburst," how does a wind leap?

etc. At any rate, what is happening here? What is the incident?

Soyinka is vague, imprecise, abstract and downright bewildering to

the reader. If he is writing in the manner of the absurd, and his

“famous" plotless, meaningless plays suggest this--so much the worse.

For the nihilism that informs that western school is meaningful only

in a highly industrialized, impersonal and individualistic society,

which Africa is not. Africa's metaphysical view of the world is

still largely cohesive. Wole Soyinka seeks to impose on us a

cultural absurdity we have not yet experienced. Soyinka thus fails

to portray African life with such concrete specificity and per-

ceptual immediacy that would qualify his work to be viewed as arti-

facts of the cultural revolution. The type of consciousness revealed

by the eccentrics is what Freire called naive.19 They show no sense

of history and write as if the system is basically good, as if it

is the individuals that need reforming. Hence much of their writing

depicts individualized quests for a personal salvation. But the

literature that will contribute to Africa's cultural revolution

must function on the level of critical consciousness.

Our students, learning to write through basic exercises in

the use of their own senses on the concrete historical reality

around them, escape dangers of producing meaningless eccentric and

colonized literature. With the need to convey meaning to their

dialogical comrades as part of the training they grow to realize
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that a work of creative literature must not only be--it must say

something to somebody. And if they should borrow a foreign symbol,

it should only serve to enrich their own meaning of their own

historically perceived reality. It must be domesticated. Such a

borrowing was attempted in the following poem by Sam Chimsoro:

NIOBE

Fan as tong as the Zambezi

Riven nemains a niven,

The Victonia Fatts witt be flatts

Bound by a tuxuniaus vegetation

That issues mist moistened

Nose-ditating penflumes,

That fltow'Opposite to the cascade

Thnough nainbowianchways

To some smiting tau/iist standing by,

Unawane ofl the niven-bed's ptight.

No one pnevents pebbtes flnom flatting

Fnom the bed when waten-shed waste

Ftows past:ukatthy tounists

Intenested in nainbows and flnagnance

Which ane expensive pnoducts

Ofl an exhaustive industny.

As no city anchitect witt nebuitd

Niobe's netneating and deflejm'ing bed;

As no canpenten.uitt.flitt

Att nicks made on Niobe’s tabte

By ivany-handted tabte knives

In the hands afl satisflied guests:

White Niobe sabs behind cuntains

Haping to flatt asteep and

Find shetten in a dneam'wontd;

But in seemingty catm poots ofl stumben

Shapetess amphibians attack hen

In much the same mannen

As in the pnotiflic vegetation;

White flitm pnoducens flottowmthe.species,

With none ofl them obsenving hen.umung flace

That has two untamed spnings

Whose waten.’s sptashing is

Hen ant voice against flnustnatian,

Untit s e is petnifliw

In that nightmane.
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This is borrowing, but what dominates the poem is not the

legend of Niobe but Chimsoro's favorite theme: the difference

between the "haves" and the “have nots." The "haves" with their

money tour beauty spots like Victoria Falls, eat well, make films

on the beauties of nature, while the have—nots bear the burden of

keeping the rich happy but for themselves reap only a feast of tears.

And the thrust of the poem is the indifference of the rich to the

fate of the poor. The tone is personal, the diction simple, and the

details local and historical.

The focusing of students' attention on day-to-day artifacts

of their existential realities also inhibits the growth of tendencies

that appear in the works of writers we have called romantics. This

school of writing, called negritude, presents an extreme reaction to

the denigration of the African personality in colonial and western

thinking. It is the "black is beautiful" movement that sets out to

present the positive side of black culture. In doing so, it places

an undue emphasis on the "innocence, the purity and the artless

20 of Africa:primitiveness"

I love the days of long ago

Great days of virtuous chastity

When wild men and wilder beasts

Kept close company.

I love Africa as herself

Unsophisticated queenly Africa

That previous pearl of the past.

2] Africa located inThe Africa of negritude poets is a generalized

the imagination and suffused with nostalgic dreams. For the movement

was born not in Africa but in France. Started by West Indian poets

who felt keenly the state of their cultural alienation, it was joined
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by a large number of blacks from French West Africa. Both had long

been assimilated into black Frenchmen and when they realized they

had to return to African culture, the Africa they wanted to return

to was now only a dream to them:22

Africa my Africa

Africa of proud warriors in ancestral savannahs

Africa of whom my grand mother sings

On the banks of the distant river

I have never known you.

Being removed from the experience of living in Africa they had to

recreate what they viewed to be the unique qualities of the African

personality and these provided the theme of some of the most lyrical

and moving verse ever produced on the continent. The African was

presented as loving, innocent, passionate, musical, rhythmic,

trusting but not gifted with much intellect. He could also

mystically communicate with nature. Senghor, the leader of the

movement sums it all up in "Nite of Sine."23

Woman, rest on my brow your balsam hands, your hands

gentler than fur.

The tall palmtrees swinging in the nightwind

Hardly rustle. Not even cradlesongs,

The rhythmic silence rocks us.

Listgn to its song, listen to the beating of our dark blood,

isten

To the beating of the dark pulse of Africa in the mist of

lost villages.

Now the tired moon sinks towards its bed of slack

water,

Now the peals of laughter even fall asleep, and the bards

themselves

Dandle their heads like children on the backs of their

mothers.

Now the feet of the dancers grow heavy and heavy grows

the tongue of the singers.

This is the hour of the stars and of the night that dreams

And reclines on this hill of clouds, draped in her long

gown of milk. '
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Of course Negritude was also powerful protest poetry. Diop, in

the poem “Africa" writes

. .Your blood flows in my veins

Your beautiful black blood that irrigates the fields

The blood of your sweat

The sweat of your work

The work of your slavery 24

The slavery of your children.

But with all its passionate protest and lyricism negritude functions

on the level of the general not particular. It arises not from

perceptual reality but from abstract assumptions that are capable

of easily getting out of touch with concrete historical realities.

Compare, for example, these lines from Senghor's romanticized

description of "Harlem" with lines from Chimsoro's "Dumping Grounds :

Harlem Harlem! Now I saw Harlem! A green

breeze of corn springs up from the

pavements ploughed by the naked feet

of dancers

Bottoms waves of silk and sword-blade

breasts, water lily ballets and fabulous masks.

At the feet of police horses roll the

mangoes of love from low houses.

And I saw along the sidewalks streams

of white rum streams of black milk in the

blue fog of cigars . . 5

Of course if black must always be beautiful anything goes. But for

my students it was the realistic approach that mattered. They had

to recognize that a dumping ground in the ghetto is a hobby place

for children of the poor although it is

I Futt ofl gneasy bins, gtossy titten and dusty nags

Tonn among nusty pins, scnewm and winy nods

Whose btack cnusty scates ane peating 26

To shed tustne on (thein) impnovisation . . . .
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The protest does not lie in black men declaring themselves to be

angels but in the exposure of the inhuman existence they are com-

pelled into.

The type of consciousness on which negritude operates has

been defined by Freire as fanaticized consciousness. Men falling

into this trap are "disengaged from reality . . . the distortion of

reason makes men irrational . . . they fallow general farmulas and

27 The effectprescriptions . . . their creative power is impaired.

of this development can only be greater dehumanization as the people

concerned alienate themselves from human realities by clutching at

abstracts.

My creative writing students were producing a form of litera-

ture that has been called critical rea1ism.28 The founding father

of this type which now dominates African fiction, poetry, and drama

is the Nigerian novelist Chinua Achebe. His Things Fall Apart (l958)
 

inaugurated an era of literary production on the African continent

that has become the most powerful single factor in the African

cultural revolution uniting the diverse peoples of that continent.

Today an old woman in a Rhodesian audience falls into tears as her

personal sorrows are explored on the stage through an English idiom

that sounds like her own native language in a play written in

Ghana:29
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Barren:

If it is real barrenness

My stranger girl

Whom I do not know

I weep for you.

For I know what it is

To start a marriage

With barrenness

You ought to have

Kept quiet

And crouched by

Your mothers hearth

Where ever that is

For the world you have

Run in to enter

Is most unkind

To the barren

With your machines that cook

And your machines that sweep

They want people

My people have

A lusty desire

To see the tender skin

On top of a child's scalp

Rise and fall with human life

Your machines stranger girl

Cannot go on an errand

They have no hands

To dress you when you are dead

You need one machine now

That which will weep for you

Yes stranger girl

You need that most . . . .

Similarly Nigerian critics go ecstatic over the work of a Ugandan

poet describing it as "the best rounded single work of African

poetry in English."30 Throughout the continent whether it be an

Achebe creating scenes of the cruel and cynical destruction of a

rich African civilization by colonial powers, or Ngugi Wa Thiogo

depicting atrocities of Kenyan war of independence or Charles

Mungoshi depicting the gross inequalities created by racial exploita-

tion in Rhodesia this crop of writers, by situating incident within

(concrete realities, by depth of descriptive power, by evocative
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effects--bringing into life real men and real experiences--and by a

language that uniquely retains the burden of an African idiom, are

bearing the torch of African cultural revolution.

The idea of presenting a realistic African tone and atmo-

sphere forced these writers to domesticate the English language.

Achebe says: "I feel certain that the English language will be able

to carry the weight of my African experience. But it will have to

be a new English, still in full communion with its ancestral home

31

32

but altered to suit its African surroundings." We have already

noted what this means in traditional dialogue. But the link

between much of this linguistic innovation and traditional folklore

should be illustrated. This praise poem appears in Godfrey Bopotos

project on oral tradition.33

Thanks to you

The Mwendambeni in Rukodzi

. . . The Mbini Muzembe himsetfl

Those who demotish and devoun authitts

Chinau, the watens that have been stinned

The flinst dninkens ofl niven waten . . .

The influence of this can be traced to the same student's attempt

to recapture the tone of the praise poetry in a traditional wife's

request to her husband, in a short story:

Makai, my daughtens onty flathen

My sote tond upon this wontd

You ane the tion that tnembtes with nage

And whose pnesence nazes the voices ofl women

Look now, the bann is nothing but an empty

stomach. 34

Does the tion see his wifle and cub safle anymone?
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This is not English English. This is African English, English

domesticated by an African consciousness at a moment of revolution-

ary awakening.

The modern city African, however, would speak a different

language. In West Africa there is a pidgin English, a kind of

workers lingo that developed much earlier than the African revolu-

tion. The rest of Africa has no special English dialect. The

revolutionary nature of the modern African writers depicting city

life lies therefore in the perceptual clarity and immediacy of word

to meaning.35

Critical realism is thus the school of writing that in my

view fulfills the demands of Africa's cultural revolution. These

as we have shown throughout this work are that the work be situated

in a real historical context, that the context be a recognizable

socio-economic and political system, that through descriptive power,

clarity and detail the work reveal the workings of perceptive tools

liberated from the oppressive cliche, that the work be faithful to

African traditions and world view, that it has sufficient evocative

power to make the reader feel present at the scene of the action.

The critical realist writer achieves that desirable level

36
of consciousness Freire has called critical. The individual

incident or artifact is part of a larger system. And the quest for

regeneration is not just directed to a "private transformation of

37
individuals," but more importantly it points to the need for the

transformation of the larger society.



190

The critically transitive consciousness is characterized by

depth in the interpretation of problems; by the substitu-

tion of causal principles for magical explanations; by

the testing of one's findings and by openness to revision;

by the attempt to avoid distortion when perceiving prog- -

lems and to avoid preconceived notions when analyzing

them; by refusing to transfer responsibility; by rejecting

passive positions; by soundness of argumentation; by the

practice of dialogue rather than polemics; by receptivity

to the new far reasons beyond mere novelty and by the good

sense not to reject the old just because it is old; by

accepting what is valid in both old and new.38
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EXTRACTS FROM A PROJECT ON

KOREKORE LEGENDS AND HISTORY OF THE SHONA PEOPLE
 

WITH SPECIAL REFERENCE TO THE MUZEMBE PEOPLE
 

by Godfrey Bopoto

The Location and Measurement of

the Length of the Land

 

 

There is a legend which explains why and how the land of

Rukodzi was given to Muzembe.

The land of Rukodzi was chosen because the land was fertile

and received good rainfall. There was also a big mountain which

came to be called Manyimiro Mountain. This mountain had a lot of

tunnels into which the Shona people found refuge during the Ndebele

raids. The caves and tunnels also provided burial places for the

Muzembe elderly people.

Muzembe had a small gourd in which he kept a string made of

fibre. He asked the soldiers of Mangwende to pull the string out of

the gourd by its end. Where the string ended was going to be the

end of the area that Muzembe wanted to be his and for his people only.

Mangwende's soldiers pulled the string along until they had

gone so far that they began to doubt whether or not the string's

other end had come out of the small gourd. After travelling for

kilometres and kilometres, they sent other soldiers to check whether

the end of the string was still in the gourd or was being pulled

along as they travelled. The soldiers brought back the information
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that the end of the string was still in the small gourd. The leader

of the party of soldiers and the others who had not satisfied their

eyes went to check the correctness of the information. The others

who remained behind were told to keep on pulling the string. The

leader and his soldiers went back to Muzembe and found the information

to be true. They returned and found out that the other party had

travelled for many more kilometres. Together the two parties kept

on pulling the fibre string.

The Mangwende soldiers grew tired and decided to stop at the

place they had come to. For the continuation of the travelling would

lead to Muzembe's occupation of too large an area. They went back

to check on the gourd and still found the string's other end in the

gourd. .

The soldiers marked the extent of Muzembe's land and reported

their work to Chief Mangwende. Mangwende was astonished and told

them to let the Muzembe land extend to where the soldiers had marked.

Muzembe agreed to let the soldiers define the boundaries of the land

because he was never an aggressive man.

All the other people of Mangwende on Muzembe's land were

evicted so that Muzembe's people would have their land to themselves.

That was how the Muzembe's area called Rukodzi came into

being.
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The Legend of Muzembe's Magic with

The String and Gourd of Mysteries

All the people around Rukodzi feared the Nondo people of

Muzembe. Even Mangwende himself became a very close friend of

Muzembe because he was a man who had the powers of even commanding

the trees to move.

Once in every year, Muzembe was known to go to heaven and

get back into his mother's womb. The surprising thing was that he

never became rejuvenated.

Early in the morning, Muzembe would take hold of the end of

a string. The string was said to rise into the air and it took him

to the upper layers until he disappeared. This took place and was

witnessed by all the people of the Rukodzi area. After his dis-

appearance beyond the clouds, the string would fall back but he never

reappeared.

For some days Muzembe was wherever he had gone. After the

period of his mysterious disappearance had expired, some beer was

prepared to welcome our forefather Muzembe who had to return to his

people from heaven. It was said that he collected more herbs and

powers on his return.

For days the people celebrated his coming. The proof of his

coming back was that his mother's breasts became filled with some

fresh baby's milk.
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Muzembe's Death in a Cave in the

Bowels of Manyimiro Mountain
 

Muzembe was a great hunter. He had several dogs which were

always beside him. He was given the name "Chirau Wembwachena," i.e.,

"Chirau of white dogs."

Chirau had two wives as it was allowed during those days to

have as many wives as one could have. (This was because our old

ancestors wanted the perpetuation of the tribe.)

One of Chirau's wives was very beautiful and young. Chirau

or Muzembe had three sons. They were Chikuse, Shunje, and Chavanji.

(All the other daughters were taken to be unimportant in our history

because they were said to "enrich other people" when they got

married.)

Chavanji was attacked and killed by a lion (and that was the

end of him).

Chikuse, like most of the Nondo people, loved beautiful

women very much. He proposed love to his father's (Chirau) youngest,

glamorous and sweet wife. They fell in love and ran away secretly

together. He died somewhere without anybody's knowledge of his

whereabouts. He later came back as a "mudzimu" (spirit) to inform

his people about what had happened to him. So at last, his people

knew that he was no more alive.

Chirau was terribly angered. The son Chikuse had derided

him. He had been made a figure of shame and derision. He thought

of a way of getting rid of himself.
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One day in the morning, he told his only remaining wife to

remain home while the people of the village went to work in their

fields. His wife had brewed many pots of beer. Chirau told his wife

to carry her baby on her back and follow him. The two of them took

the pots of beer into a cave called "ninga" in Shona. Chirau told

his wife to follow him into the cave with her small child on her

back. The woman protested but Chirau said that he was trying to

trail an animal that had entered the cave after he had maimed it.

The wife complied with his request.

In caves, when one goes further into the interior, one gets

lost and never comes back. Chirau and his wife died in the cave

after their beer got finished. Nobody knew where they had gone.

Chirau loved his woman so much that he preferred dying with

her in a cave rather than leaving her behind for other men to take

over.

For a long time the Nondo people in Rukodzi did not know

where he was and what had happened to him. They discovered what had

happened to him only after he came back as a spirit. This spirit

since has appeared through six mediums (homwe) and today (29th of

September, l976) the spirit uses the seventh medium (a woman, Auntie

Misodzi) who is very old.



EXTRACTS FROM A PROJECT ON

FOLK TALES
 

by Jennifar Mutamba

The Owl--King of All Other Birds
 

Long ago all the birds lived together and they were very

happy. They all had one king and that was the owl. The owl had

lice all over his body, so all the birds were supposed to go on duty

picking out the lice from their king's feathers every day. Each day

the owl sat up in the tree dozing while the bird on duty removed the

lice from his body. The birds were very afraid of the owl so they

had to do their duties whether they liked them or not.

They were so afraid of the owl because he had told them that

he had horns and not ears, so that every bird who was stubborn was

going to be pierced to death with the owl's horns. To hide the fact

that he had no horns but feathers, the owl never allowed the bird on

duty to remove the lice near his ears. They could remove lice from

all over his body except his head.

Then one day a certain little bird was on duty. He removed

the lice and scratched the owl's body so softly that he went to

sleep. While he was asleep, the little bird began to look and touch

the owl's horns, and all he found were feathers and no horns. After

discovering this, the little bird went away quietly without waking
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the owl and all the other birds that were deceived by the owl were

told the truth. The owl had feathers and no horns.

On hearing this, all the birds were very angry with the owl,

and they went to him and started to bite him and chase him away.

Then, from that day on, the owl began to stay alone, away from the

other birds.

Even today we can still see the owl staying all by itself

and moving only during the night when other birds are sleeping.

This is because he is afraid of what he did long ago. If the owl

moves during the day, the other birds will bite him and chase him

away.

Why People Laugh at the Hyena
 

Once upon a time, all the animals in the forest were of the

same colour. All the animals were brown. The leopard was brown,

the zebra was brown, and the hyena was brown.

The hyena was a very, very bad animal. He was unkind. He

used to take the small tortoise with the small short legs and put

him high up in a tree. Then he laughed and went away leaving the

little tortoise with his short legs in fear of falling down from the

tree and dying. Later the leopard came and the tortoise called to

him: "Please, leopard, help me to get down." The leopard looked up

and saw the poor little tortoise high up in the tree. The leopard

was kind and he helped the little tortoise to come down.

Then the tortoise said to him: tBecause you were kind to

me, I will make you very beautiful." So the tortoise took his box
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of colours and made beautiful black spots on the leopard's head and

back. The leopard said, "Thank you," to the little tortoise and

went away. Soon the zebra saw the leopard and asked him where he

got those beautiful spots. The leopard answered, "I got them from

the little tortoise." So the zebra went to the tortoise and said

to him, "Little tortoise, you made the leopard very beautiful.

Please make me beautiful, too." The tortoise took his box of colours

and made beautiful black lines on the zebra's head, back and legs.

The zebra said, "Thank you," and went away. On the way he met the

hyena who said, "Zebra, you are very beautiful, and I saw the

leopard and he is beautiful, too. Where did you get your beautiful

stripes?" The zebra said, "Go to the little tortoise and ask him."

So the hyena went to the tortoise and said, "Tortoise, you

are making all the animals beautiful. Please make me beautiful,

too. If you don't make me beautiful, I will put you up in the tree."

The tortoise did not answer. He took his scissors and cut the

hyena's hair so that it was long here and short there. Then he took

his box of colours and he put black spots here and black stripes

here and there. So today, the hyena has long hair and short hair

and has stripes and spots; and if one only says his name, everybody

laughs because a hyena looks very ugly.
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Tugfof-War
 

One day the hare met an elephant in the forst and said,

"Elephant, will you have a game with me?" "What game can I play

with you?" asked the elephant. "You are so little,“ he added.

"Well, I want to have a tug-of—war," said the hare. "You

will hold one end of the rope and I will take the other and then

we will pull and pull and we'll know who is stronger than the other."

To this the elephant laughed and said, "You are so little!" “That

does not matter," said the hare. "I will go and get a rope from my

house."

So the hare went to his house and got a rope. Then he went

to the river and there he met a hippopotamus. The hare asked him

again if he would play a game with him. "What game will I play with

you? You are so little," the hippo said in disgust. "That does not

matter," said the hare. "We'll have a tug-of—war. You will hold

this end of the rope and I'll hold the other end; and we will begin

to pull apart, then we will see who is great and stronger." "Very

well," said the hippo. "You go and get ready."

The hare ran off to the elephant and said, tHere is the

rope, take this end. My end is over there. Now I'll go over there

and get ready. When I shout, we'll both begin to pull."

The hippo held his end of the rope and the elephant his end,

but they did not see each other. Then the hare ran to the middle of

the rope and shouted, “Are you ready? Pull!" Then the elephant

pulled and the hippo pulled. They pulled and pulled and pulled.

All the morning they pulled. Finally, in the evening, the hare who
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was lying in the grass laughing called out, "Hippopotamus, shall we

stop? I am very tired." So the hippo dropped his end of the rope

and went to sleep. At the same time the hare called out, "Elephant,

shall we stop? I am tired."

"Yes," said the elephant strongly. ”I am very tired. I did

not know you were so strong." But the hare only said, "I am not

at all tired."



EXTRACTS FROM A PROJECT ON

THE CHIEFTAINSHIP 0F CHIEF MUTEMA, A MAN WHOSE

QUALITIES HAVE RESISTED THE TEMPTATIONS OF TIME

by Gilford Mhloyi

It is a paradox that it took generations and generations for

many European governments to come to a democratic rule; yet Africa,

which by historians has always been termed as "The Dark Continent,"

has been having chiefs who ruled their people democratically and

who never exploited their people. Historians have overlooked and

tramped these things under their feet. Possibly they were just

informed by biased explorers whose information might have been

restricted to a small area where they might have been ill-treated

and hence looked at everything around that area as bad or, where he

was well received by some excited Africans, then the history of

that area and every system of government around that area was

regarded as an Israelite's Canaan. There are, however, chiefs like

Chaka termed by historians as "Chaka the Cruel" or "Chaka the

Destroyer"; but there is also Napoleon Bonaparte, there is also

Hercules and Hitler--all these four were heads of armies and a leader

of an army can be nothing else but a dictator, nothing else but a

megalomaniac. (Of course, all these are military factions.) But

Chief Mlozi, the last of the slavers in Malawi, the then Nyasaland,
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is one of note as he is a good example of those Africans who were so

absorbed, not in the ruling of their people, but in enriching them-

selves to cope with the outside world, economics-wise.

But to me, there is one whom I call an ideal African chief

who to the eye of my mind appears as "A man whose qualities have

resisted the temptations of time," a man who despite his low educa-

tion has tried to look at the government that acts as a bridge

between his people and happiness and has tried to reject the govern-

ment's ruling in many spheres and has come to Unite his

people through nothing else but his resisting qualities.

This pamphlet does not, however, seek to go deep down into

his political beliefs or rather the political beliefs of his people

but would touch such items if they have any effect on his position.

So my aim is to try and paint a picture of how he came to be where

he is, his duties and how chiefs before him and he himself have been

annointed, scrubbing the top layer of the cultural and social life

of his people.

Chief Mutema's kingdom stands aloof on a princely splendour

and it's as sensible to ask how he came to occupy that place as it

is unsensible to ask the origin of man.

It was only the rain making magic* that started the whole

thing. At Mbire, where the whole Ndau tribe is said to have come

from and settled to where it is, Chief Mutema (his predecessors) was

 

*

Medicine kept in calabashes to do unknown arts.
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married to Musikavanhu's daughter. Through man's folly of revealing

every secret to his wife, Mutema fell into the same trap and revealed

where he kept his medicine which was responsible for rain-making.

Mabota plotted with his daughter to steal the "gona" which she did,

and he with some admirers and family ran away and settled in Mhungura.

Chief Mutema and his men trailed after them, passed via a place

called Runzeererano where Mabota, during his escape, had fallen in

love with a beautiful, young girl who during the escape remained at

Runzeererano and gave birth to a child named Chedoo whose later

story, adventure and rise to kingship makes me feel that some people

are born to be kings. Mabota settled at Mhungura and Mutema's

people went and circled his kraal a few weeks after his settle-

ment. Mabota, seeing that his life was counted in minutes,

called his sister and gave her some directions to tell to the

only son, Chedoo. She is told to behave like a monkey and

escape with medicine to give to Chedoo. whose later story would

be fitting were we writing on Musikanvanhu and whose life is so

interesting based on boldness and the help of ancestral spirits

and magic.

When Mutema's emissaries reached the place to where

Mabota had settled, they killed Mabota himself; and for the

sake of proof, they carried his head to show to their chief.

As they were on the way, it is true they admired the places

they passed through. When they were about to reach Mbire, Mabota's
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head fell and there started the Sabi River. To their disappointment,

they were scolded by Chief Mutema.

After that most memorable incident, rain began to be

scarce. These emissaries told of the very fertile places they had

passed through and within two years, there began an Exodus.

The real name of the Mutema, when the Ndau people settled

to where they are, was Shiriedenga, and under him were his sub-chiefs

whom he called Matumburanzou (elephant dissectors: named thus

because when an elephant died, instead of the chief himself giving

consent to its being dissected, it was his subchiefs who took that

responsibility). When Chief Mutema reached his destination he

divided his kingdom among his Matumburanzou and he acted as an over-

seer. Shiriedenga's Matumburanzou were, according to priority,

Chikwanda, Munyokowere, Mwafaune, Chivunze, Mwendeka and Maunganidze.

When the white man came to Africa, as the books reveal, it

seems as if the place they are said to have discovered had seemed

not to have been settled. When Shiriedenga and his people came, this

place was by no means unsettled. There was a tribe which had already

settled around where Chipinga is now. This is the Mamhure tribe.

When the Ndau came, they swallowed this tribe. Since the rule of

Shiriedenga there has been a great problem from these people who

claim to be the rightful rulers of Mutema's kingdom. This seems

analogical with the coming of the white man. Their claim rather is

listened to with a deaf ear because when they came, they had no

chief above them and the settlers don't recognize them as a tribe

because the Ndau don't consider a tribe to be a tribe without a head,
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just as good as a man without a head is no man. This problem

is flickering because of the many problems being encountered

since the coming of the white man; the real Ndaus seem to have

worse problems to think of than the Mamhure problem. In any

community, men have to first face problems that seem to destroy

their own existence.



EXTRACTS FROM A PROJECT ON

NDAU CULTURE
 

by C. D. Mayahle

Ndau people are now specifically spread in the area now

termed "Gazaland" in Chipinga district. These people adopted this

name from a certain phrase they uttered before chasing the Marozwi

from fertile areas. Should they happen to get at a place they

needed, they would say these words with might and force: "thkani

madhodha le Indau yethu yonke," which would stir up fear and panic

in their opponents. These words meant, "Wake up, this is our place."

Every time the Marozvi saw them come they would with great fear

shout, "Aba Ndau bafikhile, ngasihambe," which meant "Those people

who claim this place to be theirs have come. Let's go away." They

would run away in terror. "Ndau" in this case means "a place."

Therefore, in the long run they came to be called ”Ndau" people.

The Ndau people were a very peculiar people. They were five

or six feet tall, strong, healthy and muscular people. The women

were also very strong, vigorous, hard-working and black in complexion

but beautiful.

Much like the Hottentots, they wore elaborate skin clothes.

Men wore an apron-like skin from the waist supported by a rope belt

to cover the front. Women prepared the tubers of a "danda" tree for

their clothing.
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They dug the danda tubers, washed them first to clean off the

soil, crushed it between stones and then washed the crushed tubers.

Best fibres were selected to knit blankets and clothes called "Iswa."

On special occasions they put on wigs prepared from sisal

fibre, painted red by a certain soft river rock. Permanent designs

were made from ashes in their faces, stomachs, hands and legs; all

were meant to attract men, it was a very romantic tribe.

Birth and Marriage
 

There was no specific age said to be the best and most

suitable time for marriage. A newly born baby could be assigned to

a husband, either a young man or a gray-headed man. This was often

done in times of famine, and on failure to pay bail money. However,

the child could stay with her mother until her breasts bloomed into

maturity. Marriage took a very ceremonial procedure.

But should she wait without being assigned to a husband, she

could normally attain the age of twelve and a man eighteen onwards.

Their marriage procedure was very formal and circuituous.

If a boy loved a girl he was not supposed to go straight to court

the girl. Instead he was expected to appeal to the sister of the

father of the girl or to the grandmother of the girl he wanted to

court. Here he would disclose his wishes to either of the two who

would call the girl in the absence of her spouse-to-be to inquire

whether she was amenable to the proposal. If, however, she needed

time to consider she was granted. The results would be disclosed to

the young man through the same people again. These two also added
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much essence to the proposal; they needed to know you and approve you

to marry their so-called daughter.

Each time a young man wanted to visit his girlfriend he

would arrange with that aunt or granny. Their homes were their

meeting place. In the long run the young man would be introduced to

the whole family. Delicious food was prepared for him on his first

visits and the same was the case upon the girl's.

Parents played a major role in this. If they disapproved of

your choice, you could do no better than follow them and start afresh.

Should they be satisfied with your choice then lobola could be

happily presented. At this time money was not used. Stone hoes or

iron hoes, beads, a goat or a cow could suffice for lobola. What was

necessary was just that symbol of unity.

After the paying of lobola the girl left her home to live

permanently with her husband. Men had all prerogative to marry more

than one wife.

Before giving birth several herbs would be taken to form a

good passage for the child to pass through. If the child refused to

suckle her mother's breasts, the mother was expected to reveal the

bad that she had done. It might be that she was a witch or the child's

father is not the real one the mother claims to be. The child would

die if the mother refused to reveal the truth.
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MR. T. MOYANA'S REPORT, 1973
 

Mr. Moyana returned to teaching this year after a break

during which he obtained his P.C.E. In his handling of the two

lessons observed, he displayed a high degree of professional skill

and an unusual depth of background and feeling for language. His

usage and diction are accurate and precise. As he is not involved

in criticism or assessment he has no opportunity to observe his

students teaching English in the primary classroom. The first year

group had produced some generally good examples of creative writing

marred sometimes by the expression of extreme and not always

logical views on controversial issues. One question whether, as

Mr. Moyana seemed to suggest, the application of the basic rules of

logic would inhibit creativity. This apart, it is considered that

Mr. Moyana's departure, if it materialise, at the end of the term

will create a gap at the school difficult to fill.

The above is an abstraction from the overall Inspection

Report on the Mt. Silinda T.T. College conducted by a Team of

Government Inspectors in June, 1973. This is the actual portion

which indicates Mr. T. Moyana's actual performances during the

exercise, and I here certify it as a true copy of the Report of

what transpired.

Yours faithfully,

/
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