




















































































































































































































































































































































































































occupations which did not involve some measure of contact with the public, and some

ability to follow instructions in English (Ridge, 1986:101).

In an analysis of the aims and purposes of the English syllabus it becomes evident that this
syllabus which harboured humanistic values and equipped learners with life skills did not
in anyway influence the Bantu language syllabus which was underpinned by the scientism

of Fundamental Pedagogics.

5.7. Conclusion

In this chapter I set out to critically examine the history of the codification of the SiSwati
language against the backdrop of a speech community straddling the political border
between South Africa and Swaziland, as well as a preliminary look at the development of
a SiSwati school curriculum over the last thirty years. From this examination the

following salient insights emanated:

e The development, as well as the retardation of SiSwati cannot be divorced from the
influence, involvement and interference of the dominant neighbouring isiZulu
language. The status of isiZulu was elevated by the fact that it underwent codification
largely through the efforts of European missionaries and developed a strong written
tradition due to economic and geographical reasons.

s A perception took root that SiSwati can only be analysed, or talked about in terms of
isiZulu due to the use of the isiZulu Bible and church liturgy at Swazi mission
stations.

e The teaching of isiZulu as a school subject and its use as the medium of instruction
instead of SiSwati further delayed the development of SiSwati as there was no sense
of urgency in codifying and publishing in a minor underdeveloped language which
was not taught in schools. Subsequent efforts at developing SiSwati continued to
hinge on isiZulu linguists from the Universities of Zululand, Natal and Unisa who
erroneously treated it as younger language and a variety of isiZulu, therefore

warranting its analysis with reference to and in terms of isiZulu. Even though the
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SiSwati Writers Association in Swaziland has taken over the process of developing
SiSwati, this process itself continues to be influenced by isiZulu authors and
academics by conducting writers' workshops and prescribing the translation of isiZulu
literary works into SiSwati. Commercial and financial interests in SiSwati materials
development evidently drove this involvement.

As isiZulu became the language of Christian devotion, the use of the isiZulu version
of the Bible retarded the development of SiSwati in Swaziland and South Africa as
the need for a SiSwati Bible became less acute. It further strengthened the general
perception that SiSwati did not warrant the cost and effort needed to standardise and
codify it as its speakers used the isiZulu Bible, as well as an assumption that SiSwati
was merely a minor variety of isiZulu. The dominance of isiZulu in the religious
domain elevated its status above that of SiSwati and brought about a familiarity with
and an affection for it that tended to alienate people from their own language.

In the development of SiSwati by key players such as the Bible Society, the SiSwati
Language Board and academics in general, speakers of the SiSwati language residing
in both South Africa and Swaziland were treated as one speech community with the
result that one orthography was developed. This made it possible for textbooks, the
Bible and literary works to be written for the community in South Africa as well as
Swaziland.

The monopoly on materials development by the educational publisher Macmillan
seriously undermined the provision of competitive, quality driven textbooks in
SiSwati.

In the development of the isiZulu curriculum, the Afrikaans syllabus which is
underpinned by the Fundamental Pedagogics paradigm and Christian National
Education served as a blueprint. As the isiZulu curriculum, in turn, served as a
blueprint for the siSwati curriculum, the latter inadvertently took on board a teaching
philosophy which has left a legacy that is still part and parcel of the SiSwati language
teaching methodology.

It is ironic that the liberal, child-centred and humanistic English syllabus played no

part in the development of either the Swaziland or South African SiSwati curricula.
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This chapter then has explored the extraordinary way in which SiSwati language
development has been detrimentally influenced by its proximity to isiZulu. It has also
demonstrated the way in which Fundamental Pedagogics seeped into SiSwati education,
generally, a situation which has resulted in the SiSwati curriculum being a mirror image
of the Bantu education isiZulu syllabus. This issue will be explored in greater depth in the

chapter on the development of the SiSwati curriculum.
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Chapter 6

Research design and methodology

6.1 Introduction

This chapter presents and discusses the methods used in accessing, capturing and
processing data. The fieldwork that was done in Swaziland between August and October
2000, reflects the use of a combination of qualitative and quantitative research
methodology. The rationale for this two-pronged approach will be offered as an
introduction to the chapter. This should shed light on the process of selecting sampling

sites, negotiating entry, capturing data and it will explain my method of data analysis.

6.2 Rationale for using a combination of qualitative and quantitative research

methods

A researcher is ‘merely a person who looks very carefully and then reports very carefully
what has been seen so that others will believe it is a useful way of looking’ (Lloyd-Jones,
in Graham and Hudson-Ross, 1999: 65). In doing this research, I have taken comfort in
the stories told by Ely, Anzul, Friedman, Garner and Steinmetz and Shaughnessy (1979)
about their experiences, struggles, insights and visions about coming to terms with the
complex nature of naturalistic research. By becoming acquainted with this wide spectrum

of case studies, | succeeded in grasping the complexities of this kind of ‘untidy’ research.

The need for a reservoir of quantifiable data emanated from a perceived need to control a
host of variables in the field. But I was also aware of the lack of nuance and subtlety in
only employing quantitative methodology as it often fails to take account of the unique

characteristics of individual cases (Edwards, 1998:37).
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A substantial body of literature caution against a naive dependence on results from
research based exclusively on quantitative methods. Fischer and Wertz label this kind of
research as ‘incomplete’ and add that ‘efficient data production and statistical analysis,
even where supportive of hypotheses ... (require an added) understanding of the
particularly human character of social events — their rich, holistic, participative quality.
We are becoming ready in many circumstances to forgo mathematical precision for a
more complete, if always somewhat ambiguous, comprehension of non-laboratory life’

(1979: 135).

To complement (or in some cases replace) the ‘incomplete’ character of quantitative
research, Denzin and Lincoln’s (2000:3) advocate an approach that acknowledges ‘a situated
activity, locating the observer in the world. It consists of a set of interpretive, material
practices that make the world visible. These practices transform the world. They turn the
world into a series of representations, including field notes, interviews, conversations,
photographs, recordings, and memos to the self.” Qualitative researchers study things in their
natural settings, attempting to make sense of, or to interpret, phenomena in terms of the
meanings people bring to them. In other words, the qualitative paradigm aims to understand
the social world from the viewpoint of respondents, through detailed descriptions of their
cognitive and symbolic actions, and through the richness of meaning associated with
observable behaviour (Wildemuth, 1993). In this paradigm, which rejects both a cause-and-
effect construct and universal laws devoid of any socio-historical context, the separation

between researcher and respondent is diminished (Munhall, 1989).

Other scholars like Kemmis (1980) and Benoliel (1984) argue along the same lines. Both
highlight the need to respond to on-the-ground situations as people interpret an objective
world, which means that their valued experiences are deeply contextualised. Unless the
researcher understands the existence of multiple realities in her field of exploration, the

findings will rest on a distorted perspective.
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The methods of data collection and generation employed in qualitative research then are
inherently different from those in quantitative research’’ in that they rely on narratives to
carry themes, impressions, ideas, concerns and attitudes from original context to that of the

reflective researcher and later the reader of the study.

Qualitative research is at times referred to as ‘naturalistic’ because one is taking
advantage as much as possible of the natural situation in which people live and operate —
because that is their context. The assumption is that if you want to understand the way the
world works, you have to go out into the world and try and see it as it is, rather than take
some aspect of the world into the laboratory and subject it to some kind of controlled
experiment. This is especially true of the education sphere. In particular, classroom-
observation studies have been neglected in the field of second-language acquisition.

(Ellis, 1990:64-92)

I am fully aware of the criticisms levelled against qualitative research, such as those by
Adelman, Kemmis and Jenkins, 1980, Sandelowski, 1986, who have highlighted the
dangers inherent in the poor understanding of its complexity and the need for highly,
multi-skilled researchers. These critics worry about the size of the samples, its
representativity, the questioning and interpretative skills of the interviewer/researcher.
(Hamel, Dufour and Fortin, 1993). However, it is quite ironic that the objections raised
by these scholars are also applicable regarding quantitative research, albeit in a somewhat
different way. Apart from the objections already raised regarding the exclusive use of
quantitative research the problems around sample selection, questionnaire design and
interpretation of data associated with this mode of research are at least as riddled with
pitfalls as with qualitative research. While quantitative research is at least representative
of the subjects involved, it should ideally be supplemented by qualitatively-oriented

studies.

' The approach of measuring and quantifying phenomena as distinct and analytically separate is at the
heart of quantitative research and allows inferences to be drawn about the whole from the analysis of its
parts. Reality is conceptualised as two-dimensional and explained by cause-and-effect relationships. This
form of inquiry is deductive and emphasises observing truth as a singular objective reality.
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The question, when research is valid, is hugely complex. It seems to revolve around a
host of factors. But the way a researcher measures, weighs, concludes and recommends
seems to depend on her level of understanding of the field, her credibility as a researcher
and her ability to use her chosen measuring instruments.

My research strategy, i.e. participant observation in selected classrooms, the
administration of a questionnaire and the conduct of a series of interviews evidently has
to be tested against accepted practice in these research modes. For me it was important to
capitalise on triangulation by corroborating one set of findings with another, and in so

doing to look for an acceptable degree of ‘convergence’ of the three research avenues.

This view holds much weight in literature on triangulation. Flick (1998) views it as a

reassuring research mode:

Triangulation ... The combination of multiple methodological
practices, empirical materials, perspectives, and observers in a
single study is best understood, then, as a strategy that adds
rigour, breadth, complexity, richness, and depth to any inquiry
(Flick, 1998:231)

Knafl and Breitmayer argue that consistency in a multi-pronged research

approach brings a sense of confidence in the end findings:

Investigators engaged in qualitative research will have increased
confidence in the credibility of their results when multiple data
collection methods yield consistent findings (Knafl and
Breitmayer, 1989:238).

Denzil and Lincoln value the outcomes of ‘competing visions’ realised

by triangulation:

Viewed as a crystalline form, as a montage, or as a creative
performance around a central theme, triangulation as a form of]
or alternative to, validity, thus can be extended. Triangulation is
the display of multiple, refracted realities simultaneously rather
than the sequential or linear. Readers and audiences are then
invited to explore competing visions of the context, to become
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immersed in and merge with new realities to comprehend
{Denzin and Lincoln, 2000:6).

Although qualitative research is termed ‘naturalistic’, it would be simplistic to assume
that employing qualitative research methods is entirely naturalistic. Reflecting on the
interviews | conducted for instance, 1 cannot say they were entirely ‘natural’. Even
though 1 did not take teachers out of their everyday life to interview them, I stopped their
life for a period of time and asked them to reflect and talk. Nonetheless, | maximised on
the strengths of qualitative methods and adopted an approach which gave me the ability

to make it as near as possible to a natural, everyday conversation.

In sum, the qualitative methods | employed were particularly useful in providing me with
detailed and accurate data. I preferred to view them as part of a process of triangulation in
which | was consciously weighing the degree of articulation between the qualitative and

the quantitative methodology applied.

6.3 Initial considerations

Let me begin by mentioning the initial sceptical attitude towards my fieldwork amongst
the targeted respondents. Closer scrutiny revealed that they evidently suffered from an
overexposure to field researchers and had seen too many people with clipboards and
questionnaires come and go with little tangible effect on their teaching and learning
context. However, my perception was that the more personal character of participatory
observation was more acceptable to them as it aliowed for some interaction, as well as a

more visible profile during the process.

As this research was initiated by me, | had to seek permission to conduct the study as
opposed to being invited to do so. This was duly given. Furthermore, my familiarity with
the context and many of the teachers placed me and the subjects observed on a personal
footing — a situation that helped and hindered the process. I shall return to this aspect of

the research in due course.
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Qualitative researchers accept that the researcher enters the process with a personal and
social history that will affect the choice of research topic, how questions are framed and
what assumptions are made about the respondents. In addition, the researcher holds
preconceptions derived from what Goodwin (cited in Blommaert, 1997) calls
‘professional vision’. This refers to disciplinary ways of knowing and seeing — the lens
which shapes the angle, depth and breath of our gaze. The choice of lens is, at least to
some extent, affected by the knowledge that the picture that is developed is aesthetically
pleasing to our peers. Thus professional vision is, as Goodwin points out, always
selective (Blommaert, 1997). The researcher’s epistemological and ideological
assumptions shape choices of research design and method, and ultimately influence

findings (see Cameron et al).

The lens of my own ‘professional vision’ has been profoundly shaped by my six years at
the University of Cape Town, where I was submerged in an uncompromisingly modern
and academic context. The changes in me, as | have mentioned in the opening chapter,
constituted nothing less than a paradigm shift and touched every aspect of humanness.
Apart from these deep personal shifts, [ have developed sociolinguistic and
psycholinguistic perspectives that transformed me into a researcher with a peculiar

insider-outsider status in a place that I used to call home.

Added to these profound philosophical and academic shifts is my more recent
involvement in the writing of textbooks for the South African SiSwati speaking market.
In retrospect, I realised that all these factors influenced the shape and design of my
research and the way | observed and interacted in classrooms. My exposure to literature
in the field of language education and curriculum also created particular epistemological
and ideological assumptions about language teaching and learning. For these reasons, |
readily acknowledge that my familiarity with the Swaziland context, my educational
background, my ideological assumptions and my professional vision must have informed
the design, execution, processing and interpretation of the data, as well as the findings

and recommendations of the study.
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In other words, 1 approached the field as an ‘interpretive bricoleur’ (Lincoln, 1999),
which means 1 appreciated the fact that research is an interactive process shaped by
among other things, my history, gender, social class and educational background. In that
sense no enquiry can be value free. The story | was going to tell after my research would
be couched and framed within a specific paradigm. Therefore the assertion by Bateson
(1972: 314) that the researcher is ‘bound within a net of epistemological and ontological
premises which — regardless of ultimate truth or falsity — become partially self-validating’
held true for me, and my personal biography was crucial as it made me work from a

particularly critical perspective.

In conducting this research I was also aware that there could have been dangers in
remaining too detached and too much of an outsider. If relationships of trust did not
develop between the participants and I, the participants may have behaved differently. It
was unlikely that they would have talked openly about their experiences and views and |
would not have developed a knowledge and understanding of the social meanings that
underpin group interaction and the perspectives of subjects. It was important not to
present a picture of the group which was based in large part on my own preconceptions.
Conducting research in a familiar setting required that [ balance the insider and outsider
roles and combine the advantages of both; in other words, that I endeavour to manage a
marginal position with regard to subjects. Being at one with the group and yet remaining
apart, being a ‘friend’ yet remaining a ‘stranger’, became a difficult and sometimes
stressful experience. But, as Hammersly and Atkinson (1983) emphasised, it is essential
for good ethnographic research. The words of Gale Levine (cited in Ely, Anzul,
Friedman, Garner and Steinmetz 1991:54) aptly described the approach I had when 1

negotiated access to my research sites:

We will never be entirely free of own preferred ways of viewing
situations and our own biases. We can, however, be more self-
aware.
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6.4 Gaining access to the research sites

Sapsford and Jupp (1996) have written that observational research often involves
representative sampling of different types within the case that is being studied. It is rarely
possible for the researcher to observe every subject, sub-setting, event, or instance of
behaviour in which he or she is interested, and even if it were possible, it would not be
necessary or desirable to do so. What observational researchers generally do is to select
samples and base their analysis and conclusions on data from these samples. Observing a
sample is obviously much less time-consuming and, as a result, it is possible to collect
more detailed and accurate data. But there at the same time is a danger of error arising
from unrepresentative sampling. If the subjects, settings, events or behaviour sampled
and observed are unrepresentative of the general population of subjects, settings, events
or behaviour with which the researcher is concerned, then it will not be legitimate to

generalise from the sample.

Before 1 left Cape Town for Swaziland at the end of August, 2000, I had to make a
decision about the sites in which [ was to do my research. Considering then the fact that it
would not be possible or even necessary to observe every SiSwati classroom in the
Swaziland context, 1 selected samples from urban (Manzini and Matsapha), semi-urban
(Big Bend and rural ( Siteki) areas. In the urban area, | thought it would be useful to
select schools, one in the centre of town and the other on the outskirts of Manzini. The
school in the centre of Manzini (which will be referred to as school F) is a government
school with an enrollment of about 520 learners and 26 teachers. There were 2 streams in
each grade and each class had approximately 35 learners. Besides it being the biggest
school in Manzini, I found it interesting to select it as a research site because it also
attracted learners from many small areas in the Manzini region. So, learners at this school
came from different socio-economic backgrounds.

The second school selected in the urban area (which is referred to as school E is the
biggest school in the country. Historically, it was reserved for members of the royal
family. School F had an enrollment of about 900 learners and about 50 teachers. My

reason for selecting the school was because | had been advised that, despite its size, it
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was one of the most organised schools in the country with a pass-rate of above 90 per
cent. I deemed it convenient to visit a school that had a whole SiSwati Language
Department as it meant that | could save time if | observed many classes and interviewed
more than two teachers in one context. I deemed this would be a representative sample of
the general SiSwati teaching and learning ‘population” as it also reflected a fair
representation of the socio-economic spectrum of the nation. Full representation also
required the inclusion of two private schools. These were selected from the semi-urban
area called Big Bend. The first school (which 1 will refer to as school D) was selected on
the grounds that it was a multicultural school and the fact that it was, back then, one of
the two most prestigious schools in the country where learners followed the A-Level
syllabus as compared to the O-Level one followed in other schools. I was curious to find
out if there was a SiSwati syllabus at that level and eliciting the responses of learners who
were clearly considered ‘the cream’, regarding their attitudes towards SiSwati as a
language and a subject. I wanted to find out which languages were selected by learners
who were given a choice of four languages and their reasons for their language choice.
Out of the approximately 60 learners in Grade 11 (out of an enrollment of about 300 in
the school), only 15 had opted to do SiSwati and their reasons were most interesting (as it
will be discussed in Chapter 9). Given the low number of learners taking SiSwati as a
subject at this school, there was only one teacher who taught the subject in the entire

school.

Not very far from one of the most prestigious schools in Swaziland (School D) is another
school (which 1 will refer to as School C) which I can say is a fair resemblance of a
typical semi-urban school. 1 thought it would be sensible to select this school as a
research site given the unique features of School D in this context. About 600 learners
had enrolled at this school and there were about 26 teachers. The Head of the SiSwati
Department taught both Grade 11 streams which had about 60 learners. SiSwati and
English were the only two languages on offer at this school, as compared to School D

where learners could also choose to do Afrikaans and French.
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Even though schools (A and B) in the rural area were selected on the grounds of
convenience, they were also typical examples of rural schools in Swaziland. School A,
even though based in a rural area, had some characteristics of School F in the Manzini
region. It was a big government school with an enrollment of close to 600 learners and 30
teachers. It also attracted many learners from the smaller villages surrounding the main
village, Siteki. When contrasted with School B, which is also in Siteki, one can say that
School B which is a Mission school is more organised, more expensive and is known for
turning away learners with low marks who would then be accommodated at School A,
the government school. Given the fact that School B is the more expensive schools of the

two, it did not come as a surprise that there were about 320 learners enrolled at School B.

[ decided to focus on Grade 11 classes in order to get a clear picture of the depth of
curriculum content close to the exit level. Being more mature students, I also expected to
have more informed conversations at this level. (Grade 12 students were already into

revision mode and therefore preoccupied with the final examinations.)

The SiSwati teachers for the identified classes were approached in order to get a teacher’s
perspective of the same teaching context. It was an added bonus that some of them were
external examiners, markers and also teachers of English. Out of all the ten teachers
interviewed and observed, only one teacher happened to be male, however | did not see

that as a problematic variable.

The period between August and October was not only convenient for me, but it was three
weeks into the last term of the year and I presumed that high school teachers would have
already developed solid relationships with their learners’”. The timing was important as
both teachers and learners were equally important for this study. Seeing them in their
context was very important and eliciting their responses (through the questionnaire and

teacher interviews) was crucial.

™ It is often the case in Swaziland that high school teachers do not teach at Secondary school level.
Secondary school level is normally taught by teachers with diplomas and the high school is reserved for
those with first degrees.
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The negotiation that precedes entry to the research sites is a critical part of the research as
it pertains to issues of selection, the establishment of a relationship with the researched,
and research ethics. As such, it constitutes an important part of the data and its explicit
narration (as part of methodology) is, simultaneously an acknowledgement of the socially

constructed nature of the research and key to establishing validity and reliability.

According to Sapsford and Jupp (1996) what the researcher actually selects to observe
may very much depend on the opportunities that arise, the role he or she takes within the
group and the relationships that have been developed with subjects. Often observation
depends on the co-operation of subjects or gatekeepers, and the researcher has to

concentrate on those who are willing to co-operate.

In choosing schools in the rural areas [ took advantage of relationships I have developed
with subjects in the past as a former teacher and a member of the community. 1 asked
myself questions such as: Is this a place where | can learn to fit in comfortably? Do |
know anyone with connections to this place? It was important for me to find gatekeepers
— those people who could provide the permission for me to conduct my research in
particular settings. Ely, Anzul, Friedman, Garner and Steinmetz (1991:20) describe a

gatekeeper in the following manner:

This is the person you need to persuade (1) that you are sympathetic
to and understanding of the goals of the setting; (2) that you provide
some safeguards for the setting and people in it; (3) that you will
not disrupt the basic routine of the setting; and/or {4) that you can
give useful feedback on the workings of the setting after your study
is complete.

The first school, which I will refer to as school A was selected because it was a walking
distance from my home. My brother also happened to be the principal of the school. |
have to say that gaining access to the school did not present any problems as it was an
issue that I negotiated at home. I am aware though that being related to the principal of

the school could have worked to my disadvantage as teachers may have felt obliged to
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co-operate with the “principal’s sister’. There was also the possibility that their responses

might have been more guarded.

When I arrived at the school, I was introduced to the head of the languages department, a
most co-operative and welcoming person. Later that day at an ad hoc meeting 1 was
introduced to the language teachers and then asked to outline the purpose of my visit
during the 45 minutes [ spent with the teachers. I made it clear that I was not examining
or evaluating their personal competence and that my presence in the classroom would be
purely observational. After some deliberation two teachers, one fresh from university
studies who was about 22 years old, and another more experienced, older person whom 1|
estimated to be about 45 years, agreed to make themselves and their classes available. It
was interesting that the former decried the fact that she was not an O’Level examiner, a
remark that indicated to me that the exit examinations still dominated the teaching and
learning process. The older woman showed some uneasiness about being observed and
interviewed by someone younger than her. The fact that I was able to proceed with my
studies (in contrast to her) also coloured our conversations. There was a common

appreciation of the fact that advanced studies were crucial in enhancing one’s career

options.

The complex and problematic set of circumstances that surround the teaching of SiSwati
at tertiary level became apparent in my conversation with the junior teacher. She
remarked about the difficulty of having to teach SiSwati as she had ‘learned’ it in English
at the University of Swaziland. For her, it was difficult to then remind herself for
instance, what an adverb is in SiSwati. Teaching SiSwati was still ‘a learning process’
rather than a utilisation of a language. This teacher’s comment on the conflict between
studying SiSwati at the university and teaching it at school highlighted for me an
important fact: That there was a mismatch between the media used for training and

teaching,

Once the two teachers who would participate were decided upon, 1 sat down with them

for a further 20 minutes and we discussed in detail the nature of my investigation. We
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looked at the timetable together and we agreed on the best times for classroom

observations. This preceded the formal 45-minute interviews with the teachers concerned.

I spent about two hours in total will all three SiSwati teachers. Prolonged interviews were
conducted with the new teacher and one of the more experienced ones. | spent about 45
minutes with each one of them. In this regard, I support the view that a major advantage
of the interview is its adaptability. I had not prepared separate questions for experienced
and inexperienced teachers, but as soon as | realised these differences amongst the
teachers’ experiences, 1 adapted my interview questions accordingly. Each interview was
semi-structured and although it was based on the same questions, it differed according to
the responses of the teachers involved and their experiences set against the school setting.
It was most revealing to interview teachers who had been trained to teach SiSwati in
different media. The younger teacher had been trained in English, whilst the more
experienced teacher had initially undergone the training of IsiZulu as a subject and later

trained through the medium of English.

Classroom observations were conducted on the second day of my visit at this school. 1
specifically chose a day when the time-table allowed me sometime (at least an hour)
between SiSwati lessons | had been given permission to observe. It was most fascinating
to observe the variations in approach amongst the two teachers whose teaching years
differed. Prior to each classroom observation, 1 arranged with each teacher to observe a
thirty-minute lesson after which 1 requested to distribute the questionnaire and allow
learners some time to respond to it. Conversations with learners regarding the teaching
and learning of SiSwati took place towards the end of the lesson. All 120 learners

responded to the questionnaire.

The second rural school which will be referred to as school B, which was also selected on
the basis of proximity, also happened to be the school at which I taught before embarking
on further studies. The need to create sufficient distance, as well as the necessary
objectivity remained a constant worry. It was important therefore to have an attitude of

curiosity and a heightened attention in order to attend to those very details that | may
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have filtered out automatically in my day-to-day life as a SiSwati and English teacher in

the past.

School B is a mission school with a very strict dress code and a moral code to match it. I
remained on my guard not to violate any sentiments or sensitivities. In this regard,
Sapsford and Jupp (1996) have remarked that researchers are also concerned to influence
how gatekeepers see them as people. As a result, they use, consciously or unconsciously,
many self-presentational techniques to convey an impression of themselves that will
maximise their chances of gaining access. They dress and conduct themselves in ways
that give the impression that they will “fit in’ and that their presence is unlikely to cause
offence, disruption or harm to subjects and that they can be trusted. This became very
true for me at school B. While as a teacher at this school I had uncritically adhered to the
code of conduct and dress, | now found it mildly irritating that I was not expected to wear

any jewellery whilst visiting the school.

Other curious rules and regulations around gender equality seeped into conversations.

When [ had a conversation with one of the teachers who happened to have recently lost
her husband in a car accident, she informed me that she had been asked to vacate the
school house because ‘single’ females were not allowed to live within the missionary
compound. I felt so angry that I was tempted to confront the school principal and talk to
him about the dangers of discriminating against women. She simply said ‘Babazile, there
is nothing I can do, it is the rules of the church. God will help me and my children find a
safe place to stay.” It made me realise the violence and injustice that can be embedded in

religious doctrine.

My former colleagues happily assisted me and it was easy to arrange with people I knew.
The principal of the school casually walked with me to the staff room and informed the
staff about the purpose of my visit. There were two high school SiSwati teachers, who |
can say were both between 40-45 years old and both of them had much experience in the
field. One had set the examination in 2000 and the other was an examiner. Both remarked

that although my classroom observations and the questionnaire should be informative,
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that it was also crucial to focus on what the authorities expected of teachers in schools.
They were warning me that the situation was somewhat more complex than 1 may

anticipate.

I had a lengthy informal interview with both of them which lasted about an hour, where |
was given details of their experiences of marking and setting the examination and how
invaluable this experience was in their classroom practice. The examination marker
actually indicated that she could easily get a post at any school because she was aware
that examination markers were sought after, as it was believed that they knew how to
prepare learners for the final examinations. The rationale behind this argument created an
early despondency in me. The notion of training children (like circus animals) still
seemed to dominate the teaching and learning process. The status attached to the exit
examination pointed to a subject content driven by linguistics, rather than the evaluation
of more relevant cognitive and social skills. It also confirmed the heavy bias towards

linguistics in the curriculum itself.

The degree to which the state controls the education system via syllabuses, the
examination system and the allocation of teaching posts became evident in this context.
At the same time I became aware that in conducting my research at this school, I would
in a way be engaging with teachers who are considered ‘custodians’ of the SiSwati
curriculum and examinations. [ learned from these teachers that examiners and markers
have an added responsibility of ‘training’ other teachers on how to prepare their learners
for the external examinations. The power dynamics started to reveal themselves. These
insights required a careful framing of the interview questions, a cautious crafting of the

purposes of the research and strategically code-switching between English and SiSwati.

I then asked to be taken to the identified classrooms. Not surprisingly, most of the
learners remembered me from the time | was an English and SiSwati teacher at the
school. Some indicated that they were very proud of me and wanted to know ‘how I had
gone so far’. On the second day of my visit at this school I spent about 40 minutes in each

of the two classes during which I observed the lesson, distributed the questionnaire and
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talked to learners. All 80 learners responded to the questionnaire. When 1 concluded my
visit at this school in October 2000, the principal asked me to be a guest speaker at the
Speech and Prize Giving Day of the school. He informed me that it was important for
children from our area to know that it was possible for people from our small village to
‘make it in life’. When 1 suggested to him that there were other ‘role models’, he was
quick to mention that he wanted learners to know that it was possible for young women

in particular to be successful. I accepted the invitation.

In retrospect, I know that my talk to the students represented a serious let down of
myself. On the one hand, it was important for me to maintain a good relationship with my
‘colleagues’, but on the other hand, I wanted to inform learners about the ‘doors’ that
open when one furthers her studies. Even though | would have preferred to make a
speech on personal and emotional emancipation, the religious constraints of the context
constrained me. In the end I delivered a bland speech that failed to challenge any of the
school’s values and assumptions. The language issue also became central as, without
being asked to do so, I presented my speech in English — the language of the educated in
Swaziland. This in a way contradicted my professional vision of raising the status of
SiSwati, both as a subject and a language. I missed out on an opportunity to show parents
and learners that being educated should not be equated to speaking English, and not your

mother tongue.

In approaching a familiar context such as school B, I was also faced with one of the
major problems faced by many researchers - balancing the insider and outsider aspects of
their role: what has been termed ‘managing marginality’ (Sapsford and Jupp (1996).
There were clear dangers in identifying too closely with subjects, as it ran the risk of
allowing biased observations and inferpretations, and thereby presenting a distorted
picture., Over-rapport could also have led me to concentrate more on this particular
school or setting which could have influenced my relationship with, and access to, other
settings. However, | found it important to maintain my outsider position and it enabled
me to see subjects’ behaviour in a relatively detached way with the freshness of a

stranger. In this way | was able to see things which participants take for granted and [
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took a broader, more rounded view of the group. On a personal level, because of my past
experiences and associations with this school, the setting became too loaded and it placed

me in some emotional conflicts that became difficult to handle.

The criteria for selecting schools in the semi-urban areas which will be referred to as
schools C and D was guided by accessibility and the availability of a time slot within the
SiSwati teacher’s timetable. 1 was also interested in them because they were the only
private schools in the area. Even though Qorro (1999:16-17) has observed that there are
instances when private and public schools have different syllabuses and curricula, this
was not an issue in the Swaziland context as both public and private schools followed the
same SiSwati syllabus (although the interpretation of the syllabus was perhaps a different
matter). The teachers had all undergone similar training and hence generalising findings

across the schools could possibly offer a fair expectation.

Even though I was not familiar with these schools, gaining access presented no obstacle.
Both schools are located at Big Bend, a place where the Illovo Sugar Company is
situated. Even though both schools cater for children of company employees, School D is
the more prestigious school because of the entrance requirements and higher school fees.
It is in fact one of the most prestigious schools in Swaziland, the school of choice for
affluent Swazi parents as well as expatriates. Learners in this school can choose to do
either SiSwati, Afrikaans or French and English is compulsory. There is only one 37-year
old SiSwati teacher who teaches all the Grades. She has a few students (about 15 out of
60 in Grade 11) as many SiSwati speaking learners opt for French or Afrikaans. (This in
itself was significant in terms of gauging the status and social currency of the various

languages).

Given the dynamics at this school, I found it more important to start by soliciting
learners’ views about the teaching and learning of SiSwati and their attitudes towards it
as a language and a school subject rather than observing a lesson. In order to get
responses that were not tainted by the conversations we would have, I decided to

distribute the questionnaires after the teacher had introduced me and explained the
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purpose of my visit. Seeing the questionnaire also further clarified my visit as it made
them more aware of the issues I was interested in. It was after the one-hour ‘lesson’ that |

held a half an hour interview with the teacher.

The teacher for SiSwati revealed that due to the multicultural nature of the school, most
of the learners limit their use of SiSwati to SiSwati lessons. The erosion of the crucial
social domain of the language was quite evident and perhaps pointed to early signs of a
migratory trend from SiSwati to English in this school. She cited her experience as an
exam marker to be very useful in helping those who do SiSwati to get credits. 1
immediately sensed that eliciting learners’ views on the teaching and learning of SiSwati
would reveal interesting findings and again, the role of the external examination in

shaping classroom practice was emphasised.

School C, which was also a private school was slightly different from school D. It was a
relatively new school (about 3 years old at the time) and less prestigious with realistic
school fees for a lower socioeconomic group. Learners who attended this school were
mostly children of company employees who did not meet the entrance requirements of
school D. Even though it was compulsory to speak English, the SiSwati teacher indicated
that these learners were constantly being punished for ‘speaking vernac’ during school
hours. As compared to the learners at school D, who used English voluntarily, learners in
school C had to be coerced into speaking English. From a sociolinguistic point of view,
this phenomenon is in keeping with trends in other speech communities where speakers
in lower socioeconomic strata tend to be more resistant, than their upwardly mobile

sisters and brothers, to the adoption of another language.

Coming across a former classmate at this school afforded new insights. Even though she
was a teacher of English, our encounter was of much help as she introduced me to the
SiSwati teacher whom | am going to refer to by the pseudonym, Mr. Hlatshwayo, who
also happened to be the Head of the Languages Department. Mr. Hlatshwayo was about
the same age as the teacher in School D and he was very willing to assist and he indicated

to me that he understood the importance of co-operating with researchers. He was also
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doing his masters with the University of South Africa. | find it important to mention that |
found Mr. Hlathswayo the easiest teacher to deal with as his responses during both the
formal and informal interviews, which each lasted about half an hour, showed that he was
reading widely around language teaching and learning issues. His political affiliations
with an underground political movement in Swaziland also came across during our
interaction. Of all the teachers I interviewed, he was the only one who informed me that it
was the content of SiSwati that was a ‘put off’. He was very critical of the fact that
revering traditional Swazi culture and romanticising the royal family were the bedrock of
the curriculum. [ also noticed during the classroom observation on the second day of my
visit which lasted about 40 minutes that his students were freer to speak their minds and
their responses to the questionnaire were of utmost importance. I suspected that a teacher
of Mr. Hlatshwayo’s calibre would quickly lose his post at a school such as school B. His

critical mind would have questioned the very core of the beliefs in school B.

The hour and a half spent at this school on the second day proved to be worthwhile as it
gave me an insight about the similarities in learners’ attitudes towards SiSwati from
learners who come from different socioeconomic backgrounds. All 60 learners responded

to the questionnaire.

In the urban areas I selected two schools, one which was historically reserved for royal
family members and a school in the centre of the town called Manzini. These schools will
be referred to as school E and F respectively. The protocol at school F was daunting. |
spent about 15 minutes being literally sent from pillar to post as the person I saw first at
the school was the head of the languages department who did not seem very keen to assist
me. When I asked if I could speak to the school principal, she went into the office first
and spent quite a while there and I had to wait patiently outside the office. When | was
eventually allowed into the office about 15 minutes later, I was struck by the seating
arrangement. The head of department was also sitting behind the principal’s desk and a
chair was put for me on the opposite side. [ found this very intimidating, but I went on to
explain the purpose of my visit once [ had introduced myself. The principal made it clear

to me that he did not want me to disrupt the classes in any way and that | should not come
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for more than two days. He argued that as | was a Swazi and a former teacher myself, he
can assure me that nothing had changed since the last time | had taught. As a result of this
sobering welcome 1 did not administer the questionnaire at this school. The teacher
assigned to me also refused to be interviewed. However, the validity of the principal’s
assertion that ‘nothing had changed’ since the time I was a student and teacher in

Swaziland needed to be tested.

As if to compensate for the problems I encountered at school F, school E became the
most rewarding sampling site for me. The acting co-ordinator of SiSwati was also one of
two deputies at this very big school and her enthusiasm to find out how people felt about
the teaching and learning of SiSwati made it easy for me to conduct my research. She
happily took me to the SiSwati department, introduced me and indicated to the teachers
that she welcomed researchers like myself because she hoped they would help with the
teaching of SiSwati and her dream to transform the curriculum in the near future. Her
presence and influence at the school were most valued and | had the opportunity to
observe and interview three teachers at this school. Even though the co-ordinator may
have learned IsiZulu at school, the fact that she had completed her Masters Degree in
Linguistics the previous year clearly had an influence in her thinking about language
issues. Most of the other teachers in the department were less than 30 years old but they
were confident of the guidance they received from the co-ordinator as she shared with
them all the information regarding the teaching of SiSwati whenever she attended a

meeting in this regard.

The atmosphere at this school was very positive. | visited this school about 5 times and
each time, I was treated very well and teachers took turns to bring lunch for the entire
period of my research. When I offered to bring refreshments on what was supposed to be
my last day, the head of department pleaded with me to teach them computers instead as
they had a lab full of unused computers. Because of the warm reception at this school and
the willingness of the learners to partake in the research, I gladly agreed to teach them
over one weekend. I did not find this unethical as researchers are at liberty to offer

services in return for access and enter into bargains with gatekeepers. For example, a
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number of researchers who have conducted ethnographic case studies in schools have
taken on a part-time teaching load in part to facilitate access (see, for example, Burgess,
1983).

I spent about an hour and a half each day when I visited the school. I observed lessons,
distributed the questionnaire and had very informative conversations with approximately
40 learners in each of the four classes. I then spent half an hour interviewing each of the

four SiSwati teachers.

The fieldwork period was the most significant part of the research and the part in which |
found 1 was investing most in the study, by way of time and personal involvement. 1 tried
to avoid the open-ended period of data collection as I intended to include about six
schools from the start. However, because this stage was arguably the most interesting and
rewarding, it was tempting to visit more schools, although this was impossible because of
time constraints. | can say each school visit lasted an hour and a half, which included the
observation of a lesson, interviews with teachers, the completion of the questionnaire and
talking to learners. In all these research sites | also offered to protect the interests of
subjects by guaranteeing the confidentiality of data, using pseudonyms and/or stressing

my commitment to established ethical principles.

6.5 Research strategies

6.5.1 Administering the questionnaire

A questionnaire is one of the most widely used techniques for obtaining information, and
it is relatively economical, has standardised questions, it can ensure anonymity, and
questions can be written for specific purposes (Macmillan and Schumacher, 1993: 238).

Literature was consulted to guide the design of the questionnaire (Cohen and Manion,

1990; Anderson, 1990; Van Dalen, 1966; Babbie, 1973; Cohen, 1976).

149



In the design of the questionnaire, 1 paid particular attention to the following guiding
principles:

s The question asked should be relevant to the research problem.

e Questions should be as short as possible.

e Instructions should be clear and concise.

e Vocabulary should be simple and easy to read.

¢ Avoid ambiguity, confusion and vagueness.

e Avoid prestige bias.

¢ Avoid double-barrelled questions.

¢ Avoid leading questions.

¢ Avoid asking questions that are beyond the respondents’ capabilities.

e The length of the questionnaire should also be considered, such that the

questionnaire can be completed within a 30-minute time limit.

e The printing of the questionnaire must be clear.

The aim in administering the questionnaire was to gather information about the
perceptions and attitudes of SiSwati learners of the teaching and learning they
experienced in SiSwati language classrooms. | also wanted to establish the respective
domains of SiSwati and English in the broader social context and their implications for

curriculum development, textbook content and evaluation of SiSwati at school level.

In my decision to administer the question, I made one critical assumption: that learners’
attitudes towards SiSwati and the domains of English and SiSwati could be measured
accurately by self-report. [ admit that even though I had, to a large degree, rely totally on
the honesty and accuracy of participants’ responses, my experiences and familiarity with

the Swaziland context proved useful in monitoring the responses.

I settled for both open and closed questions due to the nature of data I wished to elicit.
This was done in order to facilitate a rapid and accurate summary of results, give
respondents an opportunity to reveal their real motives and perhaps produce responses

which would draw my attention to situations or aspects that may not have been
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anticipated when the questionnaire was drawn up. | was aware of the fact that the use of
open questions could run the risk of giving me complex answers that might be extremely

difficult and time consuming to analyse and classify.

| then examined the questions for bias, sequence, clarity and face validity. However,
because of time constraints and distance, | was unable to test the questionnaire by
administering it to a small group to determine their clarity, usefulness and, perhaps,

reliability.

The questionnaires were handed out personally and completed on my first day of
classroom observations in each school. This was to ensure that learners’ responses were
not influenced by what might transpire during subsequent interviews and my engagement
as a participant observer. It also gave me the opportunity to explain the purpose and
significance of the study, clarify points, answer questions and motivate respondents to
answer questions carefully and truthfully. Learners were told that they would remain
anonymous, and their answers would be treated with confidentiality. Four hundred and
fifteen (435) learners responded to the questionnaire, giving me a 100 per cent response

rate of usable responses.

With regard to the teaching and learning of SiSwati, learners were asked to list their
subjects in order of importance, enjoyment and status. In each of these categories they
were required to justify their responses. They were further asked to describe some of the
themes they were taught and also state which aspects of SiSwati they enjoyed more (or

less) and why it was so.

With regard to the domains of SiSwati and English, learners responded to questions on
how often they used SiSwati to speak, read and write in the home and school domains
specifically. The domain of entertainment was also included and it helped me get a

picture of their listening patterns.
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The strength of using a questionnaire lay in its ability to elicit accurate data. However, [
do acknowledge the fact that it could be of little value for examining some of the socio-
cultural ideologies and values that impinge on the SiSwati curriculum. The strength of
my questionnaire could also have been its weakness — although controlling accuracy, the
questionnaire could not assure without further evidence that the sample represented a
broader universe. My experiences in the context and the use of other research methods
were critical to the accuracy of the study, its potential for generalisability and uncovering
the values and ideologies that influenced the SiSwati curriculum (See Appendix A for a

sample of the questionnaire).

6.5.2 Structuring the interviews

Anderson (1990:222) defines an interview as ‘a specialised form of communication
between people for a specific purpose associated with some agreed subject matter.” For
the purpose of this study, the definition of Cohen and Manion (1985:241) is used. They
define an interview as ‘a two person conversation initiated by the interviewer for the
specific purpose of obtaining research-relevant information, and focused by him on
content specified by research objectives of systematic description, prediction or

explanation.’

Interviews create opportunities to find out what is in the respondents’ minds — what they
think or how they feel about something. According to Fraenkel and Wallen (1993:385),
‘interviewing (i.e. the careful asking of relevant questions), is an important way for a
researcher to check the accuracy of — to verify or refute — the impressions he or she has

gained through observation.’

Fraenkel and Wallen (1993:385) classified interviews into four types, namely structured,
semi-structured, informal and retrospective. All four types were used in this research and
are therefore briefly described. ‘The structured and semi-structured interviews consist of

a series of questions designed to elicit specific answers on the part of the respondents, to
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obtain information that can later be compared and contrasted ... and are useful for

obtaining information to test a specific hypothesis’ (Fraenkel and Wallen, 1993:385).

Informal interviews, on the other hand, do not involve a specific sequence of questioning,
and their primary intent is to find out what people think and how the views of one
individual compare with those of another. In retrospective interviews, subjects are asked

to provide thought processes to answers they earlier gave in a questionnaire.

The advantages of interviews include:

a. They are flexible and adaptable, and they can be used with many different
problems and types of persons.

b. Verbal and non-verbal behaviour can be noted in face-to-face interviews.

c. The respondent can be motivated by the interviewee.

d. They result in a much higher response rate than the questionnaire.

(McMillan and Schumacher, 1993:20)

The disadvantages of interviews include:

a. They have a potential for subjectivity and bias,

b. They have high cost and are time consuming.

c. The respondents may be uncomfortable with the interviewer and therefore

unwilling to report their true feelings.

In conducting the interviews I followed the guidelines of Bodgen and Biklen (1992) and
Denzin and Lincoln (2000) in developing an outline of main questions, secondary,
probing questions, and strategies for eliciting more detailed informant responses. In the
course of interviewing, I gained my informants’ interpretations of happenings in the
classrooms and how they felt about the status of SiSwati and its teaching and learning.
Eight audio tapes which were a result of the approximately 10 hours of interviews with

teachers and written records of formal interviews written in a journal were gathered. The
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audio tapes were carefully annotated and referenced in the discussion of patterns and/or

trends in the informants’ thinking about the teaching and learning of SiSwati.

Considering the fact that most of the teachers were known to me (They were fellow
students at university) I endeavoured not to create any social distance between them and
myself. | also avoided a situation where the data obtained might be corrupted by
inappropriate questioning, inadequate listening or more importantly, the absence of
desirable interpersonal skills on my part. A majority of the interviewees were people who
had not furthered their studies beyond the first degree, and some specifically asked how I
had been able to get a scholarship to further my studies, therefore, it was of utmost
importance that I avoided any sense of social or academic stratification.

A non-condemnatory and to a certain degree, empathic attitude was important as it
provided me with a framework of trust. In that way [ was able to lead the interviewees to
confront, in a reflective and fundamental way, issues which were deep, personally

frustrating and at times potentially painful.

With the interviews the intention was to obtain the respondents’ views on the subject of
teaching SiSwati. The interviews enabled me to gain explanations and information on
practices, perceptions, attitudes and values - matters which would have been difficult to
obtain by alternative methods. Hitchcock and Hughes (1989:83) described the kind of
interview process employed as one ‘which allows depth to be achieved by providing the
opportunity on the part of the interviewer to probe and expand the interviewee’s
responses. ...Some kind of balance between the interviewer and the interviewee can
develop which can provide room for negotiation, discussion, and expansion of the

interviewee’s responses.’

The interviews with all ten teachers were conducted with each teacher at the school after
the first classroom observation which lasted approximately 45 minutes. Efforts were
made to ensure the physical context was conducive to effective interviews (Burgess,
1988). 1 left it up to each teacher to choose the interview location. In three of the schools,

these interviews took place in the staff room. In School D, the interview took place in the
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lounge, whilst in School C, it was conducted in the teacher’s office as he was the head of
department. For those teachers who did not want their names to be revealed, I assured

them of confidentiality.

These interviews proved most illuminating as [ was able to get clarity (where necessary)
on any aspect of learning and teaching. The interviews were conducted in SiSwati,
however, teachers were informed that they were at liberty to switch between English and
SiSwati.

As | was more or less aware of the qualifications of the teachers’, questions pertaining to
teachers per se focused on their work experience and whether they had the experience of
marking the O’Level examination’* In this regard, questions were based on teachers’
years of experience, other subjects that they taught, the amount of time allocated for
teaching SiSwati and the time of day, if SiSwati was compulsory or not, questions around
the examination and training workshops. In three of these schools, the teachers were
markers for the final examination, which suggests a certain level of experience and
professional seniority. Other questions were based on the content of SiSwati, the methods
used, the problems encountered by SiSwati teachers, their attitudes towards SiSwati and

its status as a subject.

Most of the teachers indicated that they were aware that they were teaching a low status
subject, the one teacher who was also the acting co-ordinator for SiSwati clearly stated
that she welcomed researchers like myself as she had hope that they would ‘help with this
SiSwati’. The way she phrased her comment again reflected a feeling of exasperation and
hopelessness. At issue in the interviews was the responsibility to clarify the factors
influencing the interviewees. The teachers were clearly in a despondent position, and |
somewhat thought it would be unethical for me not to engage with them. I felt I had an
obligation to the interviewees to provide critical awareness through the research, thereby

empowering them in a small way. My view was that this transformation should in fact be

7 All High School teachers in Swaziland have a first degree.

™ Teachers who mark this examination are considered more experienced as it is assumed that their
exposure to marking enables them to teach better than those who have not marked the exams. This
erroncous assumption has added prestige and weight to the content and orientation of the external
examinations.
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an outcome of my research, and while it may not occur during the process of data

gathering, could be effected when feasible.

[ also found it necessary to minimise interruptions when a participant was talking. Instead
of using excessive verbalisation which could have distracted the interviewees, | provided
supportive nods and, agreement and so on. Even though the process of interviewing
teachers proved rather tedious, as they tended to confirm the same point of view, 1 found
it useful to elicit views from the different individuals and their contexts so as to ensure
that I gained a comprehensive picture. It also confirmed some of my hunches in an

emphatic way.

As | interviewed one teacher a day, | ensured that | transcribed the data on the same day.
The transcribed data was coded in terms of important recurring trends on my return to
Cape Town. I subsequently classified both the quantitative and qualitative data into key
thematic areas. As patterns and new themes emerged, the gathered data was distilled and
reclassified until the most outstanding features emerged. | finally summarised my

findings according to the most dominant themes.

Whilst 1 was in the process of sourcing SiSwati curriculum documents, I found myself
playing the role of an investigative researcher. 1 had thought that a visit to the National
Curriculum Centre would be helpful as it was the place where curricula were developed,
but the somewhat inconclusive response from the Head of Languages left me puzzled
about the process driving curriculum development in SiSwati. As | was not given the
requested curriculum at the centre, 1 decided to go and see the SiSwati co-ordinator, after
being advised by an English curriculum developer to do so. Once the co-ordinator gave
me the available copies, which apparently came from the Examinations Council and
informed me about the role played by authors in curriculum development, I deemed it
important to hold interviews with three of the authors, two of which were curriculum
designers, examination markers and SiSwati panel members. Two of the interviews were
held with the authors at their places of work and one was held in Cape Town where one

of the authors was studying at the time of the research. Each interview took about an hour
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in which I avoided jotting down notes except for specific details such as important dates

and names of certain role players.

[ wish to point out that even though the interviewed officials co-operated very well in
giving me the information, 1 required in order to come to an understanding of the
processes involved in the development and evaluation of SiSwati, I took it upon myself to
return to the officials to enquire whether I could mention their names in my research. All
of them indicated that they wanted to remain anonymous. None of them thought the

information should be censured.

6.5.3 Classroom observations

Observation has been characterised as ‘the fundamental base of all research methods’ in
the social and behavioural sciences (Adler and Adler, 1994: 389). Even studies based on
direct interviews employ observational techniques to note body language and other
gestural cues that lend meaning to the words of the persons being interviewed. Compared
to other research methods, classroom observation is said to be least likely to lead the

researcher to impose her reality on the social world she seeks to understand.

Adler and Adler (1994) have in fact suggested that in future, observational research will
be found as ‘part of a methodological spectrum,’ but that in that spectrum, it will serve as
‘the most powerful source of validation® (p.389). Observation, they claim, rests on
‘something researchers can find constant,” by which they mean ‘their own direct

knowledge and their own judgment’ (p.389).

The 10 lessons observed gave me opportunities to directly observe SiSwati classrooms,
record what was said, done, when and by whom. In that way | was able to discover
SiSwati teachers and learners’ practices and attitudes. I had an ‘insider’s view’ and
perspective on what actually took place and was therefore able to gain insights into the
feelings and meanings of my subjects. Reliability and representativeness of this method

was ensured by my use of other validating methods and the fact that I used more than one
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sample. This became necessary as | was aware that the classroom is like an iceberg, of
which | could see only a small part of issues related to the teaching and learning of
SiSwati. The ‘unseen’, unobservable sides of the lessons such as the ideologies that
influenced and shaped the SiSwati classroom were uncovered using other research

methods.

In the classrooms, | engaged as a participant observer”™. Even though I am very familiar
with the Swaziland educational landscape, 1 still deemed it necessary to observe
classrooms. Considering the fact that I had not taught in the past five years, it became
important for me to acknowledge that life is not fixed, but dynamic and changing.
Therefore, if people’s lives are constantly changing, it was important for me to find out if
there had been any changes in the teaching and learning of SiSwati. It became necessary
to investigate and record teachers and learners’ experiences and their interpretations of
them. In observing classrooms, 1 endeavoured to understand participants’ actions within
the context of their setting as | believe people act and make sense of their world by taking
meanings from their environment. 1 decided to become part of their environment as it was

only then that I could understand the actions, behaviours and attitudes of SiSwati teachers

and learners.

In engaging as a participant observer, my intention was to look, listen, generally

experience and then write down. I paid particular attention to the following:

e Classroom layout, seating arrangement.

e What teachers taught and what learners learned in SiSwati language classrooms.

e The general content of SiSwati lessons.

o The approaches and methods employed by the teacher and the extent to which these
were being informed by the examination.

¢ The reading and writing activities of the learners.

o Teachers and learners underlying attitudes towards SiSwati.

7 Participant observation is the conventional name given to data collection that involved social interaction
between the researcher and the informants in a naturalistic setting during which data are systematically
collected (Strauss & Corbin. 1990).
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I found classroom observations to be the most personally demanding and an analytically
difficult method, as three pages of field notes for instance, often easily worked up into 25
pages of expanded accounts when the details were written up. This method also required
that | take a lot of notes on what appeared to be everyday mundane happenings (e.g.
people’s body language and speech patterns, and their arrival and departures) and to
spend a substantial amount of time analysing field-notes. This became one of the most
rewarding methods which yielded fascinating insights into the world of SiSwati teachers
and learners. I found these observations most informative as they helped me to pick up
the general atmosphere in these language classes. In each of the classes | observed,
learners were informed that | was collecting data for research. 1 informed the teachers

that 1 would take down notes and interact with the learners during the lesson.

The immediate response from some of the teachers was ‘perhaps you can help us with
this SiSwati’. This cry from the heart characterised for me the feeling of desperation
amongst teachers who had to teach a subject based on a curriculum they perceived as
irrelevant to children’s real lives, using prescribed textbooks that created uniform

resistance to the content and ideology of what they perceived as outdated texts.

It was obviously impossible to record everything that happened in a particular situation.
Selection therefore became inevitable and necessary. On the first day of my research in
each school, an initial relatively wide focus was adopted and | tried to note down a broad,
general outline of what was happening, and made more detailed records of incidents that
seemed particularly interesting or revealing. Some of the behaviour at this stage was
difficult to understand, but it became useful and understandable at a later stage. As |
spent more time in each context, some theoretical ideas began to develop, I then started to
focus more carefully and I made more detailed records of particular aspects of behaviour

or situations.
In my classroom observations, | found it important to record as much detail as possible

about what was said, both verbally and non-verbally. The actual language used also

provided key information about teachers and learners’ perspectives which I followed up
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in interviews and conversations. | also recorded as much as possible about the physical,

social and temporal context in which certain behaviour occurred.

In order to allow myself the time to jot down notes after each lesson observed, I ensured
that there was ,at least, a 1-hour interval between lesson. 1 felt that the longer this is left
the more it would be forgotten and the greater the chances of inaccuracies and biases
creeping in. In some contexts it was possible to make notes during the observation,
although teachers and learners became curious about what [ was writing and what I
would do with the data, and I had to reassure them about confidentiality. On occasions, |
gave them my notes to read, partly to reassure them, and partly to provide a check on the

validity of my accounts.

Taking notes in the classroom seemed to be a legitimate activity, perhaps because the
teachers felt that in this context they were more publicly accountable or because others
engage in the same activity, most notably inspectors and tutors of student teachers. But
the act of note-taking inevitably affected the teachers’ perceptions of me. My
conversations with them revealed that they saw me as more threatening, and as more of

an evaluator and less of a person who understands their circumstances.

Often social norms in the setting do not permit note-taking. For instance, I felt it was
inappropriate to take notes in the social area of the school staff room. In this case, I had to
write up my observations in the evening. Sometimes researchers can take notes covertly.
Hammersley (1990), for example, jotted brief notes down on his newspaper when
observing in the staff room of the school he studied. 1 also decided that on occasions
when note-taking during observation is not possible or appropriate, | would have to
retreat to some private area of the field such as the head of department’s office or any

other private space.
Except for School D, the research sites selected for this study afforded me an opportunity

to witness the typical and everyday experiences of SiSwati teachers and learners. Given

the fact that the schools were selected from the different geographic areas with learners
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coming from different socioeconomic backgrounds, 1 can safely say that, even though the
sample was small, the results are generalisable of the teaching and learning of SiSwati in

Swaziland

6.5.4 Document and text analysis

The process of evaluating SiSwati language education in its widest sense proved to be a
complex and multi-tasked one. It required more than a critical examination of the
curriculum documents themselves, but also an in-depth examination of some of the
textbooks used. This was necessary as textbooks have a pivotal role in the teaching and
learning of SiSwati. An examination of the final year examination papers was also
undertaken in order to define the articulation between the curriculum, the textbooks and

the requirements of the exit examinations.

As an analysis of all SiSwati books is beyond the scope of this study, a representative
sample was decided upon. The Novel Ubolibamba Lingashoni ( This is a Swazi proverb
that can be loosely translated to mean ‘Don’t let the sun go down on you’) and the Drama
Tentile (loosely translated: ‘It was your fault’) analysed in this study were chosen from
those prescribed and approved by the Swaziland Examinations Council for 2001, the year
in which the students | was observing would be writing the final examination as well as
the fact that both texts were written by SiSwati authors (as opposed to texts translated

from isiZulu).

Literature per se was selected because the various genres deal with social values, feelings
and attitudes that may be reinforced in those who have to study the texts. Du Preez
(1983:28) argues that literature embraces the past and the present and contains prophetic
elements. Swanepoel (1994:35 cited in Mabuza 2001: 26) echoes the same sentiments
when he states that literature does not originate in a vacuum; it is an expression of
society. The other reason for my analysis of literature texts instead of other aspects of the
SiSwati curriculum is that, a cursory look at some of these aspects such as composition

and comprehension also reflected the very traditional treatment of language and culture.
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They continue to follow the conservative pattern of language education which is well

embedded in the literature aspect that was analysed.

6.5.5 Management and data recording

The relevant literature on the subject suggests that there are several approaches to
analysis of data in the practice of qualitative research. Most develop a system for
‘coding’ or identifying categories or themes based upon patterns and ideas that emerge
from the data in field notes, interviews and questionnaires. In keeping with the principles
of qualitative research, my data analysis has entailed shifting between different methods
of data collection; analysis, reformulation of research questions and re-examination of

formed assumptions.

Throughout the data collection phase, [ looked for patterns in words, phrases, behaviours,
thoughts, and events recorded and I carefully noted/annotated those which repeated
themselves and stood out. After labeling observed patterns, and sorting, comparing and
contrasting, a system for classification emerged (Patton, 1990). Sorting the codes
themselves and finding patterns among them was a challenge. Bodgan and Biklen’s
(1992) suggestion of listing families of codes became useful in this regard. [ was able to
classify codes into families such as: setting/context, definition of the situation codes,

perspectives held by subjects, process codes and events codes.

The analysis of data was ongoing and it at times revealed patterns and information that
necessitated altering the course of my inquiry and further probing. Drawing conclusions
from the data involved counting instances, noting patterns or themes, seeing plausibility,
subsuming particulars into the general and building a logical chain of evidence (Miles
and Huberman, 1984). I also made it a point that I checked for representativeness, made
contrasts and comparisons, looked for negative evidence and got feedback from
informants. I compared lessons taught by the same teacher, lessons taught by different
teachers, and compared what teachers said with their practices. | compared and contrasted

teachers’ thoughts about teaching SiSwati and the influence of the final examinations. I
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also compared what students in the same class and different schools felt about the

teaching and learning of SiSwati and the O’Level examination.

In order to illustrate the process whereby evidence was granted the status of data
(Blommaert, 1997), in the chapter that follows where | analyse the data, [ provide
descriptions to conjure up specific scenes. Wherever | can, 1 quote participants’ own
words (Rampton, 1995) in order to widen the angle of vision and to render visible the
basis of my analysis. As part of this process, and in the interests of research ethics, |
committed myself to showing the draft to the research participants and to represent them

with any comments they made in the final version.
The findings from my research were compared to findings from my literature review. The

questionnaires and data collected from interviews and classroom observations during

school visits were analysed and presented in Chapter 9.
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Chapter 7

A critical appraisal of SiSwati curriculum development within the

political context of Swaziland

‘In Swaziland, textbooks are the curriculum, what the Examinations
Council distributes is an examination syllabus which outlines the
textbooks, it is not a curriculum. Teachers must teach the textbooks in
detail because they are the curriculum.’ (Personal Communication
with  SiSwati curriculum designer at the Swaziland National
Curriculum Centre).

‘There is a marriage between Government and our publishing

company and the National Curriculum Centre is the honeymoon.’

(Macmillan Publishing Company Official commenting at the opening

of a new Macmillan warechouse in Matsapha - Personal

communication with a SiSwati author — October 2000)"
The statements above by one of the SiSwati curriculum developers, as well as the smug
metaphor used by the MacMillan official neatly captures the extraordinary official view of
what the relationship should be between curriculum development, textbook selection and
procurement processes. The lack of due process, transparency and proper measures to
ensure quality control in textbook production is self evident. It is also quite revealing to

see how a respectable British publishing house exploits the problematic conditions

surrounding curriculum development and textbook procurement.

The marriage metaphor used by the Macmillan official to describe their relationship with
the government confirmed for me the degree of government collision in awarding
monopolistic commercial rights to one publishing company. In this chapter I will explore

this situation and its implications for the teaching and learning of SiSwati.

™ Further interviews with officials in the area of curriculum and materials developers confirmed the
monopolistic arrangement between the publisher and the education department.

164



7.1 When ‘textbooks are the curriculum’

As the main aim of this chapter is to analyse the data by way of examining the SiSwati
language curriculum, the exercise naturally necessitated that I obtain copies of SiSwati
curriculum policy documents. My starting point was the National Curriculum Centre
(NCC), the government arm responsible for curriculum and textbook development for all
the subjects in Swaziland. 1 arranged to meet with the Director of the Centre, who
through her secretary advised me to speak to the Head of the Languages Department.
When | requested copies of SiSwati curriculum policy documents from the departmental

head, her response was:

‘You are asking me for government documents. I don’t think 1 have
copies here. I can only advise you to go to the Ministry of Education in
Mbabane. I don’t just give away government documents.’

The unavailability of key public curriculum documents took me by surprise, as my
understanding was that the NCC, and the languages department in particular, were
instrumental in SiSwati curriculum development. The departmental head’s response left

me perplexed as to why access to the document should be limited.

An English curriculum developer in the same department then advised me to contact the
acting co-ordinator for SiSwati in the absence of the SiSwati inspector. From the meeting
with the co-ordinator, it transpired that there existed a curriculum policy document for
SiSwati primary schools, however, for the Junior Certificate and O-Levels only documents

outlining the structure and requirements for the final examinations were in existence.

‘At the beginning of each year, the Examination Council distributes the
J.C. and O-Level syllabuses, documents which outline the textbooks to
be assessed and the structure of the external examinations. These
documents are distributed to all schools so that we avoid the problem of
teachers using the wrong textbooks. Did you read recently about the
English case, where a teacher taught the wrong syllabus? Its those
teachers who do not attend workshops.’
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From the co-ordinator’s statement I had to assume that it was the Examinations Council and
not the National Curriculum Centre which was responsible for curriculum/syllabus
development at secondary and high school levels. She then gave me copies of the Junior
Certificate and O’Level SiSwati syllabus documents and referred me to the National
Curriculum Centre for the primary school syllabus, ‘as it was responsible for the Junior
Primary Examination’. From my meeting with the co-ordinator, 1 established that officials
responsible for curriculum development also acted as examiners From a procedural point of
view the arrangement whereby the examination body equates the content of one textbook
with the curriculum seemed to be irregular, problematic and out of step with the clear

separation of these administrative bodies in other countries.

A cursory look at the documents given me made me question the basis for textbook
development at the National Curriculum Centre as they mirrored the format of final
examinations. | deemed it necessary to interview the secondary school curriculum
developer for SiSwati at the centre. When I asked her for the policy document on which she
based the textbooks that she writes, the official also acknowledged the fact that there were

no curriculum policy documents:

‘The documents that we have are teaching syllabuses. When | write
SiSwati textbooks 1 base them on my experience that children must
learn ‘from libito (noun) to sibabato (interjective). There was once an
attempt to write a SiSwati curriculum in line with the Nine-Year Basic
Syllabus in English, but because the process was driven by the then
Senior Inspector for SiSwati, Mrs Mthembu, after her departure it was
abandoned. | can attribute the lack of a comprehensive curriculum to the
absence of an inspectorship for SiSwati. There has been one SiSwati
inspector for the whole country who is also presently on study leave.
However, a curriculum document for the primary phase is available and
you can speak to either Miss Busi Nkomo or Mrs Dudu Simelane about
it. They are the primary school curriculum designers.’

The official’s role as both curriculum designer and textbook developer highlights the
problems and irregularities in SiSwati curriculum design. According to her own
testimony, she writes textbooks without a formal curriculum in place. Her vision of a

language curriculum that children must simply learn from /ibito to sibabato reflects an
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understanding of language education that would have fitted neatly in the old Bantu

language education curriculum.

The author of Siklatiya SiSwati (We analyse SiSwati), the Junior Certificate and O’Level
grammar book confirmed the absence of proper procedure. He initially confirmed that the
process of developing a SiSwati curriculum was abandoned because of Mrs Mthembu’s
departure, but then added that there was also a lack of commitment from the Ministry of
Education in this regard’’. According to him, ministry of education officials do not seem
to understand the necessity and urgency for a SiSwati curriculum, perhaps due to the low
status of the subject. Furthermore, the key role players in attempts at SiSwati curriculum

development were also not well versed in this area:

‘Besides the fact that Ministry of Education officials always talk about
zero-growth, there is presently a lack of expertise to drive the process of
curriculum design. There are no education officials who know what
curriculum design is, what language planning is and what language
textbook development involves. I myself have used my experience as a
linguist and further based my book on Doke’s book, Textbook of Zulu
Grammar and Ziervogel and Mabuza’s A4 Grammar of the Swati
Language.’
The author’s frank response underlined two important matters. He mentioned the lack of
political will in government circles to take the teaching of SiSwati seriously. More
seriously, his involvement as a linguist in textbook writing points to the continuation of
the Old Bantu education tradition, that linguists, rather than language practitioners write

language textbooks.

On the secondary schools curriculum developer’s recommendation, 1 arranged to meet
with two SiSwati curriculum developers for the primary school in the same month of
October 2000. During this meeting 1 was given a 19 - page copy of the SiSwati Syllabus
for Grades I-VII. An examination of the syllabus document revealed that it was in
essence a copy of the structure of the content pages of textbooks prescribed at primary

school. Indeed in one of the curriculum developers words:

77 SiSwati and English are the two official languages in Swaziland
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‘In Swaziland, textbooks are the curriculum, what the Examination
Council distributes is an examination syllabus which outlines the
textbooks to be examined, it is not a curriculum, teachers must teach the
textbooks in detail because they are the curriculum.’

An analysis of the policy documents that are intended as a guide to the teaching of
SiSwati in Swaziland reveals that at the primary level it essentially boils down to the
textbooks sanctioned by the National Curriculum Centre. The standard procedure in other
countries where national curriculum development departments consult with schools and
tertiary institutions resulting in policy documents which inform textbook development, is
reversed in Swaziland. This set of procedure is further complicated by the arrangement
that materials development, curriculum planning and setting the examination may at
times be the responsibility of the same person. [ was struck by the lack of accountability,
peer review, and deliberations as well as the lack of separation of discreet educational

processes.

Before I embark on an analysis of the prescribed textbooks which ‘are the curriculum in
Swaziland’, 1 find it necessary to scrutinise the syllabus documents in order to find out
the kind of literacy programme embedded in the syllabus. Given the fact that the teaching
of SiSwati in Swaziland is essentially textbook driven, one is inclined to see the textbook
as the primary document while the syllabus itself is being regarded as a document

responding to it. | will begin with the primary school syllabus document.

7.2 The culture-bound SiSwati primary school syllabus

An analysis of the syllabus which informs primary school level SiSwati literacy practices
brought about certain critical insights, especially when compared to the framework, the
isiZulu syllabus to which it bears a revealing resemblance. It consists of three sections,
first, an introductory section or commentary, then the aims of the syllabus, and finally the

areas of language to be studied.
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The following are stated as the aims of the syllabus:
1. To teach the SiSwati language.
2. To teach Swazi culture

The syllabus elaborates on the first aim when it states:

Bantfwana kufanele baphumelele kahle badzimate babe nelwati
lolwanele Iwekufundza nekubhala lulwimi, kulandzeliswa tinhlavu
talo kucalwa ngaletimaludlana kuye ngekutiyatiya etigabeni.
(Pupils must be able to successfully read and write in SiSwati, following
its alphabets, starting with the easiest to the most difficult as learners
progress).

It is noteworthy that these two skills or outcomes identified are only two of six outcomes
in the South African SiSwati language curriculum. Children are also to be taught
compositions, rhymes, poems and games, an exercise which is aimed at identifying those
who may be potential writers. What is evident from this description of language teaching
is the lack of broad sociolinguistic aims as well as a psychosocial understanding of the

cognitive dimension of language education.

The second aim of the syllabus focuses on the importance of Swazi culture:

Kute sive siphumelele kahle ekufundziseni lulwimi lwaso kufanele

sicilike sifundzise imisimeto nemihambo yaso ngekunakekela

lokukhulu.

(For a nation to succeed it must teach its culture and way of life with

great care).
Traditional SiSwati culture contains much that could be described as non-progressive
traditional practices. Regarding the feasibility of the uncritical teaching of SiSwati
culture, I will explore later in my thesis the problematic perspective on gender issues, the
undemocratic values reinforced through lore and myths surrounding the Swazi king and
the superstitious interpretation of everyday events. Furthermore cultural traditions tend to
reinforce an uncritical mindset in children that allows the perpetuation of the

undemocratic dispensation in the country. This is deeply contradictory to the values

espoused in the emancipatory and beneficial literacies discussed in Chapter 4.
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An elaboration on the aim above states that it should serve the following purposes:
1. To make learners know and better understand their culture and be proud of it.
2. To make them aware of the depth and richness of their language.

For them to be able to contribute to the development of SiSwati in the following

|98}

ways:

a. Talking about history and stories that are told by adults at home about Swazi culture.
b. Tell each other stories in class or the teacher may tell stories.

¢. Read and say their surnames, rhymes and lullabies in class.

d. Be able to write easy stories.

(Translated)

(See appendix 1 for a copy of the SiSwati primary syllabus)

Furthermore, it is stated that learners must be able to think and use SiSwati in their lives

in the following ways:

e Develop love for reading in SiSwati by accessing information in books and
newspapers written in SiSwati.

e To write clear SiSwati in letters, compositions, reports and telegrams.

e Be able to answer questions in SiSwati whenever necessary.

A programme designed to develop thinking skills does not back up the vague reference to
‘an ability to think’. The thinking the curriculum designers had in mind seems to be of
the kind required to explore linguistic patterns in SiSwati. It is also significant that they

are required to develop the ability to answer questions, not pose questions.

Apart from the salutary aim of sourcing traditional stories, this part of the syllabus
represents a haphazard collection of skills that are, yet again aimed at developing reading
and writing skills. Like the isiZulu curriculum analysed in Chapter 5, the SiSwati
curriculum tends to follow a pseudo-scientific approach based on linguistic patterning in
the Afrikaans syllabus of the 1980s. The first aim of the syllabus locates it as a

Grammar/Skills version of literacy. Language study, as in the Afrikaans and isiZulu
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syllabuses assumes a structural and technical approach that occupies children’s most of

the time allocated to the subject.

The SiSwati Primary syllabus also shows traits of the self-referential character of the
isiZulu syllabus. Swazi learners are supposed to know and understand only Swazi
‘culture, stories, lullabies, and dances for cultural events. All this must be taught so that
learners know it by heart from the beginning of grade one” (translation). The parrot-like
engagement with language and culture is reminiscent of the old Afrikaans apartheid style
curriculum. Unlike the Swaziland English syllabus which though recognising the
importance of one’s community, national life and customs but also emphasises the
importance of understanding the world (Ministry of Education, 1979:11), the SiSwati

syllabus does not envisage a learner ready to embrace a modern world.

Further resemblance to the isiZulu syllabus becomes evident as the SiSwati syllabus also
limits the choice of textbooks to those written at the National Curriculum Centre. The
detrimental impact of this ruling on quality control through competition is self-evident.
The degree of control can be demonstrated by referring to the stipulation that teachers
should stick to a rigid timetable to the point where all teachers should teach the same
lesson on the same day, similar to the isiZulu syllabus which ‘had a lesson for each
period of the year type of textbook that aimed at taking the sting out of first language
teaching for the inadequately trained teacher’ (Snyman, 1986:132). This highly
prescriptive way of dealing with the syllabus is in keeping with the rather authoritative
spirit that characterises the document as a whole. As far as the structuring of knowledge
is concerned then, the system offers a restricted space within which the schoolteacher
may operate. The prescribed textbooks hold a central place in the system and any
diversion from it is positively discouraged. As curriculum designers are also examiners,
the teacher has no freedom to choose what to teach. She must complete the National
Curriculum Centre prescribed syllabus with the help of the books they have prescribed as
continuous assessment during the year and end of year examinations are squarely based
on the textbook. This results in a watertight control over what shall be taught, when it

shall be taught and what shall be examined.

171



Considering the fact that a majority of the staff at the National Curriculum Centre studied
isiZulu in a highly structured way, and since the isiZulu curriculum has proved to be a
verbatim translation of the Afrikaans curriculum, it is evident that the influence of the
apartheid inspired Afrikaans syllabus still exerts itself in the Swaziland context through
the teaching of SiSwati. This state of affairs is especially ironical given the fact that
Afrikaans and the other South African languages have an opportunity to enjoy the

creative energy made possible by the introduction of Curriculum 2005.

7.3 The SiSwati Junior Certificate syllabus - a mirror image of its isiZulu

counterpart

This SiSwati syllabus78 which is written in English is an almost verbatim repeat of the

Bantu language syllabi implemented during the apartheid era.

Similar to the isiZulu framework which assumed that a beginning ‘has been made in the
lower standards with a scientific approach to the two main fields of the mother tongue,
namely linguistics and literature’ (JMB, 1987:145), the Junior Certificate (J.C.) (see

appendix 2) .SiSwati syllabus continues this approach.
7.3.1 Grammar

An analysis of Section A of the present SiSwati Paper | points to the study of exactly the
same language items set in Paper II of the apartheid inspired isiZulu syllabus. The highly
technical character will be evident from the extracts below which indicate the similarities

between the present SiSwati paper and a Bantu education isiZulu paper.

8 The syllabus under discussion has been included as an addendum to this thesis.
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Present SiSwati Paper I external examination:

The Noun — distribution of prefixes, contents of each class, denominative, diminutive,
feminine, augmentative.

The Pronoun — absolute, demonstrative, qualificative, possessive

The Qualificative — the adjective, relative, the possessive, numeral and the quantificative
The Predicative — verbal radical, phonological structure of radical, extended radicals,
predicative concords, verb tenses, the present, past and future, infinitive, imperative,
indicative, subjective, potential, participial.

The Copulative — its formation from other parts of speech.

The Adverb — types, their formation, prefixal and suffixal morphemes

The Ideophone — its significance, forms and uses

Conjunctive — its significance, influencing and non-influencing conjunctives.

The Interjective - types

IsiZulu learners were also required to study the following topics for Paper 11:

1. The noun — division into classes, the importance of class prefixes, the suffixes of
the noun; diminutive, locative, augmentative and feminine forms and

deverbatives.

The verb — concord, derivatives, moods, tenses

2. The absolute pronoun
3. The demonstrative

4. The possessive

5. The adjective

6. The relative

7. The numeral

8.

9.

The copulative — identification and description of.
10. The ideophone — its use

11. The interjective — its use

(JMB, 1979:184)
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7.3.2 Comprehension and composition

Paper II of the present SiSwati syllabus comprises three sections, a Letter or Essay, a
Comprehension and Aspects of Traditional Literature. Again the details suggest a
restricted and a technicist approach. The lack of sociolinguistic insight, as well as the
inability or a willingness to utilise language study for communicative competence is

sadly evident.

7.3.3 Traditional literature

In preparation to answer questions on section C on Aspects of Traditional Literature,
which fell under section B of the isiZulu examination, SiSwati candidates are encouraged
to make a collection of the various types of literature, such as proverbs and idioms,
folktales and riddles. Teachers and pupils are informed about the importance of recording
these ‘before they are lost to posterity [and] it is only by doing this that this valuable
traditional heritage can be preserved’. The collection of the different aspects of oral
literature is in itself a laudable project. However, the uncritical revisitation of these
linguistic artefacts, which are by definition archaic in character, again demonstrates an
uncritical look at customs and tradition. In no way are teachers and learners being
encouraged to weigh up traditional (tribal) customs against progressive modern
democratic values. This unreflective internalisation of older values points to a

conservatism that does not serve the children subjected to this approach.

The main aim of the syllabus document seems to be to provide an outline of the Junior
Certificate examination as it only spells out the language areas each paper will assess.
Paper T consists of grammar and literature. In the field of grammar the aim is to teach
learners the logical construction of their language. Stress is laid on studying the language
as it appears and making the learner aware how adaptable the language is within its own
structure. The syllabus proceeds to list the parts of speech that will be examined and
states that questions will as far as possible, cover all sections of the syllabus and that they

will be clearly formulated so as to elicit short and precise answers rather than long and
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involved explanations. The study of the various parts of speech must be correlated with

the pupil’s reading so as to be able to identify them at all times.

Similar to the isiZulu syllabus which prescribed one textbook, SiSwati teachers are also
informed that ‘due to the absence of a better book, Sihlativa SiSwati is approved for all
levels’. How students and teachers can benefit from working through the same book year
after year, remains an unanswered question. The fact that the prescribed text was written
by a linguist based at the University of Swaziland who studied isiZulu as a subject, links
the study of SiSwati with Fundamental Pedagogics as the ruling paradigm of the time. In
fact, as with language education policymaking in South Africa, academics in Swaziland

play a crucial role in shaping notions of literacy in SiSwati.

It is also important to mention that throughout the syllabus document, learners are
referred to as candidates, clearly indicating the heavy emphasis on examinations, instead

of the psychosocial and cognitive development of the child.

7.3.4 Modern literature

The literature section of the syllabus gives the following list of prescribed books:
Fikile by E.A.B. Mkhonta (novel)

Inkhundla by E.T. Mthembu and C.T. Msimang (editors) (one act plays)

Nalu Lubhambo Lwami by T. Mgabhi (novel)

Indlela Ilukhuni by S.M. Magagula (short stories)

Tentile by S.M. Magagula (Drama)

Ligabazi by N.F. Mbhele, E.T. Mthembu and E.S.Q. Zulu.

The significant point is that one publisher published all the listed books, and points to a
monopoly engineered by this educational publisher to the obvious detriment of the
learners. Here books were written to order with no peer review or other quality control
system in place. It seems to point to a situation where commercial interests, rather than

educational motives drive the procedure.
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Further scrutiny of this syllabus also points to the influence isiZulu authors have in
SiSwati. Works edited by isiZulu authors such as Mthembu, Msimang and Mbhele’s
plays Inkhundla and Zulu, Mthembu and Mbhele’s Poetry anthology Ligabazi are being
prescribed. Commercial interests also become evident when books such as those written
by the then full time editor for Macmillan publishers, S.M. Magagula, feature

prominently on the prescribed list.
7.4 The SiSwati O’Level syllabus

The patterns evident in the Junior Certificate syllabus continue in the senior syllabus.
The literature section is divided into modern and traditional literature. Four books are

prescribed for modern literature section:

Umjingi Udliwa yinhlitiyo by S.W. Nsibande (Drama)
Inhlava by E.T. Mthembu, N.F. Mbhele and Zulu (Poetry)
Butjoki by D.B.Z. Ntuli (short stories)

Ubolibamba Lingashoni by E.A.B. Mkhonta (Novel)

The predominance of Macmillan publications is again significant. The drama, novel and
poetry books are published by Macmillan, whilst Butjoki, which is an isiZulu translation

is published by Shuter and Shooter.
7.5 Textbook development in SiSwati

In this section I will interrogate the process of textbook development in SiSwati and the
role that these publications play in the shaping of an informal curriculum. I will also look
at the selection of authors, the role of publishing houses and the evaluation and selection

procedure for textbooks.

Farrell and Heyneman (1988:39) have argued that in relatively open political systems,

textbook content often represents delicate compromises among groups with different
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ideological positions or different religious beliefs and practices or States, whilst in one-
party states, textbook content is usually carefully shaped to reflect the prevailing
ideology79. This observation is particularly poignant when SiSwati textbook development

is measured against it.

My enquiry will also be informed by Kumar's (1988:97) argument that education systems
differ in the mode of production and dissemination of textbooks as weil as in the
expected function and the actual use of textbooks by schoolteachers. He remarked that a
sharp contrast exists between countries where corporate interests are involved in the
textbooks business, and others where the state has overwhelming or even monopoly
rights to publish textbooks. How textbooks are supposed to be used is a matter of
considerable difference between systems in which state officials merely recommend
suitable textbooks or publish a list of approved texts, leaving schools free to select the
ones they consider useful, and other systems where specific textbooks are prescribed and

no deviation is expected.

In the matter of how textbooks are actually used, Kumar (1988) distinguishes between
two types of education systems. In the first type, the teacher has the freedom to decide
what materials to use for developing a lesson. She is trained and expected to prepare her
own curricular plan and mode of assessment. She has authority over what happens in the
classroom, in what order, at what pace, and with the help of what resources, printed or
otherwise. The second type of education system ties the teacher to the prescribed
textbook. She is given no choice in the organisation of curriculum, pacing, and the mode
of final assessment. Textbooks are prescribed for each subject, and the teacher is

expected to elucidate it lesson by lesson in the given order. She must ensure that children

™ Developments in South Africa for instance, exemplify Farrell and Heyneman's view that in one party
states, sudden political shifts or regime changes can render suddenly obsolete a large part of a nation’s
stock of textbooks. requiring massive and expensive rewriting and production. According to the Revised
National Curriculum document, * South Africa’s 1994 elections marked a turning point for education and
curriculum development. The values in the new Constitution were starting point for removing apartheid
from schools and curricula.

* A platform for developing a new sense of national identity. based on dignity and respect for all people,

rather than on racial. gender and class division’ (Revised National Curriculum Document, 2001:4).
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are able to write answers to questions based on any lesson in the textbooks without seeing

it, for this is what they will have to do in the examination when they face one.

The education system in Swaziland aligns itself with Kumar’s (1988) second type in an
extreme way. In the past, a number of major publishers based outside Swaziland were
taking care of the Swazi market fully. With the establishment of Macmillan Boleswa to
publish all materials for schools, these outside publishers were left only to supply tertiary
materials. Macmillan Boleswa is the only international publishing company that services

the Swazi market.

Prior to the arrival of Macmillan Boleswa in Swaziland, publishing was undertaken on a
very small scale by different organisations such as government ministries, non-
governmental organisations, and parastatals. In 1979, Macmillan entered into a ten-year
renewable contract with government. Initially, Macmillan was publishing ally primary-
school textbooks; at the renewal date, secondary school textbooks were included. The
publisher works closely with the National Curriculum Centre, where the schools’ material

designers are based.

Prior to their publication, the materials are tested in pilot schools. After publication they
are then distributed to schools throughout the country using the National Curriculum
Centre’s distribution network. The company also publishes material that does not
necessarily emanate from the National Curriculum Centre, which included secondary
school textbooks and literature, and anthologies in SiSwati and English. Macmillan draws
such manuscripts from members of the Umdlandla Writers Association and sometimes
commissions writers. Macmillan also acts as an adviser to the material designers and

organises workshops to train writers.

Textbooks for the primary school level therefore, are written at the National Curriculum
Centre and then ‘handed over’ to one publishing house which has monopoly rights to
publish them. These are the only textbooks prescribed for the primary level. The National

Curriculum Centre prescribes one book for each grade level.
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At secondary school level, the pattern is extended as the grammar book Sihlatiya SiSwati
is the only language book prescribed. That is also the case in the literature section where
prescribed books are those written by members of Umdlandla WeSiSwati, the Swaziland

Writers Association and the SiSwati panel and published by the same publishing house.

According to the O’Level SiSwati syllabus for 2001, in the grammar section for instance,

the following work is prescribed:

Sibanda, E.S. &. Mthembu, E.T. (1999) Sihlatiya SiSwati. Manzini: Macmillan

Publishers.

Teachers are also advised to consult the following books:

Dlamini, J.V. (1979).Luhlelo LweSiSwati. Pietermaritzburg: Shuter and Shooter.
Nyembezi, C.L.S (1956). Uhlelo LwesiZulu. Pietermaritzburg: Shuter and Shooter.
Ziervogel, D. & Mabuza, E.J (1976). A Grammar of the SiSwati Language. Pretoria: J.L.
van Schaik.

Doke, C.M. (1961). A Textbook of Zulu Grammar. Cape Town.

Shongwe, J.P. (no date). Tinkondlo Tayitolo Netalamuhla. Centuur.

M.M. Magagula (no date). Likhetselo Lemagama eSiSwati. Pietermaritzburg; Shuter and

Shooter.

Although the list of books suggested for consultation gives a semblance of openness and
choice, the fact of the matter remains that the one book purchased by all children is not
open to negotiation. From the list of grammar books given at O’Level for instance, one
deduces that only one textbook is prescribed for grammar in Swaziland. Siklatiya SiSwati
is written by Eric Sibanda, the Head of the African Languages Department at the
University of Swaziland and a member of the SiSwati panel and Thembi Mthembu, the
former Senior Inspector of SiSwati. It is clearly emphasised in the syllabus document that

Sihlativa SiSwati ‘must be studied thoroughly .
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According to the secondary school curriculum developer, before the publication of
Sihlatiya SiSwati, the only prescribed grammar book was Luhlelo LweSiSwati, written by

the then Senior Inspector for SiSwati, J.V. Dlamini. However, she explained:

‘In 1994 after a needs-assessment study it was said parents and other
government officials indicated to the SiSwati Senior Inspector, Mrs
Mthembu the need for a language course which would operate along the
grammar book, Luhlelo LweSiSwati. Mrs Mthembu was tasked with the
duty of finding a suitable person to guide writers in the process of
developing a SiSwati language course and a publishing company. Due
to the lack of SiSwati experts in this area, A Zimbabwean publisher for
Longman by the name of Mr. Isaac Mpofu was appointed. The next step
was to find suitable authors. Again this became a very difficult exercise
as there were no suitable individuals well versed in the area of textbook
writing and no one knew what criteria was to be used in selecting the
authors. The search for suitable authors to write the SiSwati course was
turned into a creative writing competition which itself was a failure
because the essays written were not up to standard, so in the end
SiSwati panel members were approached individually to write the
course. | remember very well, Mrs Mthembu came to see me and she
made it clear that because I was a panel member there was no way |
could refuse to do this job.’

According to the curriculum developer, the Ministry of Education selected authors from the
SiSwati panelSO, the series SiSwati Sivatfutfuka (SiSwati is Developing) was published by
Longman and then it was evaluated by the same SiSwati panel. The lack of a review system

or critical assessment is evident from the historical process:

In fact, the books were prescribed before they were publishedgl’ as the
project was the Ministry of Education’s baby.’

The panel members who became authors for SiSwati Sivatfutfuka were:

% This is a panel that is responsible for the selection of books to be prescribed for schools. It is made up of
lecturers from the university of Swaziland, colleges, and members of the SiSwati boards and the SiSwati
teachers™ Association. Examiners are also selected from this panel.

® Amongst those who became authors was Dotty Tsabedze. then a curriculum developer with the
Emlalatini Development Centre®', Thabile Mbatha, a SiSwati lecturer at the Ngwane Teacher Training
College. Mrs Joyce Sukumane, then a lecturer in the University of Swaziland, Mrs Esther Dlamini, the wife
of J.V. Dlamini author of Luhlelo LweSiSwati and a SiSwati teacher at Waterford Kamhlaba College and a
member of the SiSwati Teachers™ Association, Ms Daphne Mkhatshwa. a lecturer in the education
department of the university of Swaziland. Mrs Mthembu herself. by virtue of being senior inspector was
listed as one of the editors wit Mr Mpofu.
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Miss Thabile Mbatha (Ngwane Teacher Training College)

Miss Dotty Tsabedze (Emlalatini Development Centre)

Mrs Esther Dlamini (Member of the SiSwati Teachers’ Association)
Mrs Thembi Vilakati (William Pitcher College)

Miss Joyce Sukumane (University of Swaziland)

Miss Thabsile Mkhatshwa (University of Swaziland).

The lecturers and officials on this panel, who all studied isiZulu as a subject, yet again
became key role-players in shaping learning materials. [t came as no surprise to learn that
these writers also took turns in setting the J.C. and O’Level SiSwati external

examinations.

As the intention of commissioning the writing of SiSwati Siyatfitfuka was for it to replace
the grammar book, Luhlelo LweSiSwati, 1 enquired from one of the authors about the
possible differences between the series they wrote and the grammar book. In her
description of SiSwati Siyatfutfika, she mentioned that the book was different from the
grammar book in the sense that it was not purely a grammar book, but included all
aspects of the SiSwati syllabus: comprehension, composition writing, grammar and

traditional literature:

‘Mr. 1saac Mpofu had strongly advised us against including grammar in
the series, but we, as panel members, using our knowledge of the
centrality of grammar in teaching SiSwati, insisted on including it. This
resulted in minimal grammar in the text which was questioned by
teachers and resulted in the text being rejected in some quarters.
Teachers felt Sivatfutfiuka SiSwati did not prepare children well for the
final examination in which grammar carries much weight. There was
also a huge emphasis on traditional literature in Siyatfutfuka SiSwati.
For instance, we did not merely write proverbs and their meanings but
we also made it a point that we elaborated on them and explained their
origin and usage. There was also an attempt to use the communicative
approach in the texts.’

The author's comment again underlined the lack of direction and understanding in the

absence of a comprehensive, progressive curriculum. The influence of the teachers in
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deciding the degree of grammar teaching demonstrates the need for leadership through
due process; i.e. the supremacy of the curriculum, as well as the autonomy of the

examination and evaluation.
In 1998 the SiSwati Siyatfutfuka series was removed from the list of prescribed books

because, as one of the authors was informed:

‘Macmillan publishers had signed an agreement with the Government of
Swaziland to be the only publishing company responsible for publishing
textbooks written at the government’s National Curriculum Centre. The
publication of Sivatfutfuka SiSwati had been unique in the sense that it
was not written by curriculum developers, but by panel members during
their spare time. These authors also received royalties from Longman
Publishers. During the writing and publication of SiSwati Siyatfutfuka
Macmillan publishers only concentrated on publishing primary school
textbooks and it did not enjoy the monopoly it presently enjoys in the
country.’

The lack of a system open to healthy competition became even more acute when the
educational publisher, Macmillan secured sole rights for textbook publishing in
Swaziland. This lack of due process to the acceptance of a new series took a new turn
when in 1999 the SiSwati Siyatfutfuka series was replaced by Inspector Mthembu and a
panel member’s grammar book Siklativa SiSwati (We analyse SiSwati). The author was

quite frank about Mrs Mthembu's role in the project:

‘Mrs Mthembu is not really an author because she did not contribute to
the writing of the book, but because of her position she was a door-
opener for me, she acted as a liaison between me, Macmillan and the
Ministry of Education.’

When 1 asked the author why he felt that there would be a need for a liaison person, he

responded:

‘I wanted to write a book because | saw a need for a grammar book in
the schools. However, [ did not have the money to publish my own
book. Fortunately, at the time when [ wanted to write this book, teachers
had expressed the need for a grammar book. When | went to Mrs.
Mthembu she told me that I was God-sent. Now we had to find a
publisher. She then took it upon herself to approach Macmillan
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publishers and because she assured them that the book would be
prescribed for schools, they easily agreed to publish it. You see,
Macmillan is a profit-making company, it cannot publish a book until it
is certain that the Ministry will prescribe it and it will make money. So
Mrs Mthembu’s name appears on the cover because she helped me a lot
and she gets royalties for that. The other advantage was that Busi
Simelane, the Publishing Manager for Macmillan is also a member of
the SiSwati panel.’

The alarming lack of expertise and understanding of what progressive language education
is all about becomes clear in this excerpt from a review of Sihlativa SiSwati in the

Government Magazine, Swaziland Today:

This new SiSwati grammar book comes with an approach that answers a
number of questions which the SiSwati teachers had when teaching
grammar in schools. This book does not treat words in isolation but all
the examples are used in sentences, which means that it gives the
students the importance of having grammar lessons to improve day to
day language wusage. The new book also teaches phonology,
morphology, semantics and syntax of the SiSwati language. This then
bridges the gap that has been existing between what was taught at
secondary/high school and what is taught at college and university level.
Having used this book, those students who want to pursue linguistics at
university level would have no problem. This, therefore, will encourage
a number of students to enrol for linguistics at university level, hence
increase the number of SiSwati teachers in the schools (w sy s con
February 19, 2001).

Apart from the outdated approach by this author, it is also ironical that a language
approach devoid of pedagogical understanding of children's needs should be offered as an
incentive for Swazi children to study further in SiSwati. Furthermore, one cannot help but
to hear echoes of Professor Snyman, who said the following concerning the teaching of

isiZulu at Matric fevel in South Africa:

We at the universities are looking forward in anticipation that we will
in the future be enrolling well-trained students displaying insight in
the mother tongue because now for the first time do we have a
syllabus that enables pupils to bridge the gap to the university
linguistics syllabus (1987:134).
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So, to recapitulate, the procedure for the selection of the only prescribed SiSwati
grammar book in Swaziland reveals that the SiSwati syllabus prescribed the book written,
approved and published by members of the SiSwati panel. Or to quote one of the
curriculum developer’s words, Sihlatiya SiSwati, was ‘prescribed before it was
published.” The author who is not an educationist, but a linguist is tasked with the writing
project. A semblance of choice is suggested by allowing teachers to consult other books
by Shuter and Shooter and Longman, with one provision, i.e. Sihlatiya SiSwati “must be
studied thoroughly”. Only one publishing house is allowed by the government of
Swaziland to publish school textbooks. The agreement between this publishing house and
the government clearly represents a retrogressive step as it stifles and reverses progress in
the development of SiSwati as a series underpinned by the communicative language
approach to language teaching and learning, SiSwati Sivatfutfuka (SiSwati is Developing)
is replaced with a purely grammar book, Sihlatiya SiSwati (We Analyse SiSwati).

A scrutiny of the broad procedure for SiSwati textbook development indicates that the
process is negatively influenced by the monopoly rights awarded to one publishing
company and its privileged position with individuals in the system. At primary level the
National Curriculum Centre is the government arm tasked with producing prescribed
textbooks. These books are then ‘handed over’ to the publisher for publication. Similarly,
literature books written by members of the SiSwati Writers Association and the SiSwati
Panel and published by the same company are prescribed for the secondary and high
school. The production and prescription of SiSwati textbooks therefore aligns the system
of education in Swaziland with Kumar’s (1988) second type of educational dispensation
which ties the teacher only to the prescribed text, which she must elucidate lesson by
lesson in preparation for the examination set and moderated by the very people who have
written textbooks. It is a system that charts a single route for textbook production and

use.
Furthermore, it is ironical that the monopolistic rights enjoyed by one educational

publishing firm serve to perpetuate the teaching of SiSwati in the tradition of Bantu

education curricula.
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7.6 Conclusion

The examination of the development of the SiSwati curriculum and textbook

development produced the following insights and conclusions:

e The study showed a complete absence of a set of legal procedures regarding the
relationship between curriculum designers, educational publishers, textbook
writers and examiners. The way curriculum development is driven by textbook
writers writing in a monopolistic context is deeply flawed and anti-educational in
terms of the product.

e The absence of a strong and informed curriculum desk allowed textbook writers
to fill the vacuum. At primary school level, where an irregular relationship exists
between Macmillan publishers and National Curriculum Centre textbook
developers and examiners, the syllabus document represents a mirror image of the
NCC/Macmillan textbooks.

e At secondary and high school levels, where the syllabus in fact copies the
structure of the external examinations, SiSwati panel members in collaboration
with Macmillan publishers are key players in textbook development and
examinations.

e The lack of a publishing system open to healthy competition works to the
detriment of SiSwati children as nepotism and favouritism results in the
prescription of books that are not peer reviewed. These books are
methodologically and pedagogically out of date and unsuitable for use in this day
and age.

e Linguists and not educators tend to develop textbooks thereby perpetuating a
pattern inherited from the apartheid era.

e The undue influence of isiZulu scholars in the textbook and prescribe book
market reflects a profit-driven sentiment that adds to the lack of quality and

relevance that characterises these books.
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In the next chapter, | intend to critically analyse elements of the prevailing ideology,
driving language education in Swaziland and the competencies required from learners

who study the prescribed SiSwati literature texts. This exercise will limit itself to the

O’Level, the exit point.
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Chapter 8

The SiSwati language curriculum: An analysis of the cultural content,

values and ideologies

8.1 Introduction

In the previous chapter, 1 critically examined the irregular relationship between SiSwati
curriculum development, textbook development, textbook procurement and selection, and
the examination process. The study revealed a curious set of power relations and a lack of
due process. It further transpired that instead of the process being informed and driven by
the desk responsible for curriculum development, that the converse was in fact the case:
Textbooks, written within a monopolistic context, and not evaluated in any way, are
cynically used to construct the ‘curriculum’ as well as the format of the external
examinations. The latter, ironically is subsequently used to justify the entire process. In
this self referential set-up a British based educational publisher who enjoys a monopoly
publication rights has not demonstrated any resolve to exercise control over the quality of
books produced. It therefore came as no surprise that the content, methodology and
ideological orientation of these books reflect a state of mind that shows an uncanny
resemblance to old apartheid style language textbooks, while the content reinforces the
grand narratives of the Swazi royal house. The final outcome of this strange alliance is

that there is no space for innovative new language textbook series.

I started my investigation of the body of prescribed literature with the hunch that the
selection process will be flawed for much the same reasons as identified in the previous
chapter; a lack of due process and transparency, a heavy ideological bias towards books
that espouse traditional values and the purchasing of books from authors who are from

the inner circle.
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My aim in this chapter is to critically analyse the cultural competencies, values and
ideologies embedded in SiSwati literature books® (as well as the process of selection and
procurement.) A thematic analysis83 will be the approach used. A close critical reading of
the values, ideologies and mindsets reinforced by the literature aspect of the SiSwati
curriculum will also be measured against the most salient notions of literacy as identified
in Chapter 4. 1 must mention however, that my familiarity with the Swaziland context
and my experiences as both a learner and teacher of SiSwati proved invaluable in my

analysis.

Before | embarked on an analysis of the literature books, I thought it necessary to find out
more about the process of prescribing literature books. In an interview with the acting

SiSwati co-ordinator he explained the procedure as follows:

‘In the writing of SiSwati literature books, there is no selection of
authors but what happens is that members of the Swaziland Writers
Association, Umdlandla WeSiSwati or anyone who has a piece of
writing submits it to the publisher and they publish it if they see it fit.
From time to time the publisher conducts workshops for individuals
interested in creative writing. These individuals then write according
to the publisher’s criteria and the books are then recommended for
schools.’

The striking thing about this information was that instead of using established literature
which has been reviewed and evaluated independently, reading materials were being
produced on order. The lack of quality control implicit in this irregular procedure is self-

evident.

When asked about the credentials of the authors of books on the prescribed list she

explained:

& The reason for my analysis of literature texts instead of other aspects of the SiSwati curriculum is that, a
cursory look at some of these aspects such as compositions and comprehensions also reflects the very
traditional treatment of language and culiure. They continue to follow the conservative pattern of language
education which is well imbedded in the literature aspect that was analysed.

8 Thematic analysis is the classification of explicit and implicit themes as they occur.
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‘I can say most of these people are creative writers. In the past,
learners read isiZulu literature books, such that the first few SiSwati
literature books that were written were immediately prescribed, such
as Maphindisiganga written by Elias Mkhonta®. Mkhonta has gone
on to write other SiSwati books. The editors of Inhlava are not
Swazis as you can see, boZulu and Mbhele, but what you notice
inside the anthology is that most poems are written by Swazis. Tentile
was written by Modison Magagula, who is now an editor for
Macmillan.”

From the co-ordinator’s statement I concluded that similar to the prescription of the
grammar book Sihlatiya SiSwati, in the literature section there is also no selection
process, no peer review or other quality control system in place. Books are written to
order with Mr. Magagula not only the writer of a much prescribed text, but also the
selector and editor of his own book. Needless to say we are dealing with a similar
situation where one publisher does the selection as well as the publishing. The fact that
only SiSwati speakers can evaluate the manuscripts adds to the lack of transparency and

control.

In my analysis of the cultural competencies and ideologies reinforced by these literature
books, the notion of looking at books through two lenses, as described by Giroux (1985)
was illuminating. In his analysis there exists two lenses: the instrumental or the
ideological. The former would have ‘schools merely as instructional sites’ (Giroux in
Freire, 1985:xiv) ‘which prepare the youth for participation in the demands of capitalist

rationality and the imperatives of the market economy”® (ibid. xi).

The latter regards schools as sites of struggle where meaning and power relations are
either reproduced in the mould of the dominant culture or transformed according to the
voice of the individual (ibid: xiii, xxi, xxiii)86. School textbooks, and here 1 wish to

include prescribed literature, take on a vastly different function seen in this light,

¥ Elias Mkhonta, a teacher by profession later worked as the King's Private secretary. Amongst his duties
was writing speeches for the King. He later became the Principal Secretary in the Ministry of Justice, a
position he held until he met his death.

% The function of textbooks here is to enskill in a technical sense.

¥ Giroux writes within the American education context, hence his foregrounding of capitalist values. In the
Swaziland context, the patrimonial values induced by the autocratic system would be served by an
instrumental approach.
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especially due to the fact that they are regarded as central to educational discourse.
(Altabach, 1983:315; Westbury in Elliot and Woodward, 1990:17; Neumann, 1980:71).
From this perspective, textbooks are regarded as ‘one element in a socially organised
instructional system’ (Scribner in Cole and Sticht, 1981:6), which in turn, forms part of a
‘complex social system’. In other words, textbooks ‘are not produced in a vacuum’

(Altabach and Kelly, 1988:6). Rather they

are at once results of political, economic, and cultural activities and
battles and compromises. They are conceived, designed and authored
by real people with interests. They are published within the political
and economic constraints of markets, resources, and power (Apple
and Christian-Smith, 1991:1-2).

It is reasonable to expect that the books written for the prescribed market in Swaziland

will operate within the political and ideological constraints laid down by the government.
In my reading of these texts several overlapping themes revealed themselves. By
exploring each theme it is my intention to work towards a coherent and comprehensive

picture of the values embraced by these texts.

o The lure of the traditional

As a pre-eminent education institution, the school largely determines the pupil's
philosophy and view of life. The available texts in the school become an important source
for them to draw upon as they construct their perception of reality. More so, if one
considers Hartshorne's (1992:92) observation that students often regard texts as true, it
becomes important to scrutinise the ‘truth’ as it is captured by these texts.

What is clear at the first reading of the two selected prescribed for the O’Level final
examination is the widespread nostalgia for rural and traditional values in this society. In
the books under scrutiny, the ideal Swazi society is presented as essentially traditional and
pre-modern. The drama Tentile (written by an editor at Mac Millan) is a case in point: It
depicts the life of a rebellious girl living a traditional setting who refused to be married

off. Women in this play are housewives, their main role is to brew traditional beer and
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perform household chores. Their husbands move from home to home in search of
traditional beer, none of them seems to be working. Women still smear the floor with cow
dung and when they sweep the floor, dust engulfs them, unless they sprinkle it with water.
This suffocating setting is glorified by the author thereby entrenching highly problematic
gender relations and an economic system that is not conducive to progress and wealth
creation. It confirms a life style that has turned its back on modernity. Clara Reeve in

Msimang (1986:33) evidently uncritically enjoyed the reality as depicted in the drama:

A picture of real life and manners, and of the times in which it is
written. The novel gives a familiar relation of such things, as pass
every day before our eyes, such as may happen to our friend, or to
ourselves ... (1986:33).

The same pattern is evident in the novel, Ubolibamba Lingashoni which documents the
misfortunes of a girl called Tobhini who disobeys her parents. It is also set in a rural area.
Tobhini and her friend Phumzile fetch water from the river and they have to go and find
‘imbuya’ (amaranthus hybridus) or ‘umsobo’ (night shade) so that they can cook at home.
Hardworking boys such as Sakhile till the soil, and others look after their fathers’ cattle.
Social expectations have already carved out the future of these children. Boys must work
hard and marry the girls and the girls are being trained to be good housewives. It is for this
reason perhaps, that ‘societal delinquents’ such as Tobhini, who chooses to go and work
and later marry a white man, become ill fated. It is as though learners are being warned to
depart from ‘bad conduct’ such as that displayed by Tobhini, who is presented as
continually aspiring to a western and modern lifestyle. At a deep level the sentiments in

the novel express the racist and anti-progressive sentiments of the author.

With the books set in rural areas, the aim seems to be to affirm traditional values. The
literature books carry a longing for a traditional lifestyle, which learners must come to
know and attempt to restore. Ironically this focus on rural settings and rural values has the
opposite effect. Zungu (1998:38) in her study of isiZulu in KwaZulu Natal found that
urban children often rejected the prescribed reading material and the Standard isiZulu in

which these books are written, ‘They regard|ed] it as old-fashioned, rural and backward’
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1998:40). So, the author’s destruction of Tobhini in Ubolibamba Lingashoni who shows a
liking for ‘western habits’ such as polishing nails may in fact have the opposite effect as
intended, i.e. that children will sympathise and identify with her instead of frowning upon
her ways. The fact that Tobhini is in the end destroyed by the author is supposed to carry
an unambiguous message for the young reader - that straying from traditional Swazi
values comes at a price87. Davis et al (2000:161) aptly capture the pre-modern conception

of an individual in these terms:

If a citizen of a pre-modern culture [is] asked for a self-description, the

answer would likely be in terms of relations and responsibilities ...

rather than personal qualities ... questions of who one [is], what one

[knows] and what one does [are] rarely, if ever, separated (2000:161)

[brackets added].
The pre-occupation with duties and responsibilities in traditional Swazi society flies in the
face of the multiliteracies needed for survival in a modern society. In fact it can be
detrimental as it clashes with modern conceptions where practices devoted to self-
awareness; self-fulfilment, self-concept, self-esteem, self-actualisation and self-efficacy
are encouraged. They are not in line with critical literacies, which encourage the scrutiny
and inspection of various texts (oral, written and visual) from different cultures. Because
of the focus on the traditional and rural Swaziland context, learners are not being
encouraged to become what Giroux has called 'border crossers' as they are not exposed to
diverse cultural zones. SiSwati learners, as per the features of uncritical literacies, are
indeed doomed by this kind of book to ‘simply reflect on what previous generations have
done, without questioning customary and habitual ways of acting and thinking.” They are

also not being equipped to be multiliterate in response to the needs of the world as framed

by the New London Group in the previous chapter.

#7 This propagandist mode of writing is reminiscent of some apartheid era prescribed literature. One
prominent Afrikaans novel that was prescribed ad nauseum was 'Swart Pelgrim' (Black Pilgrim) by F.A.
Venter. [t tells the story of a man from Transkei who went to Johannesburg where he drifted from job to job
until he became involved in criminal activities, which landed him in jail. Then he realised that city life was
not for him and returned to the Transkei. The story line was in kecping with Nationalist Party propaganda
of the time. that wished to see Africans returning to the 'Homelands'.
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Durkheim’s (1956:64-5) maintained that overall societal values for its citizens in the end
shape educational goals. The idea is comforting as long as societal values can be described
as progressive and life affirming. However, in the Swazi society which cherish so much
values that act against the very carriers of that culture, the need to challenge and question
is absolutely critical. As these writers merely reflect the values espoused by a deeply
conservative society they in fact act as a brake on educational progress. However, in terms
of giving siSwati children the social skills to cope in the paradigm of modernity, these

works fail their readers completely.

The silencing of critical voices

The SiSwati literature books scrutinised can also be said to encourage people to support a
repressive social order. In most of the literature texts studied, the predominant theme is the
royal family. The poems, stories, proverbs and idioms have as their topics the
accomplishments of previous and current kings. Deeds from those of famous kings such as
King Somhlolo, who had a dream about the coming of Missionaries, King Sobhuza Il who
led the country to independence in 1968, to those of the present king, are the main themes.
Royal ceremonies such as Incwala “first fruit festival’, Umhlanga ‘Reed dance’ etc are
constantly elucidated and referred to during the study of SiSwati generally. The uncritical
treatment of the political dispensation means the discouragement of inquiry about cultural
traditions. These texts represent an unambiguous celebration of the royal tradition. This
flies in the face of emancipatory literacies which are derived from a fundamental desire to
be free from those constraints on human reason — constraints of authority, ignorance,
custom, tradition and the like — which in Carr’s (1995:115) view impede the freedom of
individuals to determine their purposes and actions on the basis of their own rational

reflections.
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The books’ strong focus on Swazi rituals and traditional ceremonies also position the
country in the pre-modern category of states®™. Because of the emphasis on the dominant
culture and traditions, subordinate groups contribute to their own domination by reifying
the status quo. The social skills reinforced, lack critical dimension as they merely
contribute to the strengthening of existing inequalities and established patterns of
structural power. The state, as Gramsci (1971) has so aptly remarked, does not need
physical force to spread its hegemony, but simply harnesses the school system at its
disposal. The use of these prescribed books to contain the youth of Swaziland

demonstrates Gramsci’s point in a poignant way.

Freire maintains that the oppressed internalise a myth of domination to the extent that they
identify with the oppressors: ‘the oppressed find the oppressor their model of manhood ...
they are one and at the same time themselves and the oppressor whose consciousness they
have internalised.” (Freire, 1973:32,33). They are also ‘fearful of freedom ... they suffer
from duality, that is, without freedom they cannot exist authentically, but they fear it’
(Freire 1972:32). People in a closed society become in Freire's words, part of a culture of
silence as they come to accept their domination as right and justifiable. And nothing seems

to drive grand narratives home as the literature of a community in bondage.

The maintenance of gender inequalities and patriarchal customs

Gender relations and representations in texts potentially affect students as language
learners and users (Sunderland, 1992:86). When children are repeatedly exposed to
messages which, for example, denigrate women, they are likely to develop negative
attitudes towards women. Similarly if children's literature and textbooks exclude or
under-represent women, readers may conclude that these groups and individuals in them

are not important members of the society.

% Such states are said to view knowledge as closely aligned with prayer. celebration. ritual. sacrifice and
other acts of reference in practices that serve to root collective and personal identities deeply in the earth
(Davis et al 2000:160).
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Weiner (1994:112) and Samuel (1993:12-13) have also argued that texts are central in the
reproduction of patriarchal relations and construction of femininity. From pre-school
through graduate school, literature is the main subject that presents gender images and

provides concrete models of manhood and womanhood.

What can be observed in SiSwati literature texts is not only the reinforcement of
inequality, but also the absence of counter-hegemonies. Subordinate groups such as
women and children, through the very forms of literacies reinforced by literature books
contribute to their own domination. For instance, learners are taught that a woman’s place
is in the home (see Mabuza, 2001). It is in this regard that Freire has argued that the
oppressed need to create a pedagogy of the oppressed which will challenge the hegemony
of the dominant group. Or in Richard Rorty’s language: people constantly need a new

vocabulary in order redescribe reality.

The drama Tentile for example, illustrates societal expectations of women and girls.
Grown-up girls are anticipated to marry and have children. It is the mother’s task to
counsel her daughter as we see in the dialogue between Nkhambule, Tentile’s father and
his wife, LaMatsebula. When the play opens not only is the husband holding his wife
responsible for pretending not to see the ‘wrong’ deeds of their daughter Tentile, but also
the nature of their relationship is criticised. Nkhambule clearly has authority and power
over his wife and the woman’s position of minding the home and children is emphasised.
Nkhambule is troubled by the fact that his wife is ‘irresponsible’ because she is not doing

anything about their daughter’s bad behaviour: He blames LaMatsebula in this manner:

You say she is grown? So you do you realise that? Then what have
you done about it when Tentile is still at home doing as she pleases?

The idea here is that if LaMatsebula realises that Tentile is ready to be married off then
she is failing in her counselling duties as Tentile is still not married. Not only does this
conversation draw attention to the predestined role of a traditional Swazi woman, but it
also brings to prominence societal expectations of a ‘grown-up’ girl. Nkhambule has

pulied Tentile out of school because she is ‘ripe enough’ to marry. The suggestion here is
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that Swazi society expects a girl to marry, as a result single women are referred to as
‘labagugela emashiceni’ (those who get old in traditional beer chaff). Tentile’s mother has
a duty to ensure that her child becomes what the society anticipates of every female.

Nkhambule wants his daughter to marry Simelane and he says to LaMatsebula:

Talk to her and tell her I, her father, have chosen a man who will look
after her well for the rest of her life. She will live happily. Simelane
loves her.

L.aMatsebula, Tentile’s mother also has good wishes for her daughter in line with societal

norms and values. She says:

My wish is to see Tentile marry so that I confirm that giving birth
to her was not a waste of time.

Tentile’s mother takes it upon herself to convince her daughter about societal norms
regarding marriage. When Tentile wants to know whether her father is choosing a man for

her because she looks desperate, LaMatsebula says:

No, my daughter, hear me well. It is not that we think you are
desperate. It is just that my girl a grown-up girl such as yourself must
be married. Her happiness and well being only show when she is a
wife. Society does not recognise happiness at home. People usually
say you have bad luck or you are one of those girls who just want to
change partners and not settle down.
LaMatsebula proceeds to inform her daughter that she definitely does not have bad luck

but then she wants to know from her why she is not becoming a wife. She asks her:

Why then are you not becoming a wife?

It is obvious that Tentile’s parents are pressurised by socictal norms. Her mother goes as

far as saying:

Tentile, you don’t know how embarrassed we are about the fact that you
are still at home, not married ... bringing you up has brought us great joy,
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but the high point of our joy will only come when you find a man to marry
you, because it is then that people will see the good quality product of our
hands which has been liked by a certain family ... that is what your father is
trying to do, we do not want you to go against the world, but to conform to
the wishes of society and respect the world by settling down with a man.

Tentile, as a girl in Swazi society is also taught that it is an embarrassment to have a child
out of wedlock. When she comes home to report that she is pregnant, her mother asks

her:

Now what will you become my child? Will you be called one who has thrown her
legs apart?

In the novel Ubolibamba Lingashoni we encounter a girl, Tobhini, also the only child in
her family. Again, this girl has to leave school as, according to some ‘wise’ men in the

community, educated people do not normally marry:

Mkhandlo, her father then pulled her out of school before she could
write the exam. Her father pulls her out because he saw that she was
now too educated. Other men had also warned him about the dangers
of over-educating a girl. They had told him that an educated girl
normally fails to marry and at times they keep changing partners,
embarrassing their parents, under the pretext of modernity.

The extract above not only highlights the role of the girl child in Swazi culture, but it also
gives some idea of the anti-progressive ideas and values reinforced by this book. A
careful study of this extract shows that it is only men who make decisions, yet
emancipatory literacy skills are about equipping all individuals, male and female with
skills to deal rationally with decisions and choices. Mkhandlo pulls Tobhini out of school
and it is other men who advise him about the dangers of educating a girl. Girls in Swazi
culture seem to be associated with dowry. Consider how Mkhandlo feels after heeding to

advice from other men:

Mkhandlo thought and came to the conclusion that he was indeed in
danger of not getting any dowry if he continued to educate this girl,
and then Tobhini was pulled out of school and she just sat at home.
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Boys, on the other hand have been presented in the novel Ubolibamba Lingashoni as
dropping out of school because of reasons beyond their control. Consider for instance the

reasons for Sakhile’s exit from school:

Sakhile dropped out of school early. He dropped out when his

father died.
Sabelo, Sakhile’s best friend never had the opportunity to go to school because no one
was going to look after his father’s cattle. Even though Sakhile has only gone up to
Standard 4, he is presented as very productive. He becomes a successful farmer in his

community. The old agricultural model worked for him.

SiSwati prescribed literature can also be said to reinforce existing gender inequalities and
patterns of structural power because it teaches learners that Swazi culture places more
value on boys than girls. This is reflected in the drama Tentile, where Tentile is the only
child at home. Both her parents show some bitterness about the fact that they do not have

a son. At one stage LaMatsebula says to Tentile:

As for only having a girl, just one girl! Its like you have given
birth for some other woman. As for me, I gave birth for whites.

The stigmatisation of being the mother of a girl only is quite evident. The author also
reinforces racial prejudice by creating a character who is uncompromisingly against

liaisons across the colour line.

Tentile’s mother clearly regrets the fact that she has one child and it saddens her that the
child is a daughter. According to Swazi culture, girls are not very valuable because they
are expected to leave home to go and live with their in-laws and husbands. LaMatsebula
sees her case as slightly unique because her daughter now belongs to whites as she is

working,.

Nkhambule also feels the same about Tentile. He says:
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[s it right now for her not to be married and live in town? [ wasted
my time by giving birth to her. I wish 1 had a son; 1 would
probably be sitting with grandchildren. But with this one! Will she
ever have children, where, with whom? Never. Nx!

Tobhini in the novel Ubolibamba Lingashoni also receives very little appreciation for the
support she gives her parents. One can only imagine the negative self-image impressed
on girls by this scene. It further strengthens the self-congratulatory attitude present in
boys from traditional homes. When a neighbour congratulates Tobhini’s father for having

such a supportive child, Mkhandlo can only say:

You are right, but if it were a boy, my life would be even better.

But having a girl is useless because they will leave home and

marry.
The excessive value placed on a baby boy has other serious implicationsgg. Unlike the
progressive goals of literacy, where learners are expected to speak to cultural issues from
a deep sense of the politics of their own context, SiSwati literature lessons become sites
where learners merely absorb obsolete and harmful cultural practices. They are not
equipped to unlearn the habits of their society that buttress them and prevent them from
becoming questioning citizens. In The Feminist Critique of Language,Cameron (1992:9)
asks the question: Why is language a feminist issue? in response to her own question she

argues forcefully that it is impossible for girls to think beyond the linguistic constructs in

% Consider the following stories extracted from The Times of Swaziland of 1 July 2002 entitled ‘In search
of that elusive baby boy’:

Shewula — Phineas Mbatha’s desire to have a boy in the family has earned him more
problems after his wife, already a mother of seven children excluding two who have
since died. gave birth to triplets all being girls. The poverty-stricken. sickly and famine
ravaged family has got 10 children. The birth of the triplets left Mbatha with a R500
debt. In a Swazi set up, the absence of a boy in the family is viewed negatively. In
some instances. the woman’s in-laws encourage the husband to marry a second wife
with the hope that she would produce a son and an heir to his father’s estate. The
woman's family could also move in and provide another woman to the husband,
usually a younger sister or niece to the wife. It is also with the hope that the sister or
niece to the woman would conceive and give birth to a boy. ... The Mbatha family,
after each pregnancy, has been nursing hopes that lying in Maria’s womb could be a
boy but the birth of a boy in the tamily remained elusive.
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which they dwell. She stresses that change cannot be brought about by merely speaking

against harmful gender practices, but to speak outside the structure.

The consequences of the seemingly authoritarian and undemocratic nature of Swazi
society as portrayed in these texts become evident as children are equipped with ‘good
behaviour’ and ‘good habits’, which in the Swaziland context are children who are
obedient and uncritical. The themes and situations cited all point to an underlying agenda

of social control couched in the language of ritual and ceremony.

It is not surprising to find situations in these prescribed books that violate the rights of
girls. One such incident is the depiction of the custom of 'kwendzisa', where a father, upon
realising that his daughter is old enough, finds a ‘suitable’ man to marry her. The drama

Tentile depicts an incident, where Nkhambule, Tentile’s father says:

I am going to marry off Tentile. It is only becoming a wife that will fix
her up and stop her from misbehaving. I think Simelane is a man, he is
well off. His children are well fed. He has lots of cattle. My daughter will
have married well, she will become a wife, bear children and that will
make her straight.

The extract above highlights three aspects of Swazi culture that constitute violent acts
against the girl child. Firstly, with regard to the issue of 'kwendzisa', Nkhambule clearly
spells out that it will 'fix up' Tentile. Tentile is not at liberty to choose a man that she
loves. In fact the issue of mutual attraction is not even mentioned in this extract. Tentile is
also not free to be a child. There is much societal pressure on her to marry. Certain men
have indicated their interests in her and her parents are putting her under tremendous
pressure. Consider this extract from a dialogue between Nkhambule’s neighbour and

LaNdlela, where Tentile is being referred to as if she was some form of merchandise:

I do have cattle even now; it is just that [ am too old. Otherwise 1
would have gone to take Tentile. If I had more sons, | was going to
take Tentile for one of them.
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Tentile has been forced to leave school, yet under normal circumstances, a child her age

should still be at school, but her society now wants her to become an adult.

Secondly, in compliance with Swazi traditionalists, a suitable man is one who is well-off,
one who has cattle and is able to look after his wives and many children. Dowry is very
important in Swazi society. Ndvuna describes Simelane, the man chosen for Tentile, in

the following manner:

How can this child refuse such luxury? Not when Simelane looks
after his family so well! It is not an issue that Simelane has two
wives, there is never any noise coming from his homestead. His
wives love each other like sisters. What do these children want?

Children studying this text internalise the idea that polygamy is normal and desirable. It
does not bother Nkhambule that his daughter will go into a polygamous marriage but what

gives him pleasure is that Simelane, the man chosen for Tentile, will afford to pay dowry.

Thirdly, the purpose of marriage in Swazi culture appears to be solely for bearing
children. A woman who does not bear children is given derogatory names, such as
‘inyumba®. Even Tentile’s prospective husband, Simelane, has shown interest in having

Tentile bear children for her. According to Nkhambule:

Even yesterday 1 heard Simelane say he wants my flower
Tentile to come and bear more flowers in his homestead so that
he can get cattle out of them. Tentile can be his wife.

The dangerous perception that children constitute wealth is being perpetuated by the play.

The play goes against the grain of progressive family planning policies. It encourages

unbridled breeding, resulting in related social ills. The relation between large families and

the high unemployment figures in Swaziland has been firmly established.

Tobhini in the novel Ubolibamba Lingashoni also has almost similar experiences to those

of Tentile. She refuses to marry Sakhile because she does not love him. She then goes to

% And yet again. there is no equivalent name for a male who does not have children because, according to
Swazi culture. it is always the woman’s fault when there are no children from a marriage.
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work on a farm and she falls in love with a German. When she comes home to introduce
her fiancé, her father becomes very irate. He does not want her daughter to marry a

German because they (Germans) killed his father in a world war. He tells Tobhini:

Now listen to me carefully my child. It is clear that you did this not
knowing the truth. My father, your grandfather was killed by the
Germans in a world war. It does not end there; the bloodthirsty
Germans, whom you today say are your in-laws, killed many Swazis.

Tobhini says:

I will not part with this man because I love him, You can kill me if
you want to.

Tobhini is advised by her father to part with the German and when she refuses, she like
Tentile, is disowned. Her father, after being advised by a traditional healer, slaughters a

goat, digs a hole and buries the goat, saying he is burying Tobhini.

To a large degree then, one can say Swazi society as depicted here discourages
dynamism, yet social dynamism is a critical quality of any healthy social body and
attempts to structure communities around narrow conceptions of normality, imposed
rules, and assigned roles rarely give rise to long-lasting collectives (Davis et al,
2000:151). In contrast, the most stable (and winning) communities are said to be the ones
that allow the most play among their members. Davis et al (2000:151) however, are quick
to warn that all regimes and ideologies are fraught with their own particular inequalities
and injustices but “the most generative, creative, and stable communities are the ones in
which the members are able to pursue their individual interests”. Communities, such as
those portrayed by the literature aspect of the SiSwati language curriculum are said to fail

to sustain themselves because they have to be perpetually controlled.
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Swazi women - implementers of man-made decisions

The school has been described by Mgotsi (1953: 9) as 'a mirror of the society’ in the
sense that the system of education that prevails reflects the social and economic relations,
the attitudes, outlooks, ideologies and prejudices of the society. In a democratic society
for instance, the school is said to reflect democratic values. By the same token, the
undemocratic and patriarchal fabric of Swazi society is reflected in the literature and it
prevents individual from freeing themselves from cultural constraints and the attainment

of true and emancipatory competencies.

In this section 1 would like to demonstrate how the oppressed tend to perpetuate their

own oppression.

The drama Tentile for instance, brings to the surface the patriarchal and autocratic nature
of Swazi society. In this play, the father, Nkhambule is the one who has power and
authority; no one is to go against his word. This we see when he first discusses his
worries about Tentile, his daughter, with his wife. Nkhambule scolds his wife for failing
to do something about the fact that Tentile is ‘ripe’. He then decides, without consulting
his wife, that he will give Tentile to Simelane. LaMatsebula and Tentile can only take
orders from him, they are not to question Nkhambule. When Nkhambule tells
LaMatsebula that he thinks Simelane would make a good husband for Tentile,

LaMatsebula only says:

I understand you very well father, your idea is brilliant. I hope and
wish Tentile would agree.

Nkhambule does not think Tentile has any right to reject his idea. He says:

Would she reject it? Not when I am her father, whom she must respect,
especially because this concerns her future, I don’t want her to become a
wanderer.
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LaMatsebula concurs by adding that it is also her wish to see Tentile married.
Significantly, Nkhambule then asks LaMatsebula to relay the message to Tentile. At this
point there is no communication between father and daughter, because the cultural
assumption is that she will agree and show respect and obedience. When she shows signs

of disobedience and going against her father’s word, LaMatsebula says:

] have been asked to bring this news to you and return the reply to your
father. From what you have said so far, I do not think you have given your
father the answer he expects.

In other words the matter is not open to discussion. Tentile is expected to say ‘yes’ and

when she does not, he responds:

What? What is so difficult about telling a child what I, her father have

said?
Tentile was supposed to be told and when LaMatsebula says she has rejected what she is
told, Nkhambule thinks she is disrespectful and he does not understand why she rejects
what she has been told. He threatens to beat her and when LaMatsebula pleads for

Tentile, she carries the blame for teaching her daughter to disrespect. Nkhambule says:

I have decided, I have decided it will be good for her as my child.
She never chose anything whilst I brought her up, | used to do
everything for her and it was fine. Now what is she saying today?
She wants to choose?

Tentile, like her mother, will wait to carry orders and decisions about crucial issues in her

life from her husband”'.

Tobhini’s mother, in the novel Ubolibamba Lingashoni also does not have a say in the

affairs of her home. When Tobhini “disobeys” her father, there is not a single instance

' The moral of the story is that the father knows best and. those girls who go against their fathers™ wishes
are on a path of self-destruction
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where we hear her mother making a contribution in the whole saga. Her father, on his

own, decides to disown her in a traditional fashion and Tobhini’s mother can only weep

and concur:

(Tobhini’s mother weeping). | also do not blame you for the stance
you are taking because you are protecting us from our ancestors.
Pain we cannot avoid because your blood is your blood. But this
child invited this curse.

The analysed texts confirm a social trend, i.e. that women in traditional households tend

to uphold discriminatory practices, thereby perpetuating their own state of subservience.

8.2

Conclusion

In conclusion then these texts were written within the paradigm of traditionalism.
They perpetuate old tribal values that tend to be deeply discriminatory regarding
the role of women in society. The values internalised are anti-progressive in the
sense that large unplanned families are being encouraged, perpetuating the cycle
of poverty that characterises present day Swazi society.

The somewhat irrevocable commitment of a girl to marriage and having children,
followed by the payment of the bride price to the girl's family as reflected in these
texts, continues to instil in learners the mindset that a woman is nothing more than
a tool to be owned and sold on. She is born to be a possession, living to carry out
the role of a servant and surviving merely to perpetuate customary practices. The
gender inequality promoted in SiSwati literature books reinforces the belief that
women, when allowed freedom to choose their own destiny, will invariably
follow a path of self-destruction. Thus allowing gender equality and female
independence is not just threatening to the male ego, but actually threatening to

the very fibre of traditional society.
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Chapter 9

Teachers and learners’ perceptions of SiSwati in the pedagogical

context: Empirical findings

When a language dies, it does not simply fade away due to old age.
Sometimes, death comes to a young language. In all cases, the
extinction is due to the supplanting of the old by a new language with
social and political prestige. ... In language murder, a socially
prestigious language gets used in more and more circumstances, so
that previously bilingual speakers have little opportunity to practise
the old language. Younger speakers tend to forget its form and
constructions, either omitting crucial endings, or utilising those that
coincide with forms found in the new language. In brief, language
death is a social phenomenon, and triggered by social needs. There is
no evidence that there was anything wrong with the dead language
itself: Its essential structure was no better and no worse than that of
any other language. It faded away because it did not fulfil the social
needs of the community who spoke it (Aitchinson, 1986:221).

9.1 Introduction

It is the last sentence of Aitchinson’s comment above that struck a chord in me. And
more recently, Skutnabb-Kangas’ concept of ‘linguistic genocide’, where she advocates
that the disappearance of languages can be blamed on formal education and mass media
and the fact that English is a ‘killer language’, also came to mind and raised these
questions for me: to what extent does the content of the SiSwati experienced at school
fulfil the social needs of the children? To what extent is the way SiSwati is being taught
instrumental in the evident demise of the language in almost all the important domains of
usage? As this study progressed I increasingly felt that the educational dispensation, that
should be responsible for the psychosocial development that normally takes place
through the home language, was unwittingly in the process of committing linguistic
genocide. It has also reminded me of the maxim that certain cultural habits and

perceptions can harm the very people who uphold and practice these constructs.
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In the previous chapters | critically examined both the historical and the current process
of SiSwati curriculum development. The historical overview in Chaprer 5 highlighted
both the detrimental effect of the unsevered and problematic umbilical cord between
SiSwati and isiZulu and the role and legacy of Fundamental Pedagogics on present
SiSwati literacy practices. It was established that as a result of the close proximity of
SiSwati to isiZulu, as well as the educationally undesirable involvement of isiZulu
academics in SiSwati at school level, the apartheid ideologically informed so-called
“scientific approach” to language education which underpinned isiZulu literacy practices

has unwittingly and indirectly been channeled into SiSwati language education practice.

An analysis of the process of textbook development in SiSwati highlighted the legacy of
a grammar approach to language teaching introduced by isiZulu academics. Further
hurdles pertaining to a transparent SiSwati curriculum development process were seen to
be a direct result of the lack of a political will as well as a lack of a professional know-
how in developing a comprehensive curriculum policy document. It transpired that a
range of failures should be listed as contributing to the present dilemma. Primarily,
though, it turned out that an irregular blending or overlapping of professional roles
created a situation where responsibility for curriculum development, textbook
development and external (exit) examinations as a matter of course would emanate from
the same official desk. Added to this unconventional situation, was the arrangement with
one educational publisher to exercise a monopoly in the publication of textbooks in
SiSwati. This effectively closed the door on healthy competition amongst a range of
publishers keen to enter the market. In interviews with the various role-players, it also
transpired that a deeply conservative view of language education was driving the process.
The in-depth analysis of SiSwati prescribed literature books in Chapter 7 confirmed that
in the teaching of SiSwati, traditional values, informed by political interests of the
monarch and the power elite, as well as the all-encompassing patriarchal mindset that

drives decision-making at government level influence the curriculum.

Having established the process of curriculum development in SiSwati, the lack of

textbook choice and the outdated nature of literacy practices in this language, my hunch
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was that this state of affairs in all likelihood had an adverse influence on the attitudes of
teachers and learners towards SiSwati. In this chapter then, the aim is to empirically
explore these attitudes and perceptions. 1 will look at views towards SiSwati both as a

language and a school subject in Swaziland.

This chapter then presents and discusses the data generated from classroom observations,
teacher interviews and learner responses to a questionnaire in Grade 11 classrooms of six
high achieving high schools in Swaziland. As already set out in Chapter I, the fieldwork
was done in September to October 2000. Nine teachers were interviewed and 290

learners responded to the questionnaire 3 (see appendix for questionnaire).

9.2 Sources of negativity towards African languages and the possible causes

In order to frame my empirical work, I will look at some of the arguments that have been
advanced for some of the negative attitudes towards African languages in general and
hypothesise how they might manifest themselves in the Swaziland context. I would like
to begin my exploration by looking at the work of Adegbija, a scholar whose research in

this area revealed an all-pervasive feeling of inferiority towards ex-colonial languages.

In his book Language Attitudes in sub-Saharan Africa: A socio-linguistic Overview
(Adegbija, 1994) attempts to provide reasons why there are disproportionate attitudes of
superiority towards European languages in sub-Saharan Africa, while there are attitudes
of low esteem and inferiority towards indigenous African languages. His explanation for
this state of affairs is that European languages are generally accepted as the languages of
the conquerors of Africa, and as such are accorded some aura of superiority. Moreover,
the European masters always pursued very aggressive language policies in their colonies,
which left no doubt in the minds of the conquered peoples that European cultures and
languages were superior to those of Africa. The devastating effect of these aggressive
policies is that in most sub-Saharan African countries, the indigenous languages have

been either under-utilised or completely excluded from important spheres of public
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communication, such as being used as official or national languages, in the mass media,

or as media of instruction in schools.

In addition to the causes mentioned by Adegbija (1994) there is a widely held perception
that negative attitudes towards African languages also stem from the fact that these
languages are in a relatively underdeveloped state, that most have no literary tradition of
note, and that little in the line of printed media appears. In the South African context the
abuse of African languages within the framework of the apartheid system created a deep-

seated love-hate relationship towards the mother tongue®.

However, my research in the history of SiSwati curriculum development suggested that
the Swaziland specific context added another dimension to the abovementioned problems

over and above those that are common to most African language educational contexts.
9.3  Attitudes towards SiSwati

In Swaziland, English and SiSwati are the official languages. English is the medium of
instruction in schools and it also dominates in the media industry. There is only one
SiSwati newspaper — Tikhatsi TemaSwati (The Times of Swaziland), which is published
once a week. A low readership is cited for not publishing it as a daily newspaper. It is
perceived as a paper read by the less sophisticated sector of society.

What is not clear, however, is whether the mundane tone, and its adherence to the official

line, is not a factor in its low readership.

English does not only dominate the media, but also other spheres of Swazi society. Even
though SiSwati is one of two official languages, government officials such as the police
at times address the public in English. For many people it is preferable to speak ‘broken
English’ than SiSwati. Code mixing English and SiSwati is also considered a sign of

being ‘literate’.

** For a further analysis of the causes for negative attitudes towards African languages, see Mahlalela-Thusi
(1999).
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In the education sector which is the main focus of this study, Dlamini (2001:54-5) has
also observed that the ministry of education itself contributes to the low status of SiSwati
as a subject. Teachers of SiSwati are being held in low regard. There is also the

perception that ‘anyone’ who speaks SiSwati can teach it.

The content and methods employed in teaching SiSwati, as it has been earlier discussed,
also worsen the situation and with the introduction of languages such as Afrikaans,
French and Portuguese in some schools in Swaziland, many learners are opting for these

instead of SiSwati.

Dlamini (2001:55) also pointed out that as long as SiSwati is not a subject that has to be
passed, like English or science, it would continue to be undervalued. Whilst I agree with
her point, it is also true that the meagre and outdated content of the SiSwati syllabus,

cannot earn it the status of a passing subject.

Pupils expressed their lack of respect for their own language in an emphatic way. In
response to the question asking learners to rank SiSwati in terms of importance to them,
77% stated that they considered it the least important subject while only 23% of the

respondents felt that it was a very important subject.

The most often cited reasons given by learners for their negative responses were the

following (unedited):

o/ don't like SiSwati because I don’t really use SiSwati these days.
The thing we learn used to be used 20 years ago now it is simple
SiSwati and we don’t speak it that much at home and at school.

o] don’t like SiSwati because in our school it is looked down upon.
o] don’t understand grammar.

o/ don't think SiSwati will anyway be useful to me in any way e.g.

there is no job that requires SiSwati — so what's the use?
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o [n terms of importance I don’t think it's important because I have
never heard anybody say he was helped by doing SiSwati. I certainly
never pass it.

o/ don’t enjoy speaking or using SiSwati as my means of’
communication. 1 even fail to read it fluently.

o/ find it boring to study because it is my mother language. [ am
able to speak it and also able to write it.

o it’s the topics we learn. There are more of those that do not need
us to apply in life than those that help us.

o We study SiSwati only because we want credits and we want 1o

pass.

A scrutiny of teachers and learners’ responses revealed the following about SiSwati:

SiSwati’s low socio-economic currency

Learners felt it was not important for them to learn SiSwati because ‘they can speak the
language’, and after all ‘[they] have never heard anybody say they were helped by doing
SiSwati.” Other remarks echoed this feeling that it is quite superfluous to learn the
language. Here are some remarks in similar vein: ‘SiSwati does not teach us anything
that we can use today’, ‘We hardly speak SiSwati at school and at home’ and ‘no career
requires one to speak SiSwati.” It is hardly surprising that they seldom read, listen to
music and radio in SiSwati as Figures 12 and 13 show. In school C, one learner asked the
SiSwati teacher if there was any job that required SiSwati except for SiSwati teaching.
The teacher could not answer the question. The student was visibly angry. The teacher

turned to the me and said:

‘Befika banjena-ke ka form 4, but don’t worry they will come
around. By the time they get to form five batabe basitsandza
SiSwati.” (This is how they are when they come to Grade 11,
but don’t worry, they will come around. By the time they get
to Grade 12, they will have fallen for SiSwati)
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The extent to which their interest in Grade 12 is integrated or merely instrumental, i.e. to

improve their grades, remains an open question.

The general perception amongst learners is that SiSwati is not important for their future,
it is a stagnant language and it does not equip them with the necessary life skills. As
these students have never been exposed to a syllabus and textbooks based on critical
literacy skills, their sense that studying SiSwati has no validity, is quite reasonable. The
grammar based curriculum created an atmosphere of apathy and loathing for the mother
tongue. In contrast, they ranked Science subjects and English very highly as they were
said to be important for their career prospects, after all, ‘[they] have never heard anybody
say they were helped by doing SiSwati.” The legacy of the high status attributed to
English and the general perception that the content of SiSwati is irrelevant, seem to drive

their attitude towards their mother tongue.

The archaic and stagnant image of SiSwati

The impression that the language lacks dynamism and rejuvenating qualities shone
through in most conversations with teachers. Besides the fact that learners say ‘[they]
don’t really use SiSwati these days’, Mr. Hlatshwayo’s perception that the language
lessons perpetuate an archaic corpus of language used twenty years ago sums up a certain

sense of desperation:

‘I can call the problem stagnation, it seems the development of SiSwati is
not clear, it is stagnant, so that is a problem as it conveys the culture.
Culture, particularly Swazi culture does not encourage children to show
initiative. It is the traditional things which are stagnant and people are
quick to say ‘this is un-Swazi, in Swazi culture this is what we do’ and
then children who are exposed to other cultures which encourage certain
things, we then say it is un-Swazi. So instead of being helpful to a child,
SiSwati language and culture become a hindrance. Swazi culture does not
encourage child development, so that is problematic.’

Unlike the views of Adegbija cited earlier who put the blame for the negative attitudes

towards African Languages squarely on European language intervention, Mr.
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Hlatshwayo advocates that it is stagnant Swazi culture which should shoulder the blame.
In his opinion, SiSwati as a subject is ‘trying to say this is how education was in
Swaziland in the past’. The proverbs, riddles and traditional stories, in his view, only
help remind children of what life was in the past and it is not helpful at all. In his own
words, ‘it is all outdated now.” There is also an avoidance on the part of SiSwati on
everything that proves to be un-Swazi. In other words, only what is pure SiSwati

language and culture finds its way into the curriculum.

The fact that traditional Swazi culture is the bedrock of SiSwati curriculum values is
directly linked to this sense of desperation. The curriculum then is regarded by this
correspondent as an induction of children into the ways of life of a rigid Swazi society.
This comment should be read against the general perception amongst cultural theorists
that some cultural habits may in fact be bad for those who uphold and practise them.
Even though some aspects of the Swazi way of life have been seen to be detrimental,
they continue to influence SiSwati literacy practices. This to a certain degree, seems to
suggest that a change towards a progressive language curriculum would mean changing

. . 9
Swazi culture and vice versa™.

The introduction of archaic concepts by SiSwati teachers was aptly demonstrated when |
asked the SiSwati teacher in one of the schools about the interconnectedness between
SiSwati literature and culture, she responded by saying that she found it important for
children to know about issues such as ‘kwendzisa’, a situation where a father marries off

his daughter as they still happen.

% For as Rorty (1989) has written, radical change in society occurs not so much as a result of argument or
an act of will, but when people change their way of thinking and talking about things. when they lose “the
habit of using certain words and gradually acquire the habit of using others™ (1989:9). According to Rorty, it
is the human “talent for speaking differently, rather than arguing well. that is the chief instrument for
cultural change (ibid: 7). The idea behind Rorty's notion here is that with written language that has effects
on the spoken medium, the intention is not so much to replace vocabulary. but to allow individuals to re-
describe things in new ways “until [they] have created a pattern of linguistic behaviour which will tempt the
rising generation to adopt it, thereby causing them to look for appropriate new forms of non-linguistic
behaviour, for example, the adoption of new scientific equipment or new social institutions™ (ibid:7).
Rorty’s assertions are very much in the Wittgensteinian tradition of language. Wittgeinstein says sometimes
you have to withdraw an expression from the language “to send it for cleaning — and then you can put it
back into circulation™ (1998:44e).
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The statement by the teacher above confirmed the detrimental nature of traditional
cultural practices, which however, continue to be internalised in schools, instead of being

critiqued.

The extent to which learners have internalised old customs was evident in one school
when [ asked a group of learners to comment on the fate of Tentile in the prescribed
drama of the same name’”. My question was whether Tentile deserved her fate, and the
children in chorus fashion shouted “YES’. The thought crossed my mind that they wanted
to please me, but the response was simply too spontaneous. This to me reflected the
general psychosis dominant in SiSwati classrooms and reinforced by archaic texts. It was

not a curriculum aimed at societal renewal, but the maintenance of the status quo.

Kelly (1989:36) aptly explores this problematic approach to curriculum development. He
advocates that basing the content of the curriculum on culture ‘creates more problems
than it resolves’ (1986:36). Indeed, what one sees in the Swazi context is that children
are taught about ‘what life was like in the past’ as Mr. Hlatshwayo stated. There seems to
be little focus on the learners’ present circumstances. Ms Mlotsa, a SiSwati teacher at

school A, attempting to justify the rural settings of most SiSwati literature said:

‘[ The learner] reads and gains new knowledge so that if in future they are

required to work in rural areas, then they will not experience any problems
... children learn that even if there could be nothing wrong with something
in one context, it could be completely unacceptable in a different context.’

Ms Miotsa’s argument is based on the dangerous assumption that curriculum should
reflect the values and perceptions of the most conservative section of the community. It
also brings to prominence the generation gap as well as the cultural discrepancy evident
in classrooms. It appears as though the present SiSwati curriculum is designed to cater

only for problems that arise when modern children will be confronted with a traditional

* Tentile tells the story of a girl who apparently brought misfortunes upon herself by refusing to be married
oft.
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setting. There is little concern of how the curriculum may fail the rural, traditional child

who is confronted by a bewildering modern culture and environment.

Again Kelly's (1989:37) warning is applicable: that it is dangerous to base a curriculum on
culture as ‘in these modern times it is clear that no one pattern of life can be called the
culture of that society.” Furthermore, ‘most socicties are far from static entitiecs and this
implies that one feature of their culture is that it is changing, evolving and developing’
(ibid. 37). Indeed, in Mr. Hlatshwayo’s view, basing the curriculum on existing cultural
traditions, learning proverbs, riddles and traditional stories only helps remind children of

what life was and what they intuitively want to get away from””.

In an interview with a curriculum designer from the National Curriculum Centre, it
transpired that the SiSwati panel, a body that evaluates and recommends SiSwati

textbooks rejects books that do not promote Swazi culture. 1 was informed that

‘Writing a textbook that ignores Swazi culture becomes a

waste of effort ngoba ema members epanel avele ayibuyise

kuwe atsi calela phasi.” (Panel members throw it back at you

and ask you to write it again) (Personal communication with

Patricia Lukhele — English Curriculum Developer for the

Secondary schools).
It appears as though teaching SiSwati is equivalent to teaching culture. Indeed, Ms Mlotsa
lamented the fact that Swazi children were deviating from their culture and it was the role

of the SiSwati curriculum to teach it to them.

Basing the curriculum on culture and politics is not unique to Swaziland only. In South
Africa, Bantu education, whose language component served as a framework for the SiSwati

curriculum was a case in point. Kallaway (1984:8-9) aptly points out that the ‘colonised

° According to him. children now need practical things, something they will see in real life in their
environment. ‘But proverbs and all the rest. there is really no time for that. children do not have time to
quiz each other. they watch television and play computer games. These things are all outdated now. we
need to replace them and move on.” In all fairness, teachers such as Mr Hlatshwayo are on the receiving
end of a process that is designed without their input.
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peoples of Southern Africa were not simply conquered in a military sense; did not only lose
their political independence; were not just drawn into new systems of social and economic
life as urban dwellers or wage labour. Though all these aspects of the process of
colonisation have great importance, the key aspect to be noted is that it also entailed cultural
and ideological transformation in which schools were major agents’. Kallaway (1984:175)
then quotes the Eislen report which stated that © ... Bantu practice must recognise that it has
to deal with a Bantu child i.e. a child trained and conditioned in Bantu culture, endowed
with a knowledge of a Bantu language and imbued with values, interests and behaviour
patterns learned at the knee of a Bantu mother. These facts must dictate to a very large

extent the content and methods of his early education.’

From the Eislen report one deduces the fact that African languages curricula developed
within the constraints of Bantu education were ideologically censured, devoid of
provocative ideas, intellectually and emotionally barren and only focused on rural
stereotypes as the process of Black urbanisation was denied and countered on all fronts by
the government of the time. The curriculum also focused on linguistic patterns to some
rigid, artificial standard. For speakers the approach and content of African languages
created frustration and resistance to their own languages. As it has been established in
Chapter 7, the ghost of the Eislen ideology is still roaming through the SiSwati curriculum
in Swaziland. Even though there has been a shift from teaching isiZulu to teaching
SiSwati, there seems to be very little ideological transformation of the curriculum. During
my fieldwork, I was shocked to learn that learners were still using the same textbooks I had

as a student fifteen years ago.

Grammar as an end in itself

Both learners and teachers constantly mentioned the difficult and abstract nature of
grammar. Ms Mlotsa confessed that even though she may want to teach some ‘interesting
things® in SiSwati, she found herself spending a substantial amount of her time
concentrating on grammar, as it carries a lot of weight in the examination. Learners

found ‘kuhlahlela’ (dissecting the language) extremely difficult and boring and teachers
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found it very hard to teach. A teacher in school C expressed the boredom of teaching the
same thing over and over again. She indicated that she had been teaching her students
from Form 1 up to Form 3 where they wrote the external examination. She was presently
taking them at Form 4 and she had started teaching them the same content she tanght
earlier from scratch as the same textbook was prescribed. When teachers were asked the
difference between the Junior Certificate SiSwati exam and the O’Level one, most of
them said it was very similar, it was the same grammar and the same traditional

literature. What differed were the literature books studied.

The same assertions were made by the teacher at school F. She remarked that at times

she felt that the students hated her:

‘Phela vele bomngamu kufana nekutsi nenyanya mine because
naningibona ngita lapha nivele ninxate, nitsi nango asatosenyanyisa.’
(Of course my friends, you now hate me because when you see me
appear you all sulk).

I asked learners why they had such negative attitudes towards grammar and one sitting
very close to me asked ‘Awani?’, meaning ‘what is it for?” The whole class was arguing
against the learning of grammar and the teacher tried to explain to them that ‘phela bona
bafundzile kunabogogo so they must be able to understand the language better’ (they
were educated so they needed to know the language better than elders who never went to

school). One student emphasized her hatred of grammar when she stood up and said:
‘Ngiyayenyanya madam [-grammar.’
(Madam, I really hate grammar).
The teacher then turned to me and said:
‘Angati kutsi batawusitwa yini these people because I-grammar carries a
lot of marks, nabenta njena kusho kutsi abayindzawo.” (I don't know what

is going to help these people as grammar carries a lot of marks, when they
do like this it means they are not going anywhere).
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This teacher’s helpless retort was to remind them that a knowledge of grammar would
influence their examination performance. The focus on the instrumental rather than the

integrative aspects of education is sadly evident.

The induction into traditional Swazi culture: growing resistance

The traditional attributes within the language itself also proved to contribute to the negative
attitudes of learners towards SiSwati. Learners, especially those from urban schools felt they
were expected to recall step-by-step, traditional ceremonies that they did not experience first
hand, such as the Umhlanga (reed dance), Incwala (First fruit festival), Butimba (the royal
hunt) etc. Most learners said they were not exposed to these ceremonies and found it hard to
memorise and regurgitate their procedures in the examination. Furthermore, the terminology
linked to these occasions was unfamiliar to them as it was not part of their discourse. These
perceptions are not very different from the findings of Zungu (1998) in KwaZulu Natal,
where urban children were reported to reject the prescribed reading material and the standard
isiZulu in which these books were written. They regarded it as old-fashioned, rural and
backward. Indeed, one can say SiSwati has not developed in step with the needs of the
speakers who live in urban areas. There seems to be resistance to the development of other

varieties that deviate from the archaic, written standard.

Dlamini (2001:81) also made the following observations about the attitudes of learners
towards traditional literature: ‘learners seem not to enjoy the subject — they cited the
traditional values enforced in this subject in relation to contemporary realities, the vulgarity
of the language used in some genres, the obscurity of the figurative language especially in
oral poetry and the informality of the lessons as some of the distractions that put learners off.
Hence they looked bored, some angry and yet some with an I-do-not-care attitude ... some of
the learners therefore believe this subject is useless, outdated and not related to modern life’.
Dlamini’s findings regarding traditional literature hold true for SiSwati teaching and learning

in Swaziland.
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The legacy of English.

The legacy of English in the Swaziland context also contributed substantially to the low
status of SiSwati. But various studies point to the fact that this factor holds sway in most

Sub-Saharan African countries.

English is indeed the most dominant language and operates as a common medium for
international communication. In Swaziland it is one of two official languages. However,
because it is the most dominant, English is also the “hegemonic™ and ‘neocolonialist’
language, creating not only the structure of linguistic and communicative inequality and
discrimination between speakers of English and speakers of other languages, but also
indirect rule over many aspects of their lives. The indirect rule of English also manifests
itself in the Swaziland context, as the concomitant culture has a supreme allure for
African communities. In this regard Kachru (1986) has written that the linguistic power

of English is an alchemy:

English is considered a symbol of modernization, a key to expanded
functional roles, and an extra arm for success and mobility in
culturally and linguistically complex and pluralistic societies
[English] permits one to open the linguistic gates to international
business, technology, science, and travel (1986:1)

In the first instance we could say English dominates as the ‘language of globalisation’%.
Indeed in the Swaziland context for instance, English permeates all facets of life,
education, entertainment, etc. Pennycook (1994) also points out the interrelationship

between the dominance of English and the structure of global relations as follows:

% (Tsuda: i s tediorgeonierencesaree b papers v _tsadaiml 2000/11/09). Tsuda says
While the dominance of English as ncocolonialism occurs at the level of international interpersonal
communication. the dominance of English as globalism operates at the level of international mass
communication which involves the issues such as cultural and media imperialism. Amcricanisation of
global culture. McDonaldisation and Dallasization of the society. the unegual flow of international news
and information. the dominance of English operates as a means of promoting globalisation. The
dominance of English doubtlessly serves to facilitate globalisation. Globalisation, in turn assumes and
encourages the use and dominance of English. In other words. the dominance of English is a reflection of
the structure of global relations.



Its widespread use threatens other languages; it has become the
language of power and prestige in many countries, thus acting
as a crucial gatekeeper to social and economic progress; its use
in particular domains, especially professional, may exacerbate
different power relations and may render these domains more
inaccessible to many people; its position in the world gives it a
role also as an international gatekeeper, regulating the
international flow of people; it is closely linked to national and
increasingly non-national forms of culture and knowledge that
are dominant in the world; and it is also bound up with aspects
of global relations, such as spread of capitalism, development
aid and the dominance of North American media (1994:13).

The dominance and legacy of English are clearly visible in the Swaziland context.
English is accorded a higher status because it is directly related to the upward mobility of
individuals. Time and again, learners mentioned that they found SiSwati useless as it
would not help them in their career prospects. English, on the other hand, is considered a
high status language, associated with accessing information, city life, a good education,
good career prospects and access to the world outside Swaziland.

A SiSwati teacher in school D in Swaziland said:

‘... because we now live in an integrated society | can say
SiSwati is not useful because even in our homes it is very rare
to find people living a Swazi lifestyle and speaking the
language. If you want to strictly live a Swazi lifestyle and
speak SiSwati then you will soon be isolated, even your
neighbours will not live a Swazi lifestyle, they live the life of
today. This SiSwati, we only want to know it so that we can
say ‘I know this thing’ as to where you will use it is slightly
problematic.’

According to this teacher, children now need practical things, something they will see in
real life in their environment. ‘But proverbs and all the rest, there is really no time for
that, children do not have time to quiz each other, they watch television and play
computer games. These things are all outdated now, we need to replace them and move
on.” Teachers are evidently on the receiving end of a process that is designed without

their input.
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The SiSwati teacher in school C also mentioned in an interview that at some point last
year she felt “this sudden passion to uplift the status of SiSwati in the school’, but she
soon remembered that ‘makenta loko utabe unyatsela siNgisi intfo levingoti kakhulu
because siNgisi is a passing subject, hhayi siSwati’ (...if 1 were to do that I would be
stamping on English, a very dangerous exercise as English, and not SiSwati, is a passing

subject).

The students in school C also said they did not like SiSwati because it was held in low
esteem in the school. The teacher went on to lecture them about how ‘we had all been
brainwashed by English and western ideas.” She herself used English and SiSwati during
SiSwati lessons because as she put it [she] wanted to help them, ngiyvani enricha because

ngifuna nati lesiNgisi’” (I am enriching you because | want you to know this English).

In this regard, Phillipson and Skutnabb-Kangas remind the reader:

The rapid spread of English is not without costs. Those who fail in the
quest for the alchemy of English see their life chances reduced. Those
who become proficient in the alien language may sacrifice the
language of their parents and their own culture in the process. The
dominant language partially displaces other languages, through
exclusive use of that language in certain domains (for instance in the
media, or in the modern sector of the economy), and may replace the
other languages totally (cited in Phillipson, 1988:342),

The overwhelming power of English and the negative attitudes towards SiSwati in all
likelihood have an impact in the way the two official languages of the country are used.
In order to establish the domains of SiSwati and English in the Swaziland context, I
administered a questionnaire in which learners were asked how often they used the two
languages in different domains, ranging from private domains such as the home and
family to public domains which include communicating with government officials.

In the next section 1 would like to explore the response of learners to the section of the
questionnaire pertaining to the domains of English and SiSwati as these two languages

appear to serve different, almost predictable domains.
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9.4 The domains of SiSwati and English

The general perception in Swaziland is that SiSwati and English exist in a dynamic
relationship towards each other. Using Appel and Muysken's (1987:23) observation that
bilingual speakers tend to utilise two languages in different domains and harnessing
Hudson's (1980) notion that two varieties of a linguistic system termed H (high) or
formal, and a vernacular L (low) have different functions, my impression of the
relationship between English and SiSwati is that they have similar functions to H and L

varieties of the same language.

As 1 said earlier, | administered a questionnaire amongst 415 Grade 11 learners in order
to establish the following: What are the respective domains of SiSwati and English in the
broader social context and what are the implications for curriculum development,
textbook content and evaluation of SiSwati at school level? This shaped the nature and
content of the survey of learners' use of SiSwati and English. Learners were asked to

indicate the frequency of SiSwati usage in the following 14 communicative contexts:

—_—

Speaking with friends

Speaking with older members of the family
Speaking with younger members of the family
Speaking with public officials

Speaking when shopping

Speaking with teachers

Reading books, magazines etc

Writing to friends

V% N v A W

Writing to family

—
=)

. Writing assignments

—_—
—_—

. Listening to radio programmes

[N

. Watching television

—_
|78

. Listening to music

B~

. Worshipping in church.
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The results for the six schools were kept separately in order to establish any possible

differential patterns in their individual responses.

This arrangement proved valuable as learner responses indicated that the use or non-use
of SiSwati in certain domains was to a certain degree influenced by learners' contexts,
their backgrounds and the type of school they attended. | will return to these differences

at a later stage in the report.

9.4.1. Responses to the fourteen questions

Respondents were asked to place their responses in one of four categories of frequency:
o All the time

e Most of the time

e Seldom

e Never

It was assumed that the contending language for space in the fourteen domains was

English.

1 will begin by analysing learners' responses to a question on how often they used SiSwati

when speaking with friends.
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Responses to question 1

Speaking with friends
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40 +—— — — —
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Table 9.1

Predictably SiSwati dominates this domain. The dominance of SiSwati in this domain
was understandable as SiSwati is the mother tongue of respondents, but it is significant
that respondents from the urban and prestigious private schools tended to avoid SiSwati
even in this intimate social context. Respondents from private School A showed a
significant preference for English. As most learners from this school came from middle

class families and families of expatriates, the preference for English was significantly

higher than in the other schools.

The responses of learners from private school B, which is also located in the same area as
school A reflected a greater use of SiSwati. Learners enrolled at this school are mostly

children of the company's employees. The learners from the government schools C, D, E
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and F also indicated significantly less use of English in conversations amongst friends. It

seems that socio-economic class is an important indicator of language preference.

Responses to question 2

Speaking with older members of the

family
60
———
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I time :
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Table 9.2

Predictably, the use of SiSwati in traditional contexts remained strong. The use of
English in the urban contexts increased marginally, reflecting the partly anglicised

households in these areas.
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Responses to question 3

Speaking with youngermembers of
the family
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Table 9.3
In the interaction between siblings, SiSwati is still the dominant language. The fact that

the seldom/never categories drew some 14% of the respondents reflects a growing trend

amongst the younger generation to speak English at home.
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Responses to question 4

Speaking with public officials
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Table 9.4

As English and SiSwati are the official languages in Swaziland, officials such as the
police and government officers usually address citizens in either of these languages. The
language mostly used in this domain is SiSwati. But one also notices that almost one in
four respondents seldom and never use SiSwati. English's growing power as the language

of officialdom is most evident in these statistics.
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Responses to question 5

Speaking when shopping
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Table 9.5

Swazis still tend to shop in their mother tongue. 84% of learners say they use SiSwati
whilst 16% seldom or never use it. Even though there is an influx of Indian and
Taiwanese shop owners in Swaziland, the fact that they employ Swazis in their
businesses explains the overwhelming use of SiSwati in this domain. As expected,

respondents from prestigious schools indicated that they use English at times.
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Responses to question 6

Speaking with teachers
70
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Table 9.6

The pattern in this domain is revealing. Only 17% of the learners use SiSwati, whilst 83%
of them seldom and never use it. If one compares Table 6 to Tables 4 (shopping) and 5
(official business) for instance, it is evident that the educational context operates along a
different set of rules. As English is the medium of instruction, it seems that the language
has also become the language of informal communication between SiSwati speaking
teachers and pupils. The strictly English-only policy in Swaziland classrooms, and the
concomitant punishment for using SiSwati, to some extent explain this clear shift towards

an English only classroom.
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