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A NOTE ON THE SPELLING OF THE NAMES OF MOZAMBICAN LANGUAGES 

The names of Mozambican languages are spelled differently by 

different scholars. In this study I use coinmonly used 

spelling except where I make a direct quote. In recent 

years there has been an atten^t by NELIMO (Center for 

Research on Mozambican Languages) to standardize the 

spelling of these names. 



ABSTRACT 

This study examines language and education policy in 

colonial as well as independent Mozambique. Mozambican 

people struggled for 500 years to free themselves from the 

grip of Portuguese colonialism. Independence came in 1975. 

A decade of intense and determined Struggle for Liberation 

stopped the Portuguese from further destroying the country. 

The review of the literature provides key concepts and 

principles in language planning and policy. Then the study 

examines language and education in selected Sub-Saharan 

African countries. The ideas and opinions of African 

writers are brought into the discussion. 

The main study starts by looking at language and 

education in colonial Mozambique starting in 1940. This 

period is important in the educational history of 

Mozambique. It was during this time that the Missionary 

Statute, an agreement between the Government of Portugal and 

the Catholic church, came into being. This agreement 

entrusted Portuguese Catholic missionaries with education in 

the colonies. Missionary education viewed Mozambican 



Icinguages, culture and all things African as deficits. 

Missionary schools were places of unlearning all things that 

instilled pride in the Mozambican people. 

When the War of Liberation broke out in 1964, 

Mozatnbicans established their own schools in the areas 

liberated from the Portuguese. These schools instilled in 

the students the much needed Mozambican character, and 

personality. They became the model for independent 

Mozambique's New System of Education. 

Mozambique is a nation of many languages. During the 

colonial period the Portuguese proscribed the use of these 

languages in education. Consequently, many languages in 

Mozambique today have not been studied academically. 

This study uses historical research methods to gather 

and analyze data, and records the struggles of the 

Mozambican people as they work toward reconstructing their 

beautiful country. 

The study concludes that communities and government be 

involved in promoting all Mozambican languages. While this 

study is critical of Portuguese colonialism, it is not an 
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attack on the Portuguese language. The paradox is that 

while Portuguese is the colonial language, it is also the 

language of liberation for Mozambicans. It is in this sense 

that the Portuguese language was declared the language of 

unity, instruction, and government. 



CHAPTER I 

INTRODUCTION 

1.1 The Purpose of the Study 

The purpose of this study is to describe Mozambique's 

educational policy during the colonial period and after. 

This description will help Mozambique in its efforts to 

improve current educational policy, especially in the area 

of language education. The educational policies being 

adopted in Mozambique today are influenced partly by what 

happened when the Portuguese ruled the country. Mozambique 

has retained the colonial language, Portuguese, for 

administrative and educational purposes. During the 

colonial era, the Portuguese vehemently discouraged, and 

even proscribed the use of Mozambican languages in 

education. 

The political and social situations have since changed. 

Before independence, the majority of the Mozambican people 

resisted the Portuguese language. The proof of this can be 

seen in how few people today in Mozambique speak the 

colonial language. Africans have always valued and 
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respected their native languages. It is only now as a new 

Africa sheds its colonial skin that Mozatnbicans have the 

political right to formally question what role language will 

have in the new Africa. Independence brought increased 

educational opportiinities for all Mozambicans. This 

increase will create new efforts at restoring the value and 

respect that Mozambican languages deserve. The restoration 

and revitalization of Mozambican languages, though, is not 

an easy task. After a 17 year post-independence war, the 

government and the people of Mozambique are faced with many 

challenges. 

This study describes the educational policies adopted 

by the Portuguese government in colonial Mozambique. It 

explores the language policy, in particular language-in-

education policy during this period. Efforts to provide 

education to Mozambicans by the liberation movement, FRELIMO 

{Mozambique Liberation Front), and the present efforts to 

provide a new type of education in independent Mozambique 

are described. 

During the colonial period it was rather easy for the 
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Portuguese to design a system of education for its colonies. 

It was a colonial dictatorship. Mozambican people were 

excluded from all decision making processes. Still 

Mozambican people responded to this disenfranchisement by 

preserving their culture, language and traditions. Because 

many Mozambicans were not educated in colonial schools, they 

continued to teach their children to value and respect their 

Mozambican heritage by the strong family ties that naturally 

exist in all African communities. It is this deep love that 

preserved Mozambican languages, culture and traditions. 

This must never be forgotten by future generations. 

Mozambicans must continue this proud tradition of respect 

for their languages. 

As in the past, the effort to maintain and preserve 

languages must be community-based. Eventually, schools must 

become places where not only Portuguese is heard, but all 

Mozambican languages. It must be remembered that this 

nation is only 21 years old. The task before it is an 

immense one, but so was the shedding of 500 years of 

oppression by the Portuguese. 



For purposes of coti^arison, and in trying to look for 

appropriate answers, the achievements and failures of other 

African countries will be discussed. This study does not 

aim to provide answers to the many problems that the 

Mozambican educational system is facing. Rather, the study, 

purports to document part of the educational history of 

Mozambique, and to explore the various solutions arising 

from language and education in the country. 

1.2 Significance of the Study 

This study attempts to understand the educational 

history of Mozambique, and the way this has influenced 

education in the country. Language-in-education is a very 

important issue in any nation. To understand the current 

language and education policy in Mozambique, one needs to go 

some years back to the past, when the Portuguese ruled the 

country. The Portuguese colonial language and educational 

policies have had a harsh negative impact on the lives of 

Mozambicans. The present study is one of the ways to 

explore and understand this impact. Understanding this will 
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help in the efforts to develop a sound language and 

education policy for the country. 

1.3 Limitations of the Study 

The main focus of the study is a description of 

education and language education in the period beginning 

1940. The early 1940s is a significant period in the 

development and execution of colonial education, and the 

promulgation of language policies. It was during this time 

that the Portuguese colonial government entrusted the 

education of Africans to the Romcin Catholic Church, 

following an official agreement, the Missionary Accord, 

between the Portuguese government and the Vatican. The 

missionaries followed the agreement to the letter. The 

education system they created continued well after 

Mozaitibicjue achieved its independence. The study discusses 

the consequences of the colonial educational policy on the 

Mozambicans then, how such policies have influenced current 

educational efforts in the country, and what needs to be 

done in terms of solidifying the present educational system 
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in response to the technological advancement of the twenty-

first century. This study would have been different if I 

had had the opportunity to do my research in Mozambique. It 

would have been a much fuller experience. 

1.4 Methodoloay 

This study uses historical research methods to collect 

and analyze data. Due to circumstances that could not be 

controlled I was not able to travel to Mozambique to conduct 

field research. I examined some primary sources and as many 

secondary sources as possible. 

The objective of the study is to look back in history, 

and leam from the lessons of history. A study such as this 

one affords the opportunity to investigate how the 

educational practices of the past have influenced the 

present educational practices. The focus is on language and 

education. 



1.5 Organization of the Study 

This study is divided into six parts. Chapter I 

introduces the study. Chapter II reviews the literature in 

the area of language planning. In this chapter issues 

arising from language and education are also discussed. The 

next chapter. Chapter III, looks at the language and 

education in Sub-Saharan Africa. The objective of this 

chapter is to provide background to the main study focusing 

on Mozambique. The chapter presents the efforts in the 

areas of language and education in other African countries. 

It also presents the views of the Organization of African 

Unity (OAU) and those of African writers on the language 

question. Chapter IV is divided into two parts. The first 

part deals with language and education in Mozambique during 

the colonial period starting in 1940. The second part 

starts off in the early 1960s when Mozambicans were engaged 

in efforts to set themselves free from the Portuguese. 

During the war of liberation, which started in 1964, the 

freedom fighters organized their own education system. This 

chapter examines these efforts. It also explores 



Mozambique's education system from the time the country 

became independent to the present. Chapter V concentrates 

on the languages spoken in Mozambique, and the languages 

earmarked for education, either as medium of instruction or 

foreign language. The last chapter. Chapter VI, speculates 

on the educational language policy viable for Mozambique. 
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CHAPTER II 

REVIEW OF THE RELEVAITT LITERATURE 

2.1 Language Planning Theory 

Language planning occurs in every society. It is 

motivated by a number of factors. Some aspects of it can be 

carried out by governments, and other aspects by 

organizations or agencies representing governments, or by 

non-governmental bodies and individuals. Language planning 

as a discipline in social sciences is relatively young, 

having started in the 1950s. The field now seems to be well 

rooted. Substantial amount of research in the various areas 

of language planning have been and are being conducted in 

many communities throughout the world. Language planning, 

especially in education has proved itself to be an important 

aspect of educational planning and development. Haugen 

(1965:188) gives credit to Uriel Weinreich as being the 

first person to have used the term language planning in 

1957. 
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2.2 Defining Language Planning 

Cooper (1983:29) asserts that there is no single, 

universally accepted definition of language planning. This 

in part is due to the multi-disciplinary nature of the field 

(Ruiz, 1990). It also goes to show the dynamism that exists 

among the scientists who are engaged in the discussion of 

issues related to this discipline. Cooper (1983:30) lists 

12 definitions of language planning since the appearance of 

the first definition in 1959 by Haugen, who defined language 

planning as "the activity of preparing a normative 

orthography, grammar, and dictionary for the guidance of 

writers and speakers in a non-homogeneous speech community" 

(quoted in Cooper, 1983, p. 29) , Since then, language 

planning has been perceived not only as the preparation of 

orthography, grammar and dictionaries. Its area has been 

expanded to include other related fields. 

In his definition of language planning Thorbum (1971) 

talks of changing "the language behavior of a group of 

people." Rubin and Jemudd (1971) speak of "language 

change" and that the planning is focused on "problem-solving 
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and characterized by the formulation and evaluation of 

alternatives." Jemudd and Das Gupta (1971) see language 

planning "as a political and administrative activity for 

solving language problems." Gorman's (1973) definition 

includes selection of language, codification, elaboration 

and dissemination of the language. Prator (cited by Markee 

1968:8) brings in the question and consideration of language 

teaching. It would be fair at this point to bring in the 

ideas of Joshua Fishman, one of the founders of the 

discipline, and great contributor to the study of the 

sociology of language (Eastman, 1983). Fishman (1973) has 

defined language planning as "the organized pursuit of 

solutions to language problems, typically at the national 

level"(p. 79). 

These definitions demonstrate the fact that language 

planning does not only concern itself with purely linguistic 

matters such as providing orthography, production of 

grammars, and modernization of language. While language 

planning at least deals with language, it is seldom only 

about language (Ruiz, 1990, p. 14). Educational, political 
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and administrative facets are some of the important integral 

con^onents of the discipline. As a matter of fact, these 

areas are regarded as key to the field. Thorbum (1971) and 

Jemudd (1971) in their articles, Cost-Benefit Analysis in 

Language Planning, and Notes on Economic Analysis for 

Solving- Language Problems, respectively, show how aspects of 

economics are linked with or related to language planning. 

Thorbum (1971) observes: 

The basic idea behind the cost-benefit calculation is 
that the language behavior of groups of people is a 
national resource in the same way as technical skill or 
number of workers. Language is an instrument to 
achieve certain results and is, therefore, to be looked 
upon as a resource. The calculation implies that one 
tries systematically to identify, quantify, and 
evaluate all essential consequences that would arise if 
one were to choose planning alternative A instead of 
planning alternative B (zero alternative)(p. 257). 
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Jemudd (1990) indicates that "[l]anguage planning 

interacts with social, political, economic and other kinds 

of planning; and it is embedded in the entire social, 

economic, and political process of development. Planning is 

a political process" (p. 82). A similar position is taken 

by Myers-Scotton (1978). Eastman (1983) also relates 

language planning to a more general social planning. She 

writes: "Language planning is the activity of manipulating 

language as a social resource in order to reach objectives 

set out by planning agencies which, in general, are an 

area's governmental, educational, economic, and linguistic 

authorities" (p. 29). Political, social, and economic 

influences on language planning and policy have been 

examined in different works including Baldauf and Luke 

(1990)/ Fierman (1991); Phillipson (1992) ; Bamgbose (1991); 

Paulston (1994) ; Tollefson (1991) ,- Adegbija (1994) ,-

Schiffman (1996), and Muhlhausler (1996). 

Fishman identifies four functions of language planning. 

These are: indicative, regulative, productive and 



34 

promotional. He elaborates: 

The indicative aspect of language planaiing consists of 
assessing the language situation in terms of social 
developmental requirements and prescribing some certain 
course of change. The regulative aspect calls for 
authoritative action in the form of public measures 
accompanied by sanctions for encouraging specific uses 
of selected languages for defined domains. The 
productive aspect attends to the task of developing the 
capacity of a language to cope with the increasing 
demands likely to be made on it from the defined 

. domains. In order to make sure that the planned 
investments for developing and regulating language 
produce the intended results, planning authorities are 
likely to engage in active promotion of the products 
and standards among the potential users, including the 
administrative, educational, news media and other modes 
of language use (Fishman, 1983, p. 38) . 

In any language planning initiative these four aspects 

are of extreme importance. They must be taken into 

consideration for the planning effort to move in the right 

direction. 

2.3 Lanouaae Planning Processes 

Ruiz (1990) provides a list showing some of the concerns of 

language planners: 

language officialization 
foreign language education 
alphabet development ("graphization") 
usage problems ("language purification") 
language and technology ("language modernization") 
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dictionary/grammar development ("language standardization") 
orthography problems 
education of language minority groups 
language and business 
plain language legislation 
inteirpretation services 
language and the law (- forensic linguistics) 
document design 
readability formulas 
literacy 
language testing 
voting rights 
gender-neutrality in language 
language revival 
immigration/citizenship requirements 
censorship 
media access 
language maintenance and shift 
computer languages 

Bowcock (1985)(Figure 2.2) summarizes the major 

processes involved in language planning as conceived by 

various individuals writing about the issues in the 

discipline. The terminologies and precise division vary 

from one author to another, however, there is overall 

agreement on the fundamental processes of language planning 

(Homberger, 1989) . 
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Figure 2,2 Language Planning Processes 
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Cooper (1989) further sees three important processes in 

language planning: status plsmning, corpus pleuining and 

accjuisition planning. Ruiz (1990:16) summarizes Fishman's 

(1974) five major language pleUining processes around the 

themes of status planning cind corpus plcUining. He presents 

the following figure: 

Figure 2.3 

Status Planning and Corpus Planning 
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Policy formulation entails decision making about the 

status of a language or languages the society - "whether to 

officialize one or several languages, whether to promote one 

over others, whether to permit the limited use of one or 

some (Ruiz, 1990, p. 15), Codification is the process 

of developing a writing system. This is essential in the 

case of a language which is called to function in a domain 

which it had previously not served. Codification includes 

the establishment of a writing system (graphization) and the 

development of a system of structural rules 

(grammatication) . Elaboration is the adaptation of the new 

language for use in domains which it did not use previously. 

The coinage of new terms is one example of elaboration. 

Implementation is the execution of the language policy. It 

is '^the activity of a writer, an institution, or a 

government in adopting and attempting to spread the language 

form that has been selected and codified. Dealing, as we 

are for the most part, with written language, this is done 

by producing books, pamphlets, newspapers and textbooks in 

the language" (Haugen, 1987, p. 61). And evaluation is the 



monitoring of the venture to see where it works and where it 

does not so that adjustments are made accordingly. 

The goals of language planning are various. Depending 

on the socio-political and economic context, each country 

chooses its own goals, and works around these to develop 

whatever policies, objectives and activities are deemed 

necessary. Nahir (1977) identifies five goals or 

functions which language planning activities can fulfill. 

To these Nahir (1984) adds six more to make them eleven. 

Homberger (1989:7) adds five more. Altogether they are: 

officialization, nationalization, status standardization, 

vemacularization, revival, spread, maintenance, and 

interlingual communication as goals with regard to language 

status; and purification, reform, corpus standardization, 

lexical modernization (or elaboration) , terminology 

unification, stylistic simplification, auxiliary code 

standardization, and graphization as goals with regard to 

language corpus. 



2.4 Status Planning 

Kloss(1968) made the distinction between status 

plaiming and corpus planning. In doing so he developed a 

language-nation typology with four categories of analysis: 

1. The origin of the official language - (is the language 

indigenous or endoglossic? Is it imported, or exoglossic? Is 

the country bilingual or multilingual?) 

2. The development of the language and its status. 

3. The juridical status of the language. Is the language 

(i) only official language; (ii) joint official languages; 

(iii) regional official language; (iv) promoted but not 

official language; (v) tolerated and recognized language 

which is not promoted; (vi) proscribed. 

4. The number of language users in comparison to the entire 

population of the nation. 

Using these typologies enables any language planners to 

make informed decisions, which should help in language 

development efforts. 

Status planning "refers to the deliberate efforts to 

influence the allocation of functions among a community's 
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languages - (Cooper, p. 99) . This process, 

encompasses governmental policy decisions concerning 
which language should be assigned or recognized for 
which purposes within a coxintry or region, as well as 
the various inplementation (enforcing, motivating, 
influencing) steps taken to support the policy that has 
been adopted (Fishman, 1977, p. 36). 

The decision by the Supreme Revolutionairy Council of 

Somalia in 1972 to elevate the Somali language as the medium 

of education in primary schools throughout the country is an 

example of status planning. Tanzanian's decision to 

designate Swahili as the official language of the country 

together with English, and the decision not to promote any 

other African language in the country is another example of 

status planning. When the deposed Military Government of 

Velasco Alvarado of Peru came to power in 1975, Quechua was 

designated as the official language in par with Spanish. 

This was a status planning action. When governments avoid 

making any official pronouncements regarding language in 

their countries, but use, say, a former colonial language 

for administration and education, this too is an act of 

status planning, albeit undeclared. 
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Government input in language planning is central, as 

Fierman (1991) explains: "One of the reasons why governments 

are concerned about language is that it is an important 

medium through which to communicate with their subjects" (p. 

14), In formulating a language policy, the government has 

to look into several aspects which are important in the 

successful implementation of the program. These areas are: 

a) sociolinguistic assessment b) needs assessment c) impact 

assessment d) articulation and e) formulation (Ruiz, 1990 p. 

15). Let us consider the above points each at a time: 

Sociolinguistic assessment: Varieties 

It has to be established as to how many varieties of the 

language or languages exist in the country so that informed 

decisions are made concerning which dialect should be 

eventually chosen. The question of choosing a certain 

variety and leaving out the other or others is a sensitive 

one, and may result in hard to resolve disagreements or 

conflicts. Good examples are the situations regarding 

Quechua in Peru, Igbo language in Nigeria, and Mandika in 

the Gambia. In Peru, one group of linguists maintains that 
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Quechua has five vowels. Another has identified only three. 

The two groups have failed to reach a consensus. 

Consequently, materials are not produced because the 

language has yet to be standardized. In the meantime, some 

schools are using the five-vowel variety and others the 

three-vowel type (Homberger, 1995). In Nigeria, efforts to 

develop Igbo are marred by disagreement as to which dialect 

to use. Igbo scholars are still locked in controversy over 

which of Onicha and Oweri dialects should be adopted as 

standard Igbo (Fakuade, 1989 cited in Oladejo, 1993, p. 98). 

And in the Gambia, the adult functional literacy campaign 

was hampered for a number of years because competing 

factions could not decide on a unified orthography for the 

Mandika language. Richmond (1993) explains: 

In 1976, the initiators of the literacy campaign chose 
the Roman alphabet based on its use in the English 
language, since that script had been introduced by the 
British during colonial laile. However, certain 
inconsistencies between these letters and the sound 
system of the indigenous languages caused debates as to 
a proper symbol for these sounds. One faction wanted 
to continue using English-derived digraphs already 
easily produced on typewriters and in printing shop 
type-fonts, while another faction wanted to employ two 
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IPA symbols because these symbols were in use in 
neighboring Senegal, and were further recommended by 
the 1966 Bamako Conference on the Standardization of 
Alphabets. In the end, the IPA symbols persevered. 
However, this decision made all previously produced 
literacy and post-literacy material obsolete. Since 
there were no type-faces for these two IPA symbols in 
the country, all older classroom and post-literacy 
material had to be recalled and the new symbols had to 
be hand-printed before they could be returned to the 
various literacy stations. Many symbols were left out 
due to carelessness on the part of the literacy 
workers, which further exacerbated the problem (p. 
298) . 

The preceding examples show, among other things, that 

questions regarding the variety of languages to adopt are of 

crucial importance. If not managed carefully they can be in 

the way of the entire initiative of trying to have a sound 

language policy, and planning. Inappropriate or hurried 

decisions may adversely affect the provision of education, 

and other social services as well as the economy, given that 

more financial resources would be expended in rectifying the 

situation. 

Distribution 

It is important to know how the languages are 

geographically distributed in the country. This may 

simplify the task of finding out how many people speak the 
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language as their first language, and how many have it as 

the second language. Establishing the number of speakers is 

significant, but this should not mean that the largest 

ethnic group's language is automatically adopted. As Dua 

(1985) points out, numerical strength is not reason enough 

for the group's language to be used or developed. What 

should be looked at, among other things, is sociolinguistic 

context and its relationship with the community. He 

provides the following example from India: " ... Gonds 

constitute 46.3 percent of the total tribal population of 

India, but ... Gondi is not used as a medium of instruction, 

as opposed to this, Chakhasang speakers in Nagaland are only 

nine thousand but their language is used as a medium of 

instruction up to standard IV" (pp. 356-357) . 

When it comes to consulting which dialect to use, all 

localities where the language is spoken must be visited and 

the people's opinions sought and respected and if there are 

any significant differences, an acceptable compromise must 

be worked out. 
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At:t--it:udes 

Attitudes are of extreme importance in matters of 

language planning. Any language plsinning endeavor can 

flourish or fail according to the attitudes of the community 

(Baker, 1992:21, cited in Adegbija, 1994:49). The purpose 

of studying language attitudes is to establish the feelings 

of people about the language varieties in their speech 

communities (Rickford, 1985) . "We need to know more about 

how people feel about language in order to understand the 

conditions under which language treatment especially 

planning can be successful," writes Rubin (1977: 263). 

Rickford (1985) goes on to point out that studying language 

attitudes may provide indispensable data on language 

varieties, and which one to use for education or as the 

standard official language. Additionally, language 

attitudes may explain style-shifting and interference, 

changes the languages is undergoing, pidginization, 

creolization, decreolization, and language death. They may 

also predict the degree of competence in second language 

acquisition. 



When people hold favorable attitudes towards a certain 

language it meeins that they have, to a considerable degree, 

accepted such a language. It follows therefore that the 

efforts to adopt, promote, spread and develop such a 

language are greater than a language which does not enjoy 

the people's approval. In South Africa, the forced 

introduction of Afrikaans in African schools in 1976 

resulted in riots and deaths of innocent people. The 

imposition failed partly because the African population had 

negative attitudes towards the language. In the eyes of the 

Africans, Afrikaans had a connotation of oppression. The 

Africans interpreted the measure as one more way of 

humiliating, exploiting and keeping them down. As Edwards 

(1994) rightly puts it: "to be successful, language 

planning does not only depend upon the blessing of the 

powerful; it also requires acceptance from those whose 

linguistic habits are to be affected" (p. 174) . 

Dissemination of the Language 

After a language has been selected ways to diffuse it 

must be devised. At the time of independence in 1960, 
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Somalia had three official languages, all foreign; Arabic, 

English and Italian. As for the Somali language there was a 

long standing disagreement as to which orthography to use: 

the Latin or Arabic script (Laitin, 1992) . The disagreement 

came to an abrupt end when; 

On 21 October 1969, a military coup put ... Moxamad 
Siyaad Barre, into power, ... President Siyaad Barre 
and the Supreme Revolutionary Council forced a choice 
on the script. ... On October 1972, the government 
announced that the Latin alphabet had been chosen. 
Simultaneously, Somali was declared the exclusive 
official language of the nation. On that day, 
helicopters scattered leaflets displaying the new 
alphabet and proclaiming slogans written in it. This 
was the first official use of written Somali. ... The 
campaign to sell the alphabet to the people began 
immediately. Signs and notices in the new script were 
hung in all towns and permanent villages (Mezei, pp. 
214-215). 

The government further instructed its citizens that 

civil servants and members of the armed forces were required 

to leam the new script within three months (Andrzejewski, 

1979). The Somali language was disseminated and slowly 

positive attitudes towards its new form were created. There 

are countless methods of disseminating a language. Some are 

risky. Others less risky. In disseminating a language the 



government or the body responsible for doing so must have 

adequate means at its disposal to successfully execute its 

plan. Personnel, financial input, materials, and 

determination to see the project through are some of the 

factors that need to be present in this endeavor. 

Needs Assessment 

Assessing needs in the following areas is crucial: 

Developmental 

The central question asked here is that what kind of 

development is envisaged in adopting a certain policy. Will 

this lead to increased regional or international 

cooperation? The introduction to the Proceedings of the 

First National Conference on English Language Teaching in 

Mozambique (Eduardo & Uprichard, 1994) says, "English has a 

part to play in contributing to economic growth ... in 

Mozambique" (p. 13) . The document goes on to point out that 

English is relevant in commerce and trade, regional and 

international relationships, higher education and research, 

information technology, skills and technology transfer and 



tourism. In deciding which foreign language to teach in the 

country, these were some of the issues considered. English 

was chosen for its potential in assisting the country to 

positively project itself in the international arena. 

Educational and Economic 

Educational and economic needs must also be taken into 

account. It has to be established how the language will be 

used in education. If it is a local language, what is the 

objective of introducing the language? Is transitional or 

maintenance bilingualism the goal? Spolsky & Shohamy have 

proposed to the Israeli Ministry of Education a process of 

establishing official language policy in that country. Some 

of their questions are pertinent here: 

• What are the preferred languages that need to be 

learned in schools? 

• Which languages should be compulsory and which should 

be optional? 

• What are the appropriate ages to begin studying the 

different languages? 

• What are the specific goals to be reached for each of 

the languages? 



• For how long should the instruction take place? 

• What skills should be eit5)hasized? 

• What types of assessment should be used? 

• What information is needed for tracing whether goals 

and plans have been achieved? 

• What type of assessment should be adopted? 

(Shohamy, 1994, pp. 140-141). 

Economically, how much will the government spend to run 

the program successfully, and how long can the government 

support the program? In most developing countries where 

financial resources are scarce, it has been difficult to 

have several languages taught in school, And in order to 

avoid conflicts, or rather in the name of preservation of 

national unity, most countries have adopted the policy of 

retaining the language of the country that colonized them. 

More will be discussed on this issue in Chapter 3. Most of 

the examples will emanate from the African experience. 

Reliaio-cultural 

Religion calls for a certain use of language. Islam 

uses Arabic. To use another language for worship would 
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probably cause friction. For Catholics there was a time 

when Latin was the language of worship. In time, this 

changed to the languages of the believers. The religious 

language of the Bible also changed. In English, words like 

"thou" and "thee" were replaced, and many constructions 

which were common in religious languages have gone out of 

use and replaced by contemporary everyday language 

(Ferguson, 1983). 

In Chapter 5, I mention a religious conflict in 

Mozambique that was caused by linguistic differences. When 

the Sena ethnic group was informed that their language would 

no longer be part of worship, and that Ndau would be used 

instead, they protested. The church had to close until the 

language issue was settled to the satisfaction of all the 

parties involved. In Somalia, the question of the choice of 

alphabet became a religious issue, "so inflammatory that it 

could not be resolved without the risk of demonstrations and 

disturbances .... Conservative Muslim opinion in Somalia 

regarded the Latin script as a tool of Christian 

infiltration and viewed its prospective adoption as the 
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first step towards national apostasy" (Andrzejewski, 1979, 

p. 2). The Mozambique and Somali cases are perfect 

examples of the necessity to take into account religio-

cultural sensitivities of the communities. 

Impact Assessment 

The impact of a specific language policy will 

necessarily be felt in various areas of the nation's life: 

social, economic, educational, political, and linguistic. 

For those countries which have decided to retain the 

colonial language, it is said that because only a few people 

can speak the language, the majority of the people are 

excluded from participating in the country's political 

decision making (Wa Thiong'o, 1986; Bamgbose, 1991). 

Laitin (1977) comments: "... speaking the language of the 

state is often the critical condition enabling the citizen 

to participate in the political arena of that state ..." 

(quoted in Kashoki, 1982, p. 283). In Zambia, 

(w]hen the one party-state was brought into practical 
effect in 1973, Zambia introduced a political measure 
which barred non-English-speaking Zambian nationals 
residing in rural areas from becoming councillors by 
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making English an essential qualification for 
candidacy. The consequence of this has been to exclude 
from political competition and involvement the vast 
majority of people in parts of the country where 
African languages are in fact the more important means 
of communication and the media through which 
participation in national affairs normally takes place 
(Kashoki, 1982, p. 284). 

In a situation, such as that of Zambia, where there are 

many competing linguistic groups, and where the resources to 

develop all or a large number of languages are practically 

non-existent, taking the measure described above, that is, 

adopting the colonial language becomes necessary, at least 

in the short term. Embracing this choice does not mean that 

African languages would not be used in education, or that 

the colonial language replaces African languages. What it 

does mean is that ways to agree on what languages to promote 

have to be found so that the policy is implemented without 

socio-political conflicts erupting. Politically, languages 

can unite as well as sow seeds of strife and discord as 

Kelman (1971) points out: 

Although a common language would obviously make a more 
unified and cohesive society, efforts to create such a 
language where it does not already exist may have 
precisely the opposite effect. In detemnining whether 
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a common language would be helpful and, if so, what 
form it ought to take, policy makers and language 
planners must consider not only the potential of such a 
language in binding the population to the nation-state, 
sentimentally and instrumentally, but also the 
sentimentally and instrumentally based resistances 
that proposed policy would call forth in different 
svibgroups within the population (p. 48) . 

Examples of language protests and conflicts abound. 

There is virtually no continent where people are not in 

disagreement with some issues concerning language. In the 

United States there are those who are for English Only and 

those for English Plus. The former would like to see 

English become the official language of each state in the US 

and later the whole country. The latter advocate the use of 

English as well as the child's home language in education. 

Linguistic conflicts or protests have also been reported in 

Canada, Sweden, Finland, Spain, Italy, Belgium, India, and 

Sri Lanka. Some of these conflicts are discussed briefly in 

the next chapter. 

Linguistically, the worst that can happen to the 

languages which are not elevated to some kind of status is 

language shift, a situation in which a group adopts the 

language of the dominant group, or obsolescence (Batibo, 



56 

1992; Brenzinger, 1992; Ditnmendaal, 1989; Dorian, 1982; 

Fishman, 1991; Hill & Hill, 1986; Laitin, 1992; Paulston, 

Chen & Connerty, 1993; Paulston, 1994; Romaine, 1989). 

Language shift "is a by-product of unequal rates of 

social change and of growth in econotechnical power and, 

therefore, of self-regulation, i.e. the same processes that 

also contribute to the widespread anomie and alienation that 

typify so much of modem life among culturally dominant and 

the culturally recessive alike" (Fishman, 1991, p. 6). In 

his book, Fishman (1991) offers suggestions of some methods 

which can be employed to preserve, promote and maintain 

local languages. 

2.5 Corpus Planning 

Corpus planning "encompasses efforts to alter and improve 

the language per se whose status is the object of policy 

decisions and implementation attempts- (Fishman 1977, p. 

36) . Fishman goes on to point out that corpus planning 

seeks to establish a model of "good language" to guide its 

work (codification) and to elaborate the "products" that are 
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lacking such as nomenclatures, spellers, type fonts and to 

establish a way to keep the language stable (dictionaries, 

grammars). 

Mozambique, like many other African countries, would 

like to elevate the value of its linguistic diversity. One 

of the problems in language development is the 

standardization of orthography. The same language would be 

written in totally different ways by different people. Part 

of the work of NELIMO, Center for Research on Mozambican 

Languages, was to ascertain that there was uniformity in the 

written forms of Mozambican languages. This endeavor is an 

exait^le of corpus planning. France is engaged in one of the 

most aggressive corpus planning efforts (Ball, Hargreaves, 

Marshall & Ridehalgh, 1995). New terminologies are being 

coined to get rid of foreign influences and the use of these 

is being reinforced. Loi Bas-Auriol, passed in 1975 and 

updated in 1994, makes the use of non-French words instead 

of the official coinages an offense in those sectors of the 

economy that supply goods and services. Some businesses 

have been prosecuted for not abiding by the law. Sanctions 



include fines of up to 10,000 francs and losing or refusal 

of government subsidies (Ball, Hargreaves, Marshall & 

Ridehalgh, 1995, pp. 264-268). Those who are coining new 

terms are engaged in corpus planning and the sanctions are 

part of the language plan implementation policy. 

2.6 Orientations in Lanouaae Planning 

Ruiz (1990) suggests three types of orientations in 

language planning. Orientations are "a complex of 

dispositions toward language and its role and toward 

languages and their role in society" (p. 17). The three 

basic orientations Ruiz (1990) proposes are: language- as-

problem, language-as-right, and thirdly language-as-

resource. Language-as-problem sees language policy as a 

kind of social problem which needs to be identified, 

eradicated and alleviated or resolved. Language-as-right 

confronts assimilationist tendencies and advances the notion 

that all communities must have the right to keep, use and 

promote their languages. And lastly, language-as-resource 

presents the view that language is of social importance to 



59 

all the communities, and therefore should be preserved, 

maintained and promoted. 

2.7 Implementing Language Planning Policy 

Language planning policy is implemented in many ways 

depending on political and social climate of a given 

context. One way to implement a language policy is to use 

the language or selected languages in education. Some 

colonial governments such as the French and the Portuguese 

banned the use of indigenous languages in education. Only 

French and Portuguese would be used in their respective 

colonies, Bokamba (1991) describes how the French were 

engaged in implementing their language policies by 

ordinances and decrees which prohibited the use of African 

languages or Arabic in public education. The French 

languages was seen as an important agent of the spread of 

the French culture. The painful implementation of 

Portuguese language policies are described in chapter 4 in 

the present work. 

Cooper (1983) describes four instances of 
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implementation of language planning policies: the efforts of 

the French to purify their language; the promotion of Hebrew 

in Palestine; sexism in the English language; and a mass 

literacy campaign in Ethiopia. The efforts by the French to 

purify and safeguard their language date back even before 

the founding of the Academie francpaise in 1634 by Armand-

Jeaii du Plessis, Cardinal de Richelieu. The aim of the 

Academy was, according to the characterization of one of its 

seventeenth century members: "nettoyer la langue des ordures 

qu'elle avait contractees, ou dans la bouche du peuple, ou 

dans la foule de Paris ... ou par les mauvais usages des 

courtisans ignorants - (to cleanse the language of the filth 

it had acquired, either in the mouths of the people, or 

among the Paris crowd ... or from the improper usage of 

ignorant courtiers" Ball, Hargreaves, Marshall, & Ridehalgh 

(pp. 265-289) . As pointed out earlier, nowadays sanctions 

are imposed on those who use foreign terms when approved 

French ones exist. This is an instance of language policy 

implementation. Also, many national and provincial daily 

newspapers carry regular columns in which correct usage of 



the French lauiguage is discussed. 

Most African countries have adopted the former 

languages of their colonizers. These languages are taught 

in schools and are used to run government. The media also 

use them. All these are instances of language planning 

implementation policy. Besides the government, language 

policy implementation can be conducted by individuals. An 

often-quoted example is that of Eliezer Ben Yehuda who is 

credited for reviving the Hebrew language. In Mozambique, 

all languages, known and unknown are recognized as national 

languages. A number of people have started writing in their 

mother tongue. These, too, are examples of language policy 

implementation, in the sense that the people are promoting 

their languages, and giving them status. 

2.8 Language Planning and Education 

Schools play a key role in implementing language 

policies. Education is an important variable in many 

language planning situations (Baldauf, 1990, p. 22). It is 

in the schools that whatever language policies have been 
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promulgated by the government are implemented. As Kennedy 

(1983) points out: 

The close relationship between the use of a language 
and political power, socioeconomic development, 
national and local identity and cultural values has led 
to the increasing realization of the importance of 
language policies and planning in the life of a nation. 
Nowhere is this planing more critical than in 
education, universally recognized as a powerful 
instrument of change. At the focal point of 
educational language planning is the teacher, since it 
is the successful application of curriculum and 
syllabus plans in the classroom, themselves the 
instruments of language planning, that will affect the 
realization of national level planning (p. ix). 

Language in education involves, as Kennedy (1983) has 

already mentioned, teachers, students, curriculum and 

syllabuses. In order for a language plan to be carried out 

successfully all these areas need to be well planned. 

Teachers have to be trained in the language of instruction, 

and they need to have positive attitudes towards it, as 

"[t]eacher attitudes toward the implementation of language 

policy are often directly related to adequate training for 

accomplishing the policy objectives or the lack thereof, and 
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may influence the extent to which those objectives are met" 

(Paulston & McLaughlin, 1994, citing Mordaunt, 1991). 

Language education implementation has been carried out in 

different forms, one of which is bilingual education. 

2.9 Issues in Bilingual Education 

Defining bilingual education is rather problematic. 

This is, in part, because of the existence of so many-

bilingual education programs whose objectives differ from 

each other, consequently influencing the way in which the 

programs are implemented and evaluated. However, the 

central element is the use of two or more languages in such 

programs. Linguists, socio-linguists, psychologists and 

educators have developed numerous definitions which are in 

line with the concerns of their disciplines (Williams & 

Snipper, 1990). Cummins and Swain (1986) point out: "The 

term 'bilingualism', has not been used in a consistent way 

among researchers and theoreticians. Definitions vary 

considerably" (p. 7), Haugen (1987) writes: "It is not 

simple to define the limits of what we call bilingualism' " 
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(p. 13). Beardsmore (1982) notes: "It is not an easy task 

to start any discussion on bilingualism by positing a 

generally accepted definition of the phenomenon that will 

not meet with some sort of criticism"(p. 1). And finally, 

Skutnabb Kangas: "[t]here are almost as many definitions of 

bilingualism as there are scholars investigating it. Every 

researcher uses the kind of definition which best suits her 

own field of enquiry and her research aims. In this sense 

all definitions are arbitrary" (p. 81). 

But let us now look at some of the early definitions of 

bilingualism. In 1953, Weinrich defined bilingualism as: 

The practice of alternately using two languages will be 
called here BILINGUALISM, and the persons involved 
BILINGUAL. Unless otherwise specified, all remarks 
about bilingualism apply as well to multilingualism, 
the practice of using alternately three or more 
languages. (Quoted in Beardsmore, 1982, p. 2) 

Mackey (1957) wrote: 

It seems obvious that if we are to study the phenomenon 
of bilingualism we are forced to consider it as 
something entirely relative. We must moreover include 
the use not only of two languages, but of any number of 
languages. We shall therefore consider bilingualism as 
the alternate use of two or more languages by the same 
individual. (Quoted in Beardsmore, 1982, p. 2). 



Nowadays, one cannot write about bilingual education or 

bilingualism without saying exactly what one means because, 

as has been pointed out earlier, bilingualism does not have 

one single meaning. 

Krashen (1981) conceding the existence of "many 

varieties" of bilingual education, points out that these 

programs are divergent in a least four ways: 1) language 

use; 2) amount of each language used; 3) type of second 

language learning; and 4) purpose. He goes on to provide 

alternatives to bilingual education. One of these is 

Submersion or "Sink or Swim". In this program speakers of a 

non-dominajit language are put together with students who are 

native speakers of the language of instruction. In the 

context of many African coxintries, this would mean teaching 

students using former colonial languages: Portuguese, 

French, English or Spanish. In the United States, this 

would mean non-English proficient (NEP) students being 

placed in the same classroom as native English speakers and 

all instruction being conducted in English. 

The next alternative is Submersion + a second language. 
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The students who are non-proficient in the language of 

instruction are instructed separately in the majority-

language for a short period of time, but the rest of the 

time is spent with the rest of the class. Thirdly, there is 

immersion. In this type of bilingual program, majority 

language children (e.g. English speaking children in the 

United States suid Canada) are taught siabject matter in a 

second lauiguage (Spanish, French, etc.). But theoretically, 

points out Krashen (1981), immersion programs are also 

possible for minority children. 

A variety of studies have reported the advantages of 

bilingual education programs (Cummins, 1981; Cummins & 

Swain, 1986; Krashen, 1981; Williams & Snipper, 1990; 

Lagarreta-Marcaida, 1981; Haugen, 1987; the numerous studies 

by Lambert, among them Peal & Lambert, 1962; Lambert & 

Anisfeld, 1969; Lambert & Tucker; 1972, 1973); Lambert, 

1977; and Amberg, 1987) . 

In bilingual education issues such as the production of 

materials, teacher training and supply, and availability of 

funds arise. Without satisfying the above requirements 
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sufficiently, bilingual programs can fail disastrously 

despite the existence of goodwill on the part of the 

promoters of the projects. 

Bilingual education programs take the shape of 

maintenance or transition. In the former language is seen 

as encompassing not only communication but also heritage, 

culture and feelings. (Williams & Snipper, 1990). The 

child's language is considered an asset worth maintaining. 

In the latter, the programs are temporary. The students may 

be in a bilingual program for 2 or 3 years and once they 

know sufficiently the majority language or the language in 

which instruction commonly takes place the program 

terminates. No provisions are made for the students to 

study their language again. From this point total 

assimilation to the majority culture starts. This is the 

case of most bilingual programs in the United States (Ruiz, 

1994) 

Bilingual education programs are politically and 

culturally charged issues (Skutnabb-Kangas, 1988; Crawford, 

1992; Nieto, 1992; Phillipson, 1992). In developing 



countries, where many languages are to be fotuid in one 

single country, the option has been to designate the 

colonial language for education and administration. In such 

contexts, as in many coxintries of Africa, some sort of 

bilingual education has been tried, mostly transitional 

bilingualism, whereby students are taught in their first 

language up to about three years. Then they are taught 

using the official language. In a few programs the students 

have continued to leam their language as a subject beyond 

the primary school level. In these contexts, serious 

problems have occurred, especially in regard to the choice 

of local languages to be promoted and used in education, as 

I demonstrate in the following chapter. There have also 

been serious challenges in the areas of teacher education, 

production of materials, funding, lack of continuity of the 

projects due to abrupt change of governments, negative 

attitude of the general public towards local languages, and 

lack of proper planning and management. 

There are studies which discredit bilingual education 

programs for various reasons. Rosenblum & Pinker (1983) 



suggest that no relationship exists between bilingualism and 

cognitive development per se. In Forked tongrue: The 

politics of bilingual education. Porter(1990) puts up a case 

against bilingual education. Rodriguez (1982), like Porter 

(1991), talks about his experiences of bilingual education 

programs and attacks such programs. 

In countries like the United States, communities such 

as Navajo, Hopi, Yaqui and others, have their languages 

spoken at home only, for the most part by members of the 

older generation. The children all speeik English or are 

more fluent in English. The problem these communities face 

as far as language is concerned is that their languages are 

moribund. Although the old people may speak the languages, 

their children do not. The solution has been to introduce 

these languages in the school system so that the children 

can leam them. Fishman (1991) advocates the use of the 

mother tongue should begin at the family level, moving out 

to the community and beyond. Therefore, the participation 

of parents, family members and other members of the 

community is important in trying to reverse language shift. 



70 

In this way languages will continue to be dynamic, and alive 

in the cotnmunities. In Africa, the problem is slightly 

different. The majority of the children speak their mother 

tongue fluently. The problem lies in these not being 

documented, and consequently not being learned in school. 

The people are worried that if the children are not learning 

their languages or in their languages, there is a danger 

that these languages will be stunted by the medium of 

instruction, which happens to be European languages. In the 

long run this process could worsen, and the local culture 

could be threatened. 

For Africa, then, where viable bilingual education has 

to be conducted differently than it is being carried out in 

the United States or Europe. This means that Africa has to 

create theories of its own to fit these contexts. 

2 .10 Lancruaae Planning Agencies 

Language planning agents are people or organizations 

whose job is to ensure that language decisions are accepted 

and implemented. These agents may sometimes use force to 
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implement their policies, as the case of Somalia. They may 

also use peaceful means of popular mobilization. At the 

status planning level the agents would include: politicians, 

whose involvement would be in the form of setting up or 

designing the policy, provision of funds, mobilization and 

selling of the idea to the public,- media executives who 

would be promoting the language in a relevant medium: 

television, radio, or newspapers, and journals. This is a 

phase whereby the people are educated and their 

collaboration sought. When the government of the Republic 

of Seychelles decided to accord Kreol the status of a 

national language and language for education, it had to go 

through a period of mobilization of the population. 

The government embarked on a program of 'Sensitization' 
directed toward the piiblic with a Semenn Kreol, a one-
week series of exhibits, films, theater performances, 
and radio programs geared to convince the populace of 
the legitimacy of Kreol, its oral tradition, its new 
orthography, and its use as the national language 
(Richmond, 1993, p. 296). 

The Seychelles language program became a success story 

in language planning. Of course, there were other reasons 



for its success, besides government intervention and 

involvement. The non-existence of rival local languages 

helped the program gain wide acceptance. In neighboring 

Mauritius where there are French, Hindi, Gujerati, Tamil, 

Telegu, Marathi, Mandarin, Urdu, and two creolized 

languages, Bhojpuri based on an Indian language, and the 

French-based creole, Mauritien, the promotion by the 

government of Mauritian was bitterly contested by members of 

the other language groups. The effort came to nought. 

English remains the only official language in Mauritius 

today (Richmond, 1993). 

After successful status planning, corpus planning takes 

over, or the two processes can happen simultaneously; here 

the agents are: linguists, educational administrators, 

teachers, curriculum planners, textbook writers, publishers, 

parents, religious bodies, and interested individuals. It 

is here where the appropriate orthography is approved; 

dictionaries and grammars are produced; stories are written; 

translations are made; and teachers are trained in the 

methods and techniques of approaching the teaching of the 
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new language. 

2 .11 Evaluation of Language Planning Pnl ir.y 

In any undertaking, evaluation of what has happened, 

and what is taking place is of crucial importance. 

Evaluation "enables one to keep track of changes (feedback) 

and that, through clarification of goals, strategies, and 

outcomes, the possibility emerges of weighing alternatives 

and of seeing the relationships between different levels of 

operation" (Rubin, 1971, p. 229). A good language planning 

evaluation must meet scientific criteria as well as criteria 

of practical utility. The former deals with internal and 

external validity, reliability, and objectivity. The latter 

has to do with "relevance to the decisions being made,-

significance for the decisions being made; scope relative to 

the decisions being made,- credibility by decision-maker; 

timeliness relative to the decisions being made; 

pervasiveness relative to the decision-maker; and efficiency 

relative to the collection of information" (Guba & 

Stufflebeam, 1968, cited in Rubin, 1971, p. 229) . Alderson 
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and Beretta (1992) provide good cases which show how 

evaluation is carried out; the processes involved in the 

different stages of the endeavor, and the instruments to be 

used by the various people involved. 

2.12 Language Shift and Language Obsolescence 

. Language obsolescence is sometimes referred to as 

language death. Paulston, Chen & Connerty (1993:276) quote 

Thomason (1982) who defines a dead language as one which (l) 

has no native speakers, (2) is not used in everyday 

communication by a speech community, and (3) does not 

undergo normal processes of change. Obsolescence occurs, 

says Hoenigswald (1989:347), 

when a population shifts from one language to another, 
in ways which are open to observation (as regards the 
present) and to surmise (as regards the past ... ) . 
Usually, therefore, language death is preceded by 
bilingualism, though, of course, bilingualism does not 
always presage language death (p. 347). 

Language death does not happen in privileged 

communities. It happens to those who are dispossessed and 
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disetnpowered (Crawford, 1995) . As many as half the 

estimated 6,000 languages spoken in the world are said to be 

"moribund," meaning that they are spoken only by adults 

(Krauss, 1992 quoted in Crawford, 1995, p. 17) . Crawford 

(1995) goes on to point out that a further 40 percent may be 

threatened because the number of children speeiking these 

languages is declining. Only about 600 languages are said 

to be secure for the time being. 

Language obsolescence is brought about by a number of 

factors including the more obvious one, which is the death 

of its speakers. Changes in the ecology of languages, 

culture contact and clash, economic influence, political 

influence and conquest (Wurm, 1991; Holmes, 1992) ; 

encroaching diglossia (gradual substitution of one language 

for another - Dimmendaal, 1989), failure of children to 

acquire the mother tongue, schooling in a second language, 

resettlement, dispersion and intermarriage (Romaine, 1989) ; 

the community of speakers is not stable or expanding, and 

the reluctance by parents to pass on the language to their 

children all contribute to language death (Kaplan, 1994). 
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Zepeda and Hill (1991) report that most indigenous people in 

the United States "single out educational policy as the most 

serious threat to the survival of their languages" (p. 138) . 

This is because the kind of bilingual education programs 

being advocated and implemented in the United States are 

transitional. The objective is to leam the English 

language. Once the children are proficient in the English 

language, they are exited from the programs (Nieto, 1992; 

Crawford, 1995) The spread of consumerism, individualism, 

and other Western values are additional factors (Crawford, 

1995). Crawford goes on to indicate that language death may 

be brought by external and internal factors. The speech 

community itself can become an accomplice in destroying its 

language by change in attitudes towards the language; 

discouraging it from being taught in school; and encouraging 

the teaching of the dominant language. 

Before a language dies, it goes through different 

phases of deterioration, or as Romaine (1989:370) puts it 

"social and structural contraction", one of which is style 

reduction (Hoenigswald, 1989). 
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Having talked about the process in which a language dies, 

the next issue is the possibility of saving these languages. 

Do these languages have any chance of survival? Can they be 

saved from extinction? Many linguists agree that languages 

at the brink of extinction can be saved. Powerful effort 

must be expended for successful results. One often quoted 

example is the revival of the Hebrew language which was said 

to have "died" 2000 years ago, having been revived 40 years 

ago. But this success story does not mean that the process 

of reviving or saving languages from extinction is easy. As 

Crawford (1995:29) notes, "[t]o succeed, language renewal 

projects require not only good intentions but enormous 

practical efforts." Kaplan (1994:12) adds: 

[S]uccessful language revival depends not only on the 
availability of a large pool of speakers of the 
language being revived, not only on the willingness of 
those speakers to pass the language on 
intergenerationally, but on the availability of 
opportunities to use the language in a large number of 
registers and on the availability of economic 
opportunity in the language being revived. 

The following newspaper report predicts the number of 

languages which would die by the year 2100. 



78 

F,>^ 19.1995 Tb. tel.on. D.llY StMT 

3,000 languages 
face extinction by 
2100, experts say 

ATLANTA (AP) - The worid's 
6,000 languages are dying quick
ly, and up to half probably vrill 
become extinct in the next cen-
tî , experts predicted yesterday. 

"I call this a catastrophe - the 
rate of loss of mankind's linguis
tic diversity," said Michaci 
Krauss of the University of Alas
ka. • 

While languages once were 
suppressed by government poli
cy, the forccs conspiring' against 
native tongues now seem to be 
largely electronic. Satellite televi
sion, cellular telephones, the 
Internet all let people speak to 
each other instantly all over the 
world, and all drive the need for 
languages that many understand. 

In most cases, that language Is 
En îsh. Even defenders of dying 
languages acknowledge this is 
not necessarily a bad thing be
cause a common language clearly 
allows people to conununicate 
easily. For instance, scicntiste the 
worid over often speak to each 
other In English, whether their 
labs are in Fl̂ ce or Taiwan. 

"We should care" 

However, linguists attending a 
conference of the American Asso
ciation for the Advancement of 
Science urged the preservation of 
small languages as second, or 
even third, languages, rather than 
allowing them to be swallowed 
up by English, Arabic, Spanish 
and other major languages. 

"We should care about this," 
Krauss said. "The world will be 
less Interesting, less beautifuL" 

Krauss said that in prehistoric 
times, humans probably spoke 
10,000 to 15,000 languages. This 
Is now down to about 5,000 and 
dropping fast. 

Krauss, who documents native 
Alaskan languages, estimated that 
20 percent to 50 percent of the 
world's languages no longer are 
being learned by children. 

"Beyond endantferment" 
"They arc beyond cndangcr-

mcHt," he said. "They are the Ihr-
ing .llead," and will all disappear 
in the next century. 

The average language Is spo
ken by 5,000 to 10,000 people. 
However, Krauss said that only 
those with more than 1 million 
speakers have a good future. 

He estimated that about 600 
of the'world's languages ate as
sured of still being In existence 
in the year 2100. 

Many of fite small languages 
on the verge of dying out are in 
tropical parts of the world, espe
cially Afiiq  ̂and Indonesia, he 
said. , 

Losses in Califomla 

But the United States also is 
losing languages quickly, espe
cially in California, wMch has 
been called the world's third 
most linguisiically diverse region, 
after New Guinea and the Cauca
sus. 

Leanne Hihton of the Universi
ty of Callforiiia at ^rkeley said 
North America has 200 to 260 
native languages, and about 60 
are in California. 

All the cWomia Indian lan-
guages are in trouble. None is 
being learned widely by chUdren 
or used in daily commerce. 
Twenty have died this century. 

The latest extinction occurred 
last month ijith the death of the 
only speaker of Northern Pomo, 
a woman in her 60s. 

a 

iS: ® 
iif Js Sa J 
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SutmnarY 

This chapter discussed theoretical issues in language 

planning. Language planning is a process which entails 

planning not only language, but other aspects of national or 

community life. A language which is no longer spoken or has 

fewer speakers risks the danger of disappearing. 

Revitalizing a language is not an easy task, especially if 

the speakers of that language do not have political or 

economic power. Using the languages in school is one way to 

keep them alive. To do so effectively, sound language 

programs must be designed and implemented. Ways to prevent 

language death must be sought. More studies of native 

languages are needed, and more community-based efforts have 

to be encouraged. 

The next chapter examines language and education in 

selected countries in S\ib-Saharan Africa, and the issues 

raised in adopting colonial languages in education and 

literature. 
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Figure 3.1 

African Nations with Dates o£ Independence 

African Nations 
with 

Dates of Independence 

MIDMRICIF 

1200 Km. 

Source: Martin, Phyllis & O'Meara, Patrick (1995) 

Note: South Africa was liberated from the apartheid regime 
in 1994. 
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CHAPTER III 

AN OVERVIEW OF LANGUAGE AND EDUCATION IN SUB-SAHARAN AFRICA 

Part One: General Concerns About Language Use in Africa 

3.1 Introduction 

This chapter describes the situation of language and 

education in Sub-Saharan Africa. It serves the purpose of 

providing a background to the main study and materials for 

comparison with the situation in Mozambique. The language 

and education situation in selected African countries will 

be discussed briefly. The opinions by African writers on 

the question of language, especially in literature will also 

be discussed. But first, a brief history of Africa. 

The political form of Africa as we know it today is a 

result of its being partitioned at the Berlin Conference of 

1884-1885. Some parts of Africa were distributed to the 

French, others went to the British, the Germans, the 

Belgians, and the Portuguese. After Africa was 

partitioned, the official colonization began. Each of the 

colonizers introduced their own way of administering the 

colonies. The British ruled indirectly, whereby local 



chiefs were given pseudo power to carry out administrative 

work on behalf of the colonial government. The French and 

the Portuguese, on the other hand, preferred to rule by 

assimilation. An assimilation policy meant that the 

Africans had to be drawn into the cultural realm of the 

colonizers. Everything African in terms of culture and 

belief systems had to be discarded. Life had to begin anew. 

Conditions had to be created for the new cultural values to 

take root. One of the instruments used by the colonial 

governments was education, although little was provided. 

Another was the indoctrination through the various Christian 

religions. Although the Africans knew that Western 

education had its advantages, they also felt that it eroded 

their culture. One way to make sure that their culture 

stayed alive was the demand that African children be taught 

in the colonial languages as well as in their mother tongue. 

At the First Pan-African Congress in Paris in 1919, the 

participants in this congress resolved that, ''[i]t shall be 

the right of every native child to read and write his own 

language, and the language of the trustee nation, at public 
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expense" (cited in Anyihodo, 1992, p. 51) . This goes to 

show that the question of language in education has been 

preoccupying the Africans for many years, even before 

political independence was granted. But such a resolution 

was taken amid efforts by the colonialists, especially the 

French and Portuguese, to have only their languages taught 

in schools. 

The Africans were not the only ones who were concerned 

with the use of the mother tongue in education. In 1953 

UNESCO published a document which stipulated the importance 

of the mother tongue in education: 

It is through his mother tongue that every human being 
leams to formulate and express his ideas about himself 
and about the world in which he lives.... Every child 
is bom into a cultural environment; the language is 
both a part of, and an expression of, that 
environment. Thus the acquiring of this language is a 
part of the process by which the child absorbs the 
cultural environment; it can then be said that this 
language plays an important part in molding the child's 
early concept.... On educational grounds we recommend 
that the use of the mother tongue be extended to as 
late a stage in education as possible. In particular, 
pupils should begin their schooling through the medium 
of the mother tongue, because they understand it best 
and because to begin their schooling in the mother 
tongue will make the break between home and school as 
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small as possible(pp. 688-689). 

In the Portuguese and French colonies, the situation 

did not change. Their educational policies continued to 

place their languages at the top and the only media of 

education. In the British colonies, on the other hand, 

there were efforts to provide education in selected African 

languages. 

In 1960, politically speaking, Africa exploded. 

Seventeen countries became independent. As recent as 1994, 

one more African nation. South Africa, gained its political 

independence. The colors of the flags have changed. So 

have the national anthems and the political slogans, and the 

faces of those who govern. But there are a few things which 

have not changed. Gogovi (1971:31) quotes Bamgbose, who 

says: "Of all the heritage left behind in Nigeria by the 

British at the end of the colonial administration, probably 

none is more important than the English language. This is 

now the language for government, business and commerce, 

education, the mass media, literature, and much internal and 

as well as external communication." The choice of an 
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appropriate language has been one of the most anguished 

problems faced by not only African leaders, but also their 

Asian counterparts (Coombs, 1985). 

In recent years, a number of African intellectuals 

have voiced their concerns about the inadequacy of using 

colonial languages. Ngugi wa Thiong'o (1986; 1993) is the 

most vocal. He has called for the decolonization of African 

minds, suggesting that one way to do so is through rejecting 

colonial languages and promoting African languages. In 

support of his ideas and beliefs, Ngugi wa Thiong'o changed 

his name in 1972 from James Ngugi. He then promised to 

seize writing in English and write in Gikuyu, his mother 

tongue, and Swahili (Omotoso, 1996). Others, such as 

Chinweizu, Onwuchekwa & IhechuJcwu (1980) have called for the 

decolonization of African literature. Colonial languages is 

one of the key issues always mentioned in their work. 

On the other hand, Foster (1971:607) argues that 

"[a]Ithough from a pedagogical view point it might be 

considered desirable to give every individual an opportunity 

to acquire literacy in his mother tongue, this is patently 
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impossible in Sub-Saharan Africa." The problem lies mainly 

in the multiplicity of languages in each African country. 

Nigeria alone has over four hundred languages, The precise 

number of African languages on the continent has not yet 

been established (Alexandre, 1971) due to the rather 

inadequate data collection situation. Dalby (1982:42) 

points out that over 2000 African languages are 

distinguished by individual names. Westley (1992) writes 

that at least 1400 are spoken in Africa in 51 nations and 

Adegbija (1994:1) says there are well over 1700 languages on 

the African continent. Many African languages are yet to be 

known, studied and classified. This lack of knowledge of 

the precise number of African languages is partly due to 

shortage of personnel and financial resources, not to 

mention the lack of interest by some of those who wield 

political clout. 

Another major problem is the lack of willingness by 

members of the various ethnic groups to leam a language of 

their neighbor or the selected national language. This lack 

of willingness is sometimes a result of historical problems 
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that existed between the groups. In other situations, it is 

because of current problems. Every ethnic group would like 

their language to be promoted. Lack of a unifying language 

among the various ethnic groups in most Africcin coxmtries is 

a major drawback in the efforts to promote an indigenous 

language for inter-ethnic or national communication. 

Since many African countries achieved their 

independence in the early 1960s, the language scenario has 

changed little, if at all. Most countries have adopted the 

colonial languages as official and as the ones to be used 

for education. The efforts to promote African languages 

have met with serious problems. Presently, very few African 

nations have adopted local languages as their official 

languages. This is the case of Swahili in Tanzania and 

Somali in Somalia. 

In 1986, the 22nd session of Heads of State and 

Government of the Organization of African Unity (OAU) , 

meeting in the Ethiopian capital, Addis Ababa, came up with 

a Language Plan of Action for Africa. In drawing up this 

plan the political leaders concluded: 
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That language is at the heart of a people's culture and 
further convinced that, in accordcince with the 
provisions of the Cultural Charter for Africa, the 
cultural advancement of the African peoples and the 
acceleration of their economic and social development 
will not be possible without harnessing in a particular 
manner indigenous African languages in that advancement 
and development. 

This call by African leaders was an official 

recognition that African languages were important, and that 

something had to be done to get these languages visibility 

and to limit the use of the colonial languages. It was a 

further act to liberate African nations. The leaders were 

aware that their involvement in and support of this plan was 

necessary for the execution of the project. The aims and 

objectives of the plan are listed as: 

a) To encourage each and every Member State to have a 
clearly defined language policy; 

b) To ensure that all languages within the boundaries 
of Member States are recognized and accepted as a 
source of mutual enrichment; 

c) To liberate the African peoples from undue reliance 
on the utilization of non-indigenous languages as the 
dominant, official languages of the state in favor of 
the gradual take-over of the appropriate and carefully 
selected indigenous African languages in this domain; 
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d) To ensure that African languages, by appropriate 
legal and practical promotion, assume their rightful 
role as the means of official communication in the 
public affairs of each Member State in replacement of 
European languages which have hitherto played this 
role; 

e) To encourage the increased use of African languages 
as vehicles of instruction at all educational levels; 

f) To ensure that all the sectors of the political and 
socio-economic system of each Member State are 
mobilized in such a manner that they play their due 
part in ensuring that the African language (s) 
prescribed as official language(s) assume their 
intended role in the shortest time possible; 

g) To foster and promote national, regional and 
continental linguistic unity in Africa in the context 
of the multilingualism in most African countries 
(Quoted in Herbert, 1994). 

Despite this official plan, certain questions remain. 

Are these resolutions being followed? Has there been a 

genuine attempt by African countries to abide by these 

promises? It has now been 10 years since the Language Plan 

came into being. What is the current scene in most African 

countries in regard to language use and policy? Is there 

any progress or real determination to replace colonial 

languages with African ones? What have been the successes 



and failures, and what are the reasons? These questions are 

addressed in a brief look at the language situation in some 

African countries. 

Part Two: Lemguage and Education in Africa 

3.2 Language Education Issues in Some African Countries 

Since the situation across the continent is, by and 

large, very much similar, only a few selected countries will 

be discussed. The countries selected are indicative of the 

general trends in other African countries. The terms 

Anglophone, Francophone, and Lusophone or (English-speaking 

Africa) , (French-speaking Africa) and (Portuguese-speaking 

Africa) have been avoided in this study. These terms are 

undisciplined and fallacious (Irele, 1981; Spencer, 1985) 

considering that the majority of Africans have little or no 

command whatsoever of these languages. Not only that. 

Africa can be classified in a different way, which, from my 

perspective provides a more realistic picture. The 

classifications are based on significant political issues. 

Africa has not completely defeated colonialism because some 
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vestiges of it are still to be foxind. In addition, Africa 

is still struggling to cut and destroy neo-colonial chains. 

An additional struggle demcinds new techniques to be learned 

through experience as Africa grows and matures. However, by 

forcing the powerful colonialist to pack and leave, Africa 

took the first step necessary to being wholly independent. 

This defeat has to be acknowledged, and since it is a very 

important event (some countries were under colonialism as 

long as five centuries) this great achievement can be used 

to describe or group African countries. The countries 

selected for discussion have been divided into: 

a) those which defeated British colonialism; 

b) those which defeated French colonialism,-

c) those which defeated Portuguese colonialism; and 

d) Namibia and South Africa. 

Two newly independent countries, Namibia and South 

Africa have been separately classified. Despite their being 

new, these countries went through a different program of 

colonization and domination. It is interesting to see what 

kind of language-in-education policies they have come up 



with after having had the opportxinity, during their process 

of liberation, to observe and leam the process of 

governance from other African countries and the rest of the 

world. The African National Congress (ANC) of South Africa 

and SWAPO of Namibia, debated the language question 

throughout their struggle, so their decisions about this 

issue are informed ones and very good lessons for Africa. 

3.3 Language and Education in Countries that Defeated 
British Colonialism 

The covintries that defeated British colonialism are 

part of West Africa, East Africa and Central Africa. 

Language and Education in West Africa: The Case Q£ 

Nigeria 

All West African countries, like much of the rest of 

Africa, are characterized by multilingualism. The use of 

colonial languages in education predominates. The biggest 

nation in this category is Nigeria. Nigeria is big not in 

terms of size, but population and the ethnic diversity of 

its people. Nigeria's population is approximately 100 



million, the largest in Africa. The number of languages 

spoken in the country has been estimated to stand at or over 

400 (Akinasso 1989) . Adegbija (1994:1) puts the number of 

languages in Nigeria between 450 and 500. Besides its many 

languages, Nigeria is one of the countries in Africa that 

has tried and is still trying to promote local languages by 

using these in education. Several sound studies have also 

been carried out in this country describing or dealing with 

the language-in-education situation in the country 

(Akinnaso, 1988; 1989; 1993; Goke-Pariola, 1993; Oladejo, 

1991; 1993; Adegbija, 1989; 1994). From the Nigerian 

situation a lot can be learned. Nigeria has three main 

languages: Hausa spoken by 21% of the population, Igbo 

spoken by 17% speakers, and Yoruba spoken by 20% of 

Nigerians (The World Almanac, 1995). A major question is 

whether Nigeria can select one of these languages and make 

it the countiry's official language. In 1961, only a year 

after the country became independent, language issues were 

brought up in the parliament. The Nigerian Daily Express 

cautioned the Nigerian parliament not to be involved in 
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matters that dealt with language: 

Parliament should be more careful about involving 
itself in the language tangle into which it is now 
being drawn. English is the accepted official 
language, the one outward expression of all that unites 
the various peoples in the country... to seek to 
replace English with some vernacular at a particular 
date-line is asking for more than the greatest 
nationalist of them can handle. The difficulties are 
not of translating textbook and scientific foirmulas or 
even of cash. What happened in India and more recently-
still in Ceylon, Sri Lanka, should make the protagonist 
of this motion have second thoughts. (Quoted in 
Chinebua, 1977, p. 68) . 

The comment demonstrates that from the very beginning 

of its independence, the question of language in Nigeria had 

to be handled with care. Soyinka, the celebrated Nigerian 

writer and winner of the Nobel Prize for Literature (1986) 

has also warned of choosing one major indigenous language in 

Nigeria and making it the sole official language. He thinks 

doing so would trigger a civil war (Wilkinson, 1992). 

Fardon & Fumiss (1994) also think that Nigeria would be in 

serious troxible if one language was promoted. 

With such a socio-political climate, there is little 

the government or educational bodies can do, but to take the 
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necessary precautions. In this case, the only safe option 

is the adoption of the colonial language. Adegbija 

(1994:143) notes: 

[M] any Nigerian governments, aware of the context of 
mutual political and linguistic tension beclouding 
speakers of Hausa, Yomba, and Igbo, often adopt the 
apparently prudent policy of inertia or indifference 
whenever the issue of language planning is raised. In 

. addition to the mutual rivalry between major language 
groups, speakers of minority languages, that is, 90% of 
languages represented in the country, are not taking 
things lying low, for they also subtly resent and are 
hostile to the official glorification of some languages 
as main or maj or languages. 

Political strife is one of the reasons that many 

African countries have not fully adopted the 1986 Ethiopia 

language plan proposed by the OAU. Many African 

governments, even those which have been democratically 

elected, have been toppled. In many cases, the new leaders 

have ignored any social and political plans of the previous 

government. This has led, mostly, to nothing but 

stagnation. 

Despite some commendable efforts to use African 

languages in education, on the whole, the successes have not 

been promising. Adegbija (1994:145-146) describes the 
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Nigerian situation: "The inherent antipathy created between 

major language groups may partially accoiuit for the fact 

that in Nigeria, attempts to teach Hausa, Yoruba, and Igbo, 

the majority languages in areas where they are not the 

mother tongues, have not met so far with appreciable 

success." This comment can be illustrated by an example. 

Bandele-Thomas (1994) when interviewing Wole Soyinka posed 

one of the questions this way: 

I was born in the north, Kafanchan, and raised in 
Kaduna, Bauchi, Jos, Kano . . . all over the north, for 
the first eighteen years of my life. My parents are 
Yoruba, and when I went to my father's home town for 
the first time I was a teenager. I felt like a total 
stranger and spoke with an accent. Hausa was, 
basically, my first language. As far as I was 
concerned { and this applied to my sisters and brothers 
as well), I was bom in the north. I'm Hausa. And 
then I finished secondary school, got very good results 
and tried to get a place at Bayero University, Kano. I 
was turned down, I later found out because of my name. 
That for me was a revelation. I was being told, go 
back to where your parents are from. Not in so many 
words, but ... (p. 154). 

Wole Soyinka replies to Bandele-Thomas: 

I'm very glad you mentioned that experience, because 
such experiences, which affects hundreds of thousands 
of Nigerians in a very visceral way, militate that 
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sense of oneness which one is talking about. Let me 
support that with an incident which I know. I once 
attacked the former Minister of Education, Jubril 
Aminu, who one day, when he was Minister of Education, 
just repatriated all southern principals from northern 
schools. One of them was my landlady. She was in the 
north somewhere, and she'd been there for years, she'd 
made friends, she was very much at home.... Now how do 
you expect people to react to that. They've been told, 
"You're not part of this section of the country", which 
means Nigeria is being differently defined from what 
they had always believed (p. 154) 

This is a good example of how ethnic tension, 

instability, and mistrust can hinder the promotion of a 

certain local language. How is one to trust that the people 

whose language is promoted to official and national status 

will not, later on, dominate the people from the other 

groups, or deny them services they are entitled to, as the 

previous examples show. There is also the question of 

attitudes of the general population towards colonial 

languages. English, French and Portuguese are languages 

which guarantee a better and prosperous future when one 

knows them, so that in Nigeria and other African countries 

parents would like to see their children being taught 

English at a very tender age (Goke-Pariola, 1993) . 



According to the National Policy on Education in Nigeria 

published in 1977 and revised in 1981 (Akinasso, 1988) pre-

elementary students and those in grades 1 through 3 are 

supposed to receive their education in the mother tongue or 

the language of the immediate community (Akinasso, 1988; 

Goke-Pariola, 1993). However, there has been a lot of 

confusion and inconsistencies in the implementation of this 

policy. Jibril (1987) , Akinasso (1988) and Goke-Pariola 

(1993) report that since most of the pre-elementary school 

patrons are middle class and upper class who reside in the 

cities, it has not been possible to apply this policy 

because of the ethnic diversity of the children. Another 

problem is the availability of materials in the local 

languages. Goke-Pariola (1993) writes: '^There is simply 

very little available in the form of books and other 

learning aids for the pre-school child in the local 

languages" (p. 100). In the schools that Goke-Pariola 

visited, the books were not only written in English, they 

were published in Britain. The most popular book according 

to Goke-Pariola (1993) was the '"Ladybird" series. There is 
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also discrepancy in policy execution and iinplementation. In 

some schools, the mother tongue "is used for the entire six 

years of primary school" (p. 102), while "private primary 

schools use English virtually exclusively" (Goke-Pariola, 

1993:103). At the same time, English is the pre-eminent 

language in secondary education. In the words of Goke-

Pariola (1993) : "It remains the sole medium of education and 

examination. And no matter how good a student is in his 

mother tongue and other school sxibjects he cannot be 

certified as having successfully completed his secondary 

education without at least a pass in English" (pp- 105-106). 

So those children who received most of their education in 

the mother tongue and are therefore a little behind with 

their English are obviously disadvantaged as far as 

educational and job opportunities are concerned. 

The political situation in Nigeria has not favored the 

development of a solid language plan, one which establishes 

continuity. Since the country became independent, it has 

seen eight different regimes, some lasting only a couple of 

months (Adegbija, 1994) . Each time a new government is in 
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power priorities have changed. In this way language plans 

have also been adversely affected (Adegbija, 1994; Igue & 

N'Oueni, 1994). 

Language and Education in East Africa 

Tanzania, comprising the mainland formerly known as 

Tanganyika and the islands of Zanzibar and Pemba, is one of 

the few countries in Africa to have Swahili, a local 

language, as the official language. The history of Swahili 

dates back to the mediaeval period (Ekwelie, 1971:86). It 

was spoken on the eastern coast of Africa before the tenth 

century (Whiteley, 1969). Later, Swahili spread to the 

hinterland of east and central Africa. Gradually, the 

language became established as a trade language. When the 

Germans administered the country (1885-1919) they decided to 

use Swahili as the language of administration, and as a 

medium of instruction throughout the school system 

(Rubagumya, 1990). When the coimtry became a British colony 

after the defeat of Germany in World War I, Swahili retained 

its administrative role. 
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After independence in 1961, Swahili became the official 

language in the country alongside English. At present, the 

language of instruction in elementary school is Swahili. 

English is taught as a subject at this level, but it becomes 

the language of instruction at secondary and tertiary 

levels. But this situation provides complications for 

Tanzania, as the 1969/74 Government Plan explains: 

We have a system where the medium of instruction in 
primary schools is Kiswahili, while in secondary 
schools it is English. This constitutes an educational 
problem and potentially a dangerous situation. It will 
create a class of those educated in Kiswahili medium 
and another educated in English medium. It will render 
secondary education irrelevant to the problems of the 
masses.... It will not be justified to continue to 
offer secondary education in English (Mlama & Matteru 
1978, quoted in Rugemalira, Rubagumya, Kapinga, 
Lwaitama & Tetlow, 1990, p. 26). 

In 1982 a Presidential Commission was set up by the 

Tanzanian Government to review its system of education and 

to recommend ways to improve it. Rubagumya (1986) reports 

the Tanzanian government making recommendations in 1982, to 

do away with English as a medium of instruction in secondary 

schools. In fact it was envisaged that by 1992 all classes 



102 

at the university level would be taught in Swahili. This 

has not yet materialized. One of the reasons given is the 

cost of switching to Swaiiili. Another is the prestige, 

status, and personal economic advcincement associated with 

the ability to speak the English language. At the same 

time, it is reported that the standard of English in schools 

is declining (Trappes-Lomax, 1990). Talking about Zanzibar, 

which is also part of Tanzania, Cunningham (1991) points out 

that there is also the problem of lack of materials for 

reading in Swahili within and outside the education system. 

As a result, many students do not develop first language 

(LI) reading skills during elementary school, "and the first 

real exposure likely to affect reading skills now occurs at 

secondary level through the English reading program" (p. 

664) . It has yet to be studied what effects postponing 

reading in Swahili has on the system of education, and the 

status of the two languages. 

In Uganda and Kenya, two other East African countries, 

language problems also abound and solutions are being sought 

in different ways. Swahili is a major language or a well 
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known language in both countries, but its development and 

spread has varied. Mosha (1971:107) estimates that there 

are 20 distinct indigenous languages in Uganda: Nine of 

these languages are Bantu, seven are Eastern Nilotic, three 

are Sudanic, and one is Western Nilotic. 

Swahili in Uganda faced strong opposition from the 

African establishment, the Kabaka (King) of Buganda. In 

1929 the Kabaka was quoted as saying that it was not 

necessary to adopt Swahili as the "Native Language in 

Buganda, and I am entirely opposed to any arrangement which 

would in any way facilitate the ultimate adoption of this 

language as the Official Native Language of the Baganda, in 

place of, or at the expense of, their own language, since I 

feel convinced that such a source will assuredly bring about 

the loss of our tribal status and nationality ..." (Quoted 

in Ekwelie, 1971, p. 87) . 

After Uganda attained its independence in 1962, the 

teaching of English was improved and reinforced. The 

question of adopting Swahili or any other local language was 

deemed impractical. The President of the country at the 
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time, Milton Apollo Obote said: "Our present policy as a 

government is to teach more and more English in schools" (in 

Mazrui, 1975, p. 210). The President went on to elaborate 

his government's linguistic policy: 

[T]he government and the people of Uganda do realize 
that there are certain advantages in our learning 
English. We could not, for instance, adopt Lugbara -
one of our Northern languages - as our national 
language. It is clear that the teaching of Lugbara 
itself would be beyond our capacity and ability and 
since language has an economic power in that whoever in 
a country of this kind knows the official language is 
likely to get higher and higher in government service, 
the task of teaching Lugbara or adopting it could 
result in serious riots and instability (In Mazrui, 
1975, p. 211). 

Obote makes two important points, which a number of 

African leaders have also made in reference to their 

countries at some stage during their time in office, that is 

the incapacity of governments to act owing to lack of 

resources, and the fear that their countries would be 

consumed by riots if any one African language was adopted. 

The official language in Uganda presently is English, 

which is taught from primary level to university level, A 

few local languages are used for literacy purposes (Mosha, 
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1971) . 

In Kenya, the language and education situation does not 

show any qualitative difference from what exists in other 

Sub-Saharan African countries. There are more than 30 

languages in the country. Nine of these are used in 

official radio broadcasts and most have little or nothing in 

terms of orthography development (Eastman, 1983; Whiteley, 

1973; Merritt, Cleghom, Abagi & Bunyi, 1992) . 

In their study on codeswitching in Kenya primary 

schools, Merritt, Cleghom, Abagi & Bunyi (1992) found that 

different schools were implementing different language 

policies. In the schools surveyed in Nairobi, the capital 

city, English was used "as much as possible as early as 

possible" (p. 107) . In another Nairobi school, English was 

used as the dominant medium of instruction. Swahili and 

Kikuyu were used occasionally. In the third school, located 

in a rural area, Luo was used as a medium of instruction for 

the first three grades and used in addition to English in 

higher grades. Swahili was taught as a subject. 

Goke-Pariola (1993) describes the Kenyan government 
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curriculum options thus: a) English only b) Swahili only 

c) English medium with compulsory English and d) Vernacular 

medium, as a bridge to English medium at higher levels. But 

the parents have established an agenda of their own. 

Swahili, though a compulsory sxibject, is not a necessary 

language for job promotion, therefore, not a language to be 

taken seriously (Laitin, 1991:109, quoted in Goke-Pariola, 

1993) . 

It is necessary sometimes to execute programs according 

to the needs of the local community (Bray, Clarke & 

Stephens, 1985), but if in doing so some of the communities 

will be disadvantaged such a policy needs to be reviewed. 

In Kenya English is the most important career language, 

therefore, it is easy to presume that the child who leams 

Kikuyu or any other local language for an extended period of 

time in the lower grades with less than perfect materials is 

being prepared for a totally different role in society from 

the one who leams English from the first grade. Such 

differing profiles in language instruction in schools raise 

the question of inequality of opportunities created by 
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3.4 Language and Education in Countries that Defeated 
French Colonialism 

Assimilationist policies of the French meant that local 

languages had to be proscribed from use in the school 

system. "The use of African languages in education and 

administration was actively discouraged by the French 

colonial administration, because African languages were 

viewed as an obstacle to the objectives of cultural 

assimilation in French" (Bokamba, 1991:182; also Spencer, 

1971). As Wardhaugh (1987) also points out, "the French 

adopted the same language policies in their colonies as they 

adopted at home" (p. 158) . In 1927 the French Minister of 

National Education made the following statement: "Pour 

1'unite linguistique de la France, la langue bretonne doit 

disparaitre" (For the linguistic unity of France, the Breton 

language must disappear) (Kuter, 1989, p. 78). The position 

adopted by the French has resulted in French becoming the 

only official language of administration and education in 
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the former French colonies in Sub-Saharan Africa with the 

exception of Madagascar where Malagasy is the official 

language. 

Leopold Senghor, the late President of Senegal wrote in 

1964: 

In choosing a language, it is not a question of whether 
the medium of instruction will be the mother tongue or 
not, but which language it should be. In other words, 
it is a question of choosing a language for its 
particular qualities, its educational qualities. From 
this point of view, French (emphasis in the original) 
imposes itself as the 'language of good manners and 
courtesy' .... What I wish to add is that French is also 
a literary language, a poetic language. It is capable 
of expressing the noblest and the strongest feelings, 
as well as the most delicate and the most confused 
feelings, high spirits or the dark night of the soul. 
(In Langley, 1979, p.375). 

In Senegal, during the colonial period, the students 

learned French starting from the first grade. The policy 

continued, but it was reviewed in 1981. It was decided that 

the students begin elementary education in the mother tongue 

of the child and to continue in the mother tongue for the 

first two to three years after which French would be 

introduced in the middle of the second school year. 
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Secondary education would be entirely in French (Richmond, 

1983). At a certain point agreement could not be reached as 

to which writing system to follow. Some people rejected the 

French alphabet, with its system of diacritic marks, 

syllabification, and punctuation, pointing out that it was a 

carry-over from French colonial rule. In the literacy 

sphere, Wolof, a language with the most speakers, was chosen 

for the first literacy program. However, Senegalese from 

other ethnic groups protested "condemning the choice as 

being an affront to their cultural heritage" (Richmond, 

1983, p. 17). Also Senghor did not agree with the 

alphabetic notation developed for Wolof. An order was given 

for the printers not to use the system. Foreign languages 

taught in the country include English, Arabic, Spanish, 

Portuguese, German and Russian. 

In Benin, a country with a population of 5.3 (The World 

Almanac, 1995) there are 52 languages. Out of these, 

literacy in 13 languages has been developed by missionaries 

for religious purposes (Ngabaye, 1994, quoting Johnstone, 

1993, p. 54) . A new language policy was articulated for the 
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coxintry in 1972, after Lieutenant-Colonel Mathieu Kerekou 

seized power by a military coup. The policy proclaimed: 

It will be necessary to ensure the development of 
popular culture by the organization of mass literary in 
the national languages, a crucial factor in our 
development. It is necessary to create a linguistics 
institute which will be charged with removing all 
obstacles in the way of utilizing national languages as 
vehicles of knowledge (quoted in Igue & N'Oueni, 
1994, p. 56). 

Article 1 of the 1970 Constitution says: "The official 

language shall be French." The amended Constitution of 1977 

made no mention of French. Chapter 1, Article 3, reads: 

The Popular Republic of Benin is a unified 
multinational state. All nationalities are equal in 
rights and duties. Consolidating and developing their 
union is a sacred duty of state, which shall assure to 
each one a full development in \inity through policy 
toward nationalities and inter-regional balance. ... 
All nationalities shall be free to use their spoken and 
written language and to develop their own culture. The 
state shall actively aid those nationalities living in 
underdeveloped areas attain the economic and cultural 
level of the country as a whole (Blaustein & Flanz, 
1990 cited in Ngabaye, 1994, p. 55) 

Years later, the project to teach literacy in national 

languages weakened. The lack of success was attributed to 

the decline in the number of teachers from 5,000 to a few 
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hiindred. Teachers were not paid. There was a lack of 

primers, readers and general reading materials (Igue & 

N'Oueni 1994, p. 58) , Kerekou is back in power again after 

defeating Soglo in the general elections held in March 1996. 

It is yet to be seen what kind of policies he will adopt 

towards the revitalization of local languages in the 

country. 

Gabon has a population of about 1,200,000. Its 

inhabitants are almost all of Bantu origin. The main ethnic 

group is the Fang. The language of the Fang, which goes by 

the same name, is a lingua franca of much of the country. 

However, writes Richmond (1983:18), 

Each group jealously guards its own language and 
cultural heritage; each group presents a rival factor 
to each other. At an earlier time, the government 
transmitted radio programs in the major vernaculars, 
but due to tribal factionism, discontinued these 
transmissions in favor of total French programing. 

The government is reported to have taken a low profile 

in terms of establishing programs in local languages. 

French is being promoted in the name of national unity. 

Foreign languages in Gabon include English, Spanish, German 

and Arabic. 
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3.5 Language and Ediir.ation in Countries that: Defeated 
Portuguese Colonialism 

Angola, Sao Tome and Principe, Guinea-Bissau, Cape 

Verde and Mozambique are the African countries which crushed 

Portuguese colonialism. The Portuguese prohibited the use 

of African languages in education, except for religious 

purposes. The policy was to encourage the Africans to 

become assimilados, to turn them into Portuguese. It is for 

this reason that it has been difficult for Mozambique, for 

instance, to adopt and promote African languages. All 

through the colonization process, which lasted for five 

hundred years, the use of African languages in the 

Portuguese colonies were, for the most part, oral. 

To develop these languages after independence meant 

having enough resources to do so. The Portuguese were the 

most self-centered of the colonialists. They did not set up 

schools for the local populations. The decision to use 

Portuguese in these countries, after they became 
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independent, was not a question of choice. Portuguese was 

the only available choice. However, efforts have been 

underway mostly in Angola and now in Mozambique to accord 

African languages their rightful place even if this is only 

on paper. 

In Cape Verde, "there have been those who favor creole-

language literature ... and those who believe that Cape 

Verdean Portuguese not only adequately captures the flavor 

of their cultural reality, its use assures that the work in 

question will have potentially wider readership" (Hamilton, 

1992, p. 615). Works in Cape Verdian Creole such as Oju 

d'Agu (The Wellspring) are part of the language planning 

process undertaken by individuals. Crioulo is the mother 

tongue of the Cape Verdian people. It is used in education 

in primary schools but not formally in secondary schools. 

In Sao Tome e Principe and Guinea-Bissau, Portuguese as well 

Creole are spoken in the country. 

While the Africans are working hard in terms of 

repossessing their languages and trying to promote them, the 

Portuguese are also augmenting their efforts to consolidate 
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the Portuguese language in these countries, seeing to it 

that their language still survives in Africa. The 

Portuguese were worried at one time that Guinea-Bissau would 

replace Portuguese with French. The Portuguese stepped up 

their cooperation and friendship with Guinea-Bissau in the 

areas of mass media and education (da Silva & Giuinewiek, 

1992) to stabilize the situation. 

The Portuguese do not want to see the position of their 

language losing ground as it has happened in Macau as 

Harrison (1984) and Muhlhausler (1994) show. After 410 

years of Portuguese rule Macau everyday life is dominated by 

Cantonese and education in English. In Mozambique, English 

is also gaining strength, the country being in the center of 

neighbors who have adopted English as their official 

language. 

In 1974, Mazrui wrote: ^^Commonwealth Africans may well 

be joined by inhabitants of what is now Portuguese Africa" 

(p. 90) . In 1995, Mozambique joined the Commonwealth, a 

body which is normally open to countries which used to be 

under British rule. The Portuguese see this as a threat to 
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the continuity of their language and influence in 

Mozambique. Recently, the Portuguese increased their 

cooperation with Mozambique in the area of mass media. 

3.6 Language and Education in Two Newly Independent 

African Countriss 

In choosing to discuss the language policies of two 

newly independent countries, the objective is to see the 

kind of situation such countries had during the colonial 

period and the options they had at the time of independence. 

It is also interesting to see what lessons they may or may 

not have learned from other countries and especially from 

the African continent. Both Namibia and South Africa 

achieved their independence in the 1990s. 

Namibia 

Namibia became independent on March 21, 1990 from the 

grip of the apartheid regime of South Africa. There are 

about 18 groups of indigenous languages, each of which 

consists of various dialects (Cluver, 1992) . Nine of these 
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languages are classified as major and are recognized for 

educational purposes (Cluver, 1992; Phillipson, Skutnabb-

Kangas & Africa, 1986). 

Under the apartheid regime, Namibia had two official 

languages: Afrikaans and English. But Afrikaans was the 

more prestigious language, being spoken by at least 70 

percent of the white population (Duggal, 1981) . For 

Africans, Afrikaans was the medium of education from upper 

primary level. In primary levels of school the Africans 

were taught through local languages. During the struggle 

for liberation the position of SWAPO was to adopt English as 

the official language come independence (Duggal, 1981; 

Phillipson, Skutnabb-Kangas & Africa, 1986) , despite the 

fact that the population speaking English accounted for less 

than 1 percent. According to Phillipson, Skutnabb-Kangas & 

Africa (1986), the largest ethnic group in Namibia speaks 

Oshiwambo, who account for 45% of Namibians. Yet article 3 

of the constitution reads: "The official language of Namibia 

shall be English" (Quoted in Cluver, 1992, p. 240) . Why 

didn't SWAPO designate Oshiwambo or any other African 
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language as the language of the future? Cluver (1992:118) 

speculates: "In the case of Namibia one could expect that 

the language of the Ovambos who constitute about half the 

total population could be selected. It seems very likely 

that such a decision would meet with very strong resistance 

from the Herero and the Nama groups Tollefson (1991) 

argues that although the cost of providing English language 

education would be high, the conflict that would arise as a 

result of adopting Oshiwambo would probably be higher. 

Part of the answer lies in the role African languages 

played in policies established by South Africans. Like in 

South Africa, African languages were taught in order to 

segregate the Africans, to better control, dominate and 

exploit them: divide and rule. African languages were not 

used in administration, therefore they were not seen as 

important functional languages by the Africans. In order 

for one to be successful one had to have a good command of 

either Afrikaans or English. None of the African languages 

had enough status to take the role of official language. 

The attitude the Africans had towards their languages was 
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also not very helpful in using these languages in education. 

This happened for a reason, though, as Cluver (1991) points 

out: '^Since mother-tongue instruction was, at one stage, 

linked to the discriminatory and inferior system of Bantu 

education, mother-tongue instruction became unacceptable to 

many Namibian parents" (p. 45). 

Tollefson (1991) points out that the disadvantage of 

the SWAPO policy is that only a few people who know the 

English language well will benefit in terms of employment 

and education. This is true, but in the short term. Again, 

selecting any other language would have created a similar 

problem, SWAPO declared its determination to develop and 

promote African languages. 

Smith Africa 

South Africa, like Namibia, became independent in the 

1990s. Several African languages are spoken in this country 

of about 44 million people. In South Africa, unlike in 

Namibia, English predominated, although Afrikaans was also a 

very important language of government and education. In 
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South Africa, like in. Namibia, the apartheid regime 

encouraged the teaching of African languages in schools. 

The South African government had two goals for this policy: 

linguistic cind societal. The linguistic goal was dominance 

and the societal goal was the perpetuation of apartheid 

(Phillipson, Skutnabb-Kangas & Africa, 1986) . 

In 1976 there was an attempt by the government to make 

Afrikaans the medium of instruction in African schools. 

This resulted in riots in which people were killed. The 

Africans saw the installation of Afrikaans in their schools 

as another ploy by the apartheid regime to keep the Africans 

down. Afrikaans was not, and still is not, an international 

language. It is spoken only in two countries: Namibia and 

South Africa. 

Outside Southern Africa, Afrikaans has no practical 
value, and therefore it serves as an instrument of 
isolation and insularity. This conforms to the 
government policy of keeping Namibians [and South 
Africans] ignorant of the world around them, and 
ensuring that they will be maintained as a labor force 
with their communication lines largely restricted to 
the dominant imposed language (Duggal, 1981, p. 7). 
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African languages in South Africa were encouraged by 

the white regime for the wrong reasons, consequently, people 

formed negative attitudes towards their own languages. 

After independence, the country has adopted English as the 

official language. But the ruling party, the ANC, is 

committed to seeing that multilingual ism is promoted and 

used as a springboard for development (Webb, 1994). Why 

this choice? Again, English is the only language which is 

capable to realistically play the official role in the 

country. All other languages in the country are still 

growing. 

Part Three: Views from Africam Writers 

3.7 African Writers and the Question of Lanauaae 

In discussing language and education in Africa, it is 

important to bring in the ideas and perspectives of African 

writers. Firstly, because African writers contribute in 

educating and entertaining the people through their writing. 

Secondly, African writers themselves have, many times, 

debated the issue of language in African literature. And 
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since some of the books they write end up in schools as 

literature course books, it is relevant that what they say 

be brought into the discussion. In most African countries 

students are required to leam African literature, i.e. 

local literature and literature from other African 

countries. The bulk of such literature is in colonial 

languages. 

In his short story, Thought-Tracks in the Snow, the 

late Darabudzo Marechera, an important Zimbabwean writer 

talks to a Nigerian student: "Why did I not write in my own 

language? he asked. Was I perhaps one of those Africans who 

despised their own roots? Shouldn't I be writing within our 

great tradition of oral literature rather than turning out 

pseudo-Kafka-Dostoyevsky stories?" (Marechera, 1979, pp. 

142-143) . Marechera interviews himself in 1983. He poses 

the following question to himself: "Did you ever think of 

writing in Shona?" He responds: 

It never occurred to me. Shona was part of the ghetto 
daemon I was trying to escape. Shona had been placed 
within the context of a degraded, mind-wrenching 
experience from which apparently the only escape was 
into the English language and education. The English 
language was automatically connected with the plush and 
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seeming splendor of the white side of town. As far as 
expressing the creative turmoil within my head was 
concerned, I took to the English language as a duck 
takes to water (Veit-Wild, 1992, pp. 1-2) . 

After becoming independent, many African coiintries took 

to the colonial languages "as a duck takes to water." 

Colonial languages continued to be important in education 

and political life. "It is not by choice that our writers 

are using the European languages, but as a matter of 

necessity. For all of them, the language in which they 

write is the only language in which they can write at all, 

in which they can express themselves with any degree of 

adequacy" (Irele, 1981, p. 58) . Perhaps not all African 

writers are unable to express themselves satisfactorily in 

African languages, but this applies to many. Of course 

these writers could leam to write in their languages. Here 

again, major problems and questions are raised: Are these 

languages standardized? What are the views of the 

politicians and the general public? Is there an audience? 

Will special printers be needed, and if so where are they 

going to be acquired? 
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Todd (1983) makes an interesting point. He relates a 

situation in Cameroon in which teachers found it extremely 

hard to teach the school syllabus in their first language. 

The teachers had a strong feeling that the whole process of 

Western education was intimately linked to Western 

languages. Although this proposition can easily be brushed 

aside and ridiculed, it still shows the intricacies of the 

question of language in education. 

It is true that many African scholars who were trained 

in European languages find it hard to work in their mother 

tongue. Some no longer speak their mother tongue. And 

today's life is organized in such a way that many people are 

deprived of the opportunity to go back to their village 

commiinities to live and work for extended periods of time. 

As Irele (1981) rightly points out, "the educated African 

completely at home in his traditional culture as well as in 

the European culture is a very rare bird indeed" (p. 49) . 

The question of language in African literature was 

started by Obiajunwa Wali in 1963, when he wrote an article 

in Transition entitled. The dead end of African literature? 
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[T]he whole uncritical acceptance of English and French 
as the inevitable medium of educated African writing, 
is misdirected, and has no chance of advancing African 
literature and culture. In other words, until these 
writers and their western midwives accept the fact that 
any true African literature must be written in African 
languages, they would be merely pursuing a dead end, 
which can only lead to sterility, uncreativity, and 
frustration (Wali, 1983, pp. 131-132). 

In the 1970s, the Union of Writers of the African 

Peoples looked at the question of African languages. The 

first two aims of the Union were: 

1. To encourage and promote the literature of Africa in 
all languages in use on the continent. 

2. To give especial encouragement to the literature of 
Africa in the indigenous languages and at the same time 
promote the adoption of a single language for the 
continent of Africa, as an instrument and symbol of the 
unity of African peoples everywhere. It must be 
understood that this language is intended to be a 
common means of expression and communication accessible 
to all, not a replacement of existing languages (quoted 
in Omotoso, 1996, p. 116). 

These were the first steps to get the Africans thinking 
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about the place of their languages in their societies. 

Chinua Achebe, one of Africa's greatest writers, points out 

that by writing, a novelist takes the role of the teacher, 

educating other people in the society. He says: "[T]he 

writer cannot expect to be excused from the task of re

education and regeneration that must be done" (Achebe, 1975, 

p. 12). Are colonial languages, known by a handful of 

Africans, appropriate for role of educating them? Africans 

who have gone through Western education are trained to read, 

think, argue, give an opinion and write in colonial 

languages. Ngugi wa Thiong'o (1986) writes of the colonial 

child: 

The language of an African child's formal education was 
foreign. The language of the books he read was 
foreign. The language of his conceptualization was 
foreign. Thought in him took the form of a foreign 
language (p. 17), 

Given this situation, what should be the language of 

African literature? Irele wonders: "Does the solution then 

consist in a pure and simple abandonment of the European 
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languages by our writers?" (p. 56) . Definitely, according 

to the answer coming from Ngugi wa Thiong'o (1986; 1993) , 

who proposes a complete severance with the colonial 

languages, replacing them with African languages. R\ahumbika 

(1992) also argues that only African languages are capable 

of developing our economic, cultural and political state. 

Only these languages can foster African regional, 

continental cooperation and unity. They are also the only 

languages, he goes on to argue, which will enable Africans 

to retain their identity in the contemporary international 

arena. 

Ngugi wa Thiong'o further remarks: 

The question is: we as African writers have always 
complained about the neo-colonial economic and 
political relationship to Euro-America. Right. But by 
our continuing to write in foreign languages, paying 
homage to them, are we not on the cultural level 
continuing to that neo-colonial slavish and cringing 
spirit? What is the difference between a politician 
and the writer who says Africa cannot do without 
European languages? (Ngugi, 1986, p. 26). 

In 1964, Chinua Achebe wrote: 

The real question is not whether Africans could write 
in English. But whether they ought to. Is it right 
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that a man should abandon his mother tongue for someone 
else's? It looks like a dreadful betrayal and produces 
a guilty feeling. But for me there is no other choice. 
I have been given this language and I intend to use it. 
I hope, though, there will always be men, like the late 
Chief Fagiinwa, who will choose to write in their native 
tongue cind insure that our ethnic literature will 
flourish side by side with the national ones. For 
those of us who opt for English, there is much work 
ahead and much excitement (Achebe, 1974, p. 102) . 

Since that statement, Chinua Achebe went on to publish 

several books in English. During the same time, African 

writers writing in English, French, Portuguese expanded 

their artistic production. In the 1980s, Chinua Achebe was 

asked about the African writer and the foreign tongue: "The 

choice of language for the African writer: is this a 

problem?" Achebe replies: 

No, no conflict whatever, because the language which 
is most in use by most people in Nigeria is English. 
It is the common language between the Ibos, the Efiks, 
the Hausa, the Yortiba, the Ibibio and about, at the 
last coxint at least, close to some hundred different 
languages with an entity which we are trying to call a 
single nation. I feel that I must speak to as many of 
them at the same time as possible. So it creates no 
conflict whatever, especially as I want to be able to 
speak to the Ngugi wa Thiong'os, the Taban lo Liyongs, 
the Nuruddin Farahs (Granqvist & Stotesbury, 1989, 
p. 69) . 
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Wole Soyinka is the first African to win the Nobel 

Prize for literature in 1986. He also writes in English. 

He, too, has opinions about the linguistic problem in 

Africa. On answering the question: "You have urged very 

strongly for the adoption of Kiswahili as a Pan-African 

language. Would you explain this?" Soyinka replies: 

Well, for me - I think this is true of most African 
writers, most Anglophone writers, not so much the 
Francophone ones, they went through this assimilation 
program, which we never did - for writers like me, 
there has always been a resentment, an underlying 
resentment, that I have to express myself and create in 
another language, especially a language that belongs to 
conquerors. I think that is true of anybody: I know 
the English for a long time resented Latin and French, 
so it is a very normal phenomenon. Now it is as a 
result of my recognition of my resentment, that's one. 
Two, the problem all Nigerians in particular and I 
think most nationalities in Africa have had to 
confront: the question, the political question, what is 
going to be the official language? Now, I know that in 
Nigeria if an attempt is made to impose any of the 
major languages there will be another Civil War; that's 
clear. I don't want another Civil War. It is my duty 
as a writer whose tool is language to think in terms of 
strategies for creating a national feeling, a national 
sense of belonging, while making sure that it is not 
yet another form of cultural colonization (Wilkinson, 
1992, pp. 94-95). 

It is in this context that Soyinka would like to 
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see Swahili as the language of African countries because 

according to him, "[I]t solves the problems of national 

language in countries like Nigeria where it is a volatile 

subject. It is also an act of political will, if we cannot 

have a union of African nations, we could at least have a 

language" (Wilkinson, 1992, p, 95). It's not only Soyinka 

who thinks that Swahili is a good candidate as a lingua 

franca in Africa. At conferences a number of African 

intellectuals have voiced their preference for Swahili to 

take this noble role. When this is mentioned, applause 

fills the conference halls, but the determination to act on 

the idea wanes "with the last sound of the applause. The 

realization of the immensity and complexity of the problems 

which would have to be overcome before its implementation 

killed it"(Okara, 1991, p. 15). 

Diop (1974) one of Africa's most celebrated historians 

also showed concern on the dormant state of African 

languages. Diop was also in favor of choosing "one of the 

major African tongues and promote it to the level of sole 

governmental and cultural language for the entire 
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continent"(p. 11). Who was to make such a choice? Diop 

explains: 'Ut]he choice of such language will have to be 

made by a competent interterritorial commission imbued with 

deep patriotic feeling foreswearing any hidden chauvinism" 

(p. 11). Diop goes on to point out: 

One might say that it makes no difference to a Wolof-
speaking African whether he adopts Zulu or English or 
Portuguese. This is just not so. An African educated 
in any African language other than his own is less 
alienated, culturally speaking, than he is when 
educated in a European language which takes the place 
of his mother tongue. Likewise, a Frenchman who got an 
Italian education would be much less alienated than if 
inculcated with Zulu or Arabic in place of French. 

Diop brings up an interesting question that needs to be 

proved by rigorous research. Is an African who is educated 

in an African language less alienated culturally than if the 

education was imparted in a European language? What the 

question concedes, however, is that alienation takes place 

regardless of the language used in education, be it a 

European language or a language of one's immediate 

neighbors, who might happen to be one's historical or 

present-day enemies in certain ways. There is absolutely 

nothing positive about being alienated. This is why, for 
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instance, in North. America and Europe, the so called 

minorities are fighting for the recognition of their 

languages and culture and the use of these languages and the 

inclusion of their culture in education (Wardhaugh, 1988; 

Skutnabb-Kangas, 1988; MacNamara, 1966; Crawford, 1992). 

All these are examples of communities which do not want to 

be dominated, linguistically speaking, and the languages 

whose domination they are fighting against are just a 

stone's throw, to use a hackneyed phrase, from their 

backyard. 

Diop (1974) goes on to warn that Africa should not opt 

for any of the colonizers's languages to make it the lingua 

franca for the continent because, "[1]inguistic unity based 

on a foreign language, however one may look at it, is 

cultural abortion" (p. 12). 

Variability of positions by African writers means that 

the question of language in African literature or education 

is hard to solve. The languages of Africa are many, a 

number of them have no orthographies. Whichever language 

Africa chooses for continental communication is bound to be 
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foreign to some groups. Africans are not one people. They 

just happen to find themselves occupying one mass of land, 

and having gone through the colonization process by the same 

colonizers. 

Language and Unity 

Is the choice of one language to be used across the 

continent the solution? As discussed earlier, there are 

many issues that need to be considered, depending on the 

language. If for example, Swahili is chosen it is necessary 

to consider: the attitude of the people in each African 

country, and which dialect of Swahili to use: Tanzanian, 

Mombasa dialect, Ugandan or Zairean. Another issue 

concerns the supply of teachers: are Tanzanians or East 

African teachers going to go to other African countries to 

teach the Icinguage or are teachers from other countries 

going to flock to East Africa to leam Swahili? 

Other issues that are raised include: is unity the 

only reason for promoting a single language for the 

continent? Does Africa really need a single unifying 
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language? It seems, at least presently, that it does not 

because the need for such a language has not yet been 

created. What would be the advantage of having only one 

language? Language does not guarantee xmity, as the cases 

of Rwanda and Burundi have demonstrated. In these two 

countries, the ethnic groups in each of them, Hutus, Tutsis 

and.others are united by one common language, Kinywarwanda 

in Rwanda and Rtmdi in Burundi. But violent conflicts and 

mistrust have always existed between the two main ethnic 

groups in these countries. In recent years the world has 

witnessed the most repulsive bloodbaths in the history of 

the African continent( Melady, 1974; African Rights, 1994; 

Lamarchand, 1994; Pr\inier, 1995) . Nigeria was engulfed in 

the Biafran war from 1967-1970, which was largely brought 

about by ethnic tension after the Prime Minister, Abubakar 

Tafawa Balewa, a Hausa, was murdered following a coup led 

by Ibos from eastern Nigeria. Somalia provides another 

glaring example. The people of Somalia are united by 

Somali, which was forcefully promoted by their fugitive 

President, Siad Barre. Factional fighting and lynchings 
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are the order of the day. The conflicts within the country 

have disastrously affected the economy. Even the United 

States, with its military potency and worldwide political 

and diplomatic influence could not succeed in restoring 

order and peace in Somalia in their mission of 1992. The 

Organization of African Unity also failed to restore calm 

and peace in the country. Somalia went its own way. People 

continued to be killed for political motives or for no 

motive at all. Tension still continues and no solution 

seems to be in sight in the near future. 

Perhaps Africa needs one unifying African language if 

that effort is directed towards bringing peace and harmony, 

understanding, tolerance and respect among the various 

nationalities on the continent. This would be the starting 

point for real development in Africa. What Africa lacks and 

hungers for now is genuine peace. Will it be brought by the 

mere adoption of a unifying African language? A lot more 

than a unifying language is needed. Therefore, calling for 

only one African language on the continent seems to be 

unnecessary or premature. The real necessity for one local 
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continental language simply does not seem to exist. As 

Okara (1991) says, by using colonial languages African 

countries might have been spared language related conflicts 

as is now happening in Sri Lanka. In 1956 the Sri Lankan 

government enacted a legislation which made Sinhalese the 

only official language in the country much to the resentment 

of Tamils who also wanted their language to have an official 

status. 

Djite (1992) poses the following question: "Why should 

Africans adopt and promote French when they could develop 

and put into place Icinguages of their own that would match 

their realities?" The reasons given earlier should be able 

to satisfy this question. Africa has multiple realities, 

and using and promoting European languages is one of these 

realities. Mazrui (1974:89) remarks that "[a] renunciation 

of the European imperial languages by African countries 

would be a retrograde step." European Icinguages have an 

important role to play in the life of Africans, the basic 

one being communication between the various ethnic groups. 

As Omodiaogbe (1992) says: "Because of English, the Hausa 
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speaker can cotnmunicate with his or her Yoruba compatriot, 

the Edo with Ibo, the Tiv with the Fulani" (p. 21) . Mazrui 

(1974) calls for "a systematic taming of the European 

languages to suit local conditions. This would be an 

exercise in linguistic 'domestication'...." But he goes on 

to suggest: "a few African languages could be expanded and 

developed to the maximum levels feasible without necessarily 

renouncing the linguistic heritage of Western imperialism" 

(p. 89). The main problem in the second part of Mazrui's 

proposition are the words *a few African languages'. Which 

ones, and why these ones? Another question is that of 

priority. There are a number of people who think that 

language questions can wait. A Kenyan citizen puts it this 

way: 

Our people do not eat language, they eat food. Our 
people do not wear language, they wear clothes. A 
people with no food, water and shelter will not live to 
speak ... national language. We in Kenya are not in 
danger today of misunderstanding each other because of 
language. Language is not our priority. Our priority 
is independent economic growth and the equitable 
distribution of the wealth that accrues from that 
growth (Quoted in Westley, 1987, p. 17). 
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Part Four: Other Issues 

3.8 Language Policy and Economic Growth 

Does economic growth need a language? Any language or 

a specific language? At an individual level many Africans 

have come to realize that in order to advance educationally, 

professionally, and economically they need, primarily: 

Portuguese, English, and French among other European 

languages. Collectively, do we need a language for economic 

growth? Of course we do, but the experience seems to be in 

favor of the afore-mentioned languages. Does this 

preference for European languages mean that African 

languages are not capable of playing the same role, and 

eventually bringing about economic growth? Certainly not, 

but countries such as Tanzania, Somalia and Ethiopia, to 

cite only three, which have adopted indigenous languages as 

national and official languages are among the poorest, 

economically speaking. Their poverty might not have been 

brought about by their adopting an African language, but 

their situation should provide arguments against those who 

say that adopting an African language will accelerate 
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development. A cjuestion can also be raised about those 

countries which have adopted European languages: is their 

economic situation better? Looking at many examples in 

Africa, the economic situation in many countries is 

lamentable. So what role does language really play in 

advancing a country economically? Is England developed 

because the country has one language? Is France developed 

because it has fewer languages them most countries in 

Africa? 

If Africa wants a single language, who will pay for the 

promotion, and spread of such an enterprise? For various 

reasons, a number of African countries are behind in the 

payments of their dues to the Organization of African Unity. 

When conflicts occur within and between member countries, 

the OAU has sometimes been iinable to provide economic 

assistance to diffuse the situation. Adding more burdens to 

the organization without seriousness of purpose and 

determination would merely create more problems and 

frustrations. Having said all that, what is the solution? 

Should Africans resign and fold their arms in despair? 
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There is no textbook answer to linguistic problems. Each 

country has its own personality, and solutions will come 

based on that personality. 

3.9 Religion 

Sembene (1992) in his film Guelwaar, shows that Africa 

is not only divided along linguistic lines. Religion is 

another strong dividing force on the continent. In Nigeria 

religious riots erupted in the northern town of Maiduguri in 

1982, leaving 452 people dead and rendered 5,000 others 

homeless. There were also religious riots in Kaduna State 

[the Kaduna riots of 1982], Gongola state [the Jimeta riots 

of 1984] and Bauchi State [the Gombe riots of 1985] 

(Williams & Falola, 1995) . In Sudan southerners, led by 

John Garang, the majority of whom profess religions other 

than Islam are fighting one of the longest wars in Africa 

against the north, which is mainly Muslim. 

Because of the many problems facing Africa, and with 

fewer resources, the development of African languages is not 

a priority. And as years pass, most African languages 
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become less and less relevant in the lives of those who have 

political and economic power. This is not because, as 

Mazrui (1974) notes, there is something inherently wrong 

with African languages. African languages are not incapable 

of coping with abstract thought, but: 

By being left behind scientifically, African languages 
. gradually became incapable either of coping with or of 
stimulating new areas of reflection and analysis. It 
was not the African mind that was defective; it was to 
some extent African languages (p. 87). 

3 .10 Language and Culture 

It is maintained by some scholars that Africa needs to 

be culturally independent or autonomous (Ngugi, 1986; 1993; 

Ruhumbika, 1992; Laitin, 1992). Language is cited as the 

main aspect of cultural autonomy. Looking at the situation 

the world is in today, can any country say, with pride, that 

it is, or is about to become culturally autonomous? The 

French are fighting a possible loosing battle because of the 

invasion of English words in their language known as 

franglais (The Economist, May 11-19, 1996). English has 

many foreign words, so has Spanish, Italian and Portuguese. 
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So have African and msiny languages in Asia. What is 

cultural autonomy? Is it necessarily brought about by 

one's language? I would like to think that to try to be 

culturally autonomous is tantamount to self-destruction. 

Every culture needs to open itself up for it to progress. 

Africa, though, because of the colonial experience lacks the 

power to impact its culture on the world. This situation 

will not be remedied by becoming culturally autonomous. The 

first requirement for Africa to impact the world is to have 

economic muscle. How that should happen is beyond the 

present academic exercise. At Northern Arizona University 

in Flagstaff, I attended a talk by an African scholar who 

was disillusioned by the economic state of Africa. In order 

for Africa to develop, she suggested, the continent should 

sever all ties with the outside world, especially the 

capitalist world. This is easier said than done. At what 

price will Africa indulge in such a luxury? Africa needs 

other countries as much as other countries need Africa. 

Paulston (1994) makes an interesting point when she says 

that there is no isomorphic relationship between language 
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and culture. One language can carry many other cultures. 

For instance, Spanish carries many other cultures besides 

Chicano. 

Part Five: Language Obsolescence 

3.11 Language Obsolescence in Africa 

Because Africa has multiple languages, and the 

resources to have most of these languages become operational 

are meager at best, some of the languages have no recourse 

but to die, and many are succumbing, some quickly, others 

painfully and slowly. Tanzania prides itself on having an 

African language as an official language. This is an 

admirable achievement. But Swahili, the official language, 

is asphyxiating many other Tanzcinian languages which number 

about 120 (Rubagumya, 1986). 

To date there is no effort by the Tanzania Government 

to study and utilize any of the languages in the cotintry 

(Rubagumya, 1991; Batibo, 1992), all this in the name of 

national unity. Most Tanzanians seem to be content that 

they have a unifying language, and therefore nothing should 



143 

be done about the rest of the languages in the country. In 

his article, The fate of ethnic languag-es in Tanzania, 

Batibo (1992), illustrates how these languages are 

disappearing. In other African countries the situation is 

not quite the same as obtained in Tanzania, but it is as 

lamentable. Diramendaal (1989) reports the death of some 

languages in Eastern Africa. The chart below, shows the 

number of African languages which have disappeared or are on 

the verge of disappearance. This is only an estimation. 

The situation could be much worse. More rigorous research 

is needed to fully know about the obsolescence of African 

languages. 
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Table 3.1 

Niunber o£ African Languages Which are Extinct or in the 
Process of Extinction According to Nations 

Coiintry 
Extinct 

Extinct or in a 
process of 
extinction 

In a process o£ 
extinction 

Angola 1 1 

Benin 1 

Botswana 1 1 1 

Burkina Faso 1 

Cameroon 2 2 2 

Chad 1 2 

Congo 1 

Egypt 1 

Ethiopia 6 1 3 

Gabon 1 1 

Ghana 1 1 

Cote d'lvoire 1 2 

Kenya 8 5 

Lesotho (see also 
Southern Africa) 

1 

Mali 1 

Mauritania 1 

Mozambique (See also 
Southern Africa) 

1 1 

Namibia 
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Niger 1 

Nigeria 10 4 13 

Senegal 1 

Sierra Leone 1 2 

S ou th/S ou them 
Africa 

4 48 

Sudan 3 3 3 

Swaziland (see also 
Southern Africa) 

1 

Tanzania 5 1 5 

Togo 1 

Uganda 2 1 2 

Zaire 4 2 

Total 54 67 49 

Source: Brenzinger, Heine & Sotnmer, (1991:29) 

Summary 

It is not by accident that South Africa and Namibia 

have chosen English as their official languages. Both 

countries have had ample time to ponder, and leam from the 

experiences of other countries. Both countries know the 

importance of African languages. Both countries have had 

very well informed discussions about language issues, as is 



146 

evident from language policy documents they both produced 

even before achieving their political victory. 

African leaders and the African pxiblic know very well 

that African languages are important. The problem is in 

giving these languages a role to play in education. Many 

African countries have found it difficult to implement an 

educational policy which calls for the use of the mother 

tongue. Heine (1992) points out quite rightly that many 

countries of Africa are faced with a situation whereby 

dozens or hundreds of languages are competing for status. 

He proposes that Africa should leam from the example of 

Guinea Conakry, which has approximately twenty local 

languages, eight of which have been developed into both de 

jure and de facto official languages. "Guinea's bilingual 

policy would seem to offer a model for many African states. 

It eliminates many of the problems characteristic of these 

states ..." (Heine, 1992, p. 32). 

This model has its problems. In a country with 20 

languages, the fact that only eight are chosen for education 

and national or regional business is an act of injustice 
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indeed. How about the rest of the languages? This creates 

friction even when this is not presently overtly expressed 

by the people. The tension might be lying dormant waiting 

for the appropriate opportunity to explode with devastating 

consequences. The situation of Guinea Conakry did not last. 

Myers-Scotton (1990), quoting Weinstein, points out: 

Results from the use of African or other national 
languages in Senegal, Guinea and Madagascar have not 
been promising. Guinea suddenly switched back to 
French from African languages in 1984, and Madagascar 
which proclaimed a type of cultural revolution 10 years 
ago is now increasing the study of French in schools 
(p. 31) . 

Sometimes when leaders die, or in some cases are 

deposed as often happens in Africa, their plans, however 

good, evaporate. President Sekou Toure of Guinea avidly 

implemented the use of local languages in education in his 

country. His people followed and treasured his ideas and 

beliefs. Upon his death in 1984, the country went back to 

using French as the medium of instruction at all levels of 

education (Confemen, 1985, cited in Ngabaye, 1994). The new 

leaders thought African languages were not playing the role 

they were required to play very well. Sekou Toure's 
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efforts might not have been wasted, but the confusion 

brought by the sudden change most likely affected many 

students negatively, especially those living in rural areas, 

where the presence of French is negligible. The attitude 

and confidence of the Guinean people towards their local 

languages must also have taken a somersault. 

So, even those countries which were committed to using 

African languages are now reverting to European languages. 

Such countries are now in a position to advise others who 

want to try such policies. Elugbe (1994) suggests that in 

order for Africa to innovate in the area of language 

development three important factors must be met: interest, 

finance and expertise. To these three one other important 

element needs to be added, and that is: agreement or 

acceptability. Without agreeing as to which language or 

languages to choose and develop, auad how to develop them 

little can be achieved. As Djite and Monro (1991) rightly 

suggest: 

a language, no matter how ^perfect', ^useful', or 
'strategic', has to stand the test of acceptability on 
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the part of the majority before it can become a genuine 
medium of communication. The presuppositions, 
prejudices, fears, or expectations of the people partly 
hold a key to why they make language choices that they 
make (p. 84). 

As pointed out earlier, every African nation has many 

realities. The rural areas have different realities than 

urban areas; different ethnic groups have disparate 

realities. To impose an African language on a group of 

people who do not know that language is far from 

representing reality. It does not matter whether or not the 

percentage of speakers of the language in question is above 

75 or 80 percent. For those who do not belong to the ethnic 

group whose language was chosen, that language remains as 

foreign as French, English, or Italian. Again, it does not 

matter whether the people speak the chosen language as the 

second language or not. Still it is not their language. 

Kashoki (1978) reports a case in which school children were 

taught in a language which was not their mother tongue and 

were allegedly failing as a result. A press report said: 

The recommendations are expected to solve a row between 
Tonga and Lozi parents in Livingstone over the use of 
Lozi as a medium of instruction at lower primary 
schools in the area. Tonga-speaking parents have 
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coii5)lained their children were failing exams because 
they were being taught in a foreign language. But 
Lozi-speaking people insist their language should 
continue to be taught as most people in the district 
spesdc it (p. 10) . 

Ironically, at this time the nation's political motto 

was; One Zambia One Nation. Ethnic conflicts such as the 

one above expose deadly cracks in the motto. Africans from 

different ethnic groups were luit^ed together by the colonial 

experience *. 

Colonialism put together people who would otherwise 
have been separate. It also separated people who would 
otherwise have been together. The result has been 
confusion, and sometimes conflict, even civil wars, 
interstate wars, superpowers intervening (Mazrui, 
1986, Video recording. The Africans).. 

Belonging to one nation does not, in reality, mecui that 

the people are one, united, or that any one language, even 

one spoken by a large section of the population, can be 

earmarked for everybody. In Nigeria, where Hausa, Igbo and 

Yoruba have been designated national languages, still there 

are minorities who are not happy about the situation. The 

Ogoni people, a minority numbering 500,000, in their Bill of 

Rights of December 1991, lament that "the Ogoni languages 

... are undeveloped and are aJbout to disappear, whereas 



other Nigericui languages are being forced on us" 

(Brenzinger, 1993, p. 4). In a language development effort, 

this kind of dissension should not be allowed to exist. 

Every language, every culture, however small, in whatever 

sense, has an inalienable right to exist and peacefully 

enjoy that existence. 

In the light of what has been said, should Africans 

abandon whatever efforts are being done in terms of 

developing African languages, and using them in education? 

The answer, most definitely, is no. These efforts have to 

continue, but probably the approach and focus have to 

change. The approach has to be inclusive. No language 

should be allowed to die or swept under the carpet because 

it has fewer speakers. 

Africa has to create conditions in order to fully 

implement its language policies. Africa can do better if 

there is political stability. Africa can do better if some 

governments stop siphoning off African wealth and stacking 

it in Europe, America, Australia or New Zealand (Ayittey, 

1992); Africa can do better if bloodshed stop. And Africa 
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can certainly do better if the various ethnic groups in each 

nation respect each other, and live harmoniously. The 

African continent needs to emerge in the twenty-first 

century with a new image, and new ideas. Some new theories 

of language planning and education need to be tested. The 

position South Africa and Namibia have taken concerning 

language policy shows that they are moving in the right 

direction. Is it possible to have a pair of shoes made in 

Italy and still be African? Is it possible to have a Seiko 

watch and still be African? Is it possible to have a Sony 

TV, a Panasonic radio, a Land Rover, a GMC truck, and a 

bicycle made in China and still be African? What influence 

do these possessions have on our minds? What influence do 

foreign religions have on Africans? 

From the discussion above, it is evident that the 

question of which language to use for education or 

literature, or as official language is not an easy one to 

answer in a satisfactorily concrete manner. This question 

raises several others; economic, scientific, political, 

social, educational, cultural, and religious. It seems that 
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before anything is done in the way of advancing some 

concrete suggestions, all the above mentioned aspects need 

to be taken into account seriously. 

After presenting the backgroxind to the present study by 

providing theoretical underpinnings (Chapter II) , and 

describing the language scenario in Africa, the next chapter 

deals with the language and education situation in 

Mozambique. 
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CHAPTER IV 

PART ONE 

LANGUAGE AND EDUCATION IN COLONIAL MOZAMBIQUE 

4.1 Introduction 

Mozambique is located on the south eastern comer of 

Africa. It covers an area of 799,380 square kilometers. It 

shares its borders with Tanzania on the north, with Malawi 

and Zambia on the north-west; it is bounded by Zimbabwe on 

the west and on the south by South Africa and Swaziland, and 

on the eastern side is the Indian Ocean. The population of 

Mozambique is now estimated at 16 million people. The 

country became politically independent on June 25, 1975 from 

almost 5 centuries of primitive exploitation by Portugal. 

4.2 Mozambique and its People 

Mozambique as we know it today did not exist before the 

coming of the Arsibs or the Portuguese to this part of 

Africa. The local people organized their life around their 

ethnic groups. Yaos, Makondes, Makuas, Senas, Shanganas, 

Nyungwes and others, lived as separate nationalities with 

their own unique way of organizing their life. Of course 



156 

these different people interacted and traded with each 

other. The Mwenemutapa kingdom, one of the greatest 

kingdoms in Southern Africa is an illustrative example of 

how different ethnic groups in central and southern Africa 

organized themselves politically, economically and socially. 

The Administrative Division of Mozambique 

Mozambique is divided into 10 provinces. Maputo city, 

the capital of Mozambique, however, is sometimes considered 

a separate administrative entity. The 1980 population 

census, the latest, gives the following figures: 

Table 4.1.1 

Population by Province 

Province Area (1,000 Population Density 
square miles) (1,000s) (People per square 

mile) 

Niassa 50 514 11 

Cabo Delgado 32 940 31 

Natrpula 31 2,402 79 

Zambezia 40 2,500 64 

Tete 39 831 22 
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Manica 24 641 28 

Sofala 26 1, 065 42 

Inhambane 26 997 39 

Gaza 29 990 35 

Maputo Province 10 491 51 

Maputo City 0.2 755 3,380 

Total 309 12,130 41 

(Quoted in Hanlon, 1984, p. 275) 

4.3 The Arrival of Foreigners 

The Arabs 

The first foreigners to visit the area now called 

Mozambique were Arabs. By the middle of the fifteenth 

century they had already "established a string of permanent 

commercial and religious sultanates along the Mozambican 

coast between the islands of Angoche and Mozambique in the 

far north and Sofala in the south" (Isaacman and Isaacman, 

1983:13) . They traded with the local people in gold, 

precious stones, and ivory, and were later involved in the 

slave trade. 
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The Portuguese 

After the Arabs came the Portuguese. The contact 

between Mozambique and Portugal was initiated by Vasco da 

Gama who, in 1498, landed at the coastal port of Quelimane, 

and established a fort there. Vasco da Gama was on a 

commercial mission to India. Soon the Portuguese fought 

against the Arabs over trade and territorial control. By 

the first quarter of the sixteenth century, the Portuguese 

had occupied important trading posts including Sofala. 

After the scramble for Africa was finalized at the 

Berlin conference (1884-1885) , Portugal became, to her 

Western counterparts, the official political administrator 

of Mozambique. At this point the Portuguese were given all 

the blessings from other European countries participating in 

colonization to continue to exploit Mozambique and its 

people for the benefit of not only Portugal, but also Europe 

and other nations with which the country traded. 

At this historical moment, European countries were in 

dire need of raw materials for their industries. They also 

needed markets for their finished products. Africa was 
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targeted as one of the in^ortant continents to supply raw 

materials, and also as consumer of some of the finished 

products Europe manufactured. To the eyes of her European 

partners, such as Belgium, Britain, France and Germany, 

however, Portugal was poor and backward. Portugal's economy 

was still pre-industrial and depended heavily on Britain. 

Portugal was "the odd man out" (Munslow, 1983:4). The 

economically weak position of Portugal was later to have a 

crippling effect on Mozambique, especially on the Africans. 

The grip on the Africans had to be fully tightened so that 

Portugal could strengthen her feeble economic position. 

As Penvenne (1995:3) points out, African labor was "the 

colony's principal resource, the key to Portugal's ability 

to realize wealth from her holdings." As we will see later, 

the Portuguese used inhuman means in the process of tirying 

to realize their vicious lust for wealth and power. 

By the World Bank's reckoning, Mozambique is one of the 

poorest countries in the world, with a per capita GDP of 

approximately US$80 (Dzvimbo, Plank, Torres & Verhine, 

1992). But as Hanlon (1984:22) rightly puts it, Mozambique 
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is presently poor not because it lacks natural resources. 

The most iir^jortant reason is that Portugal actively 

underdeveloped it. This argument is consistent with that of 

Harris (1972). Rodney (1974) also clearly and forcefully 

demonstrates in his classic book, How Europe Underdeveloped 

Africa, how the continent was preyed on by Europe. 

The Portuguese who emigrated to Mozambique were mostly 

uneducated peasants. Many Portuguese living in Mozambique's 

capital city were illiterate (Mandelbaum, 1989). The fact 

that these Portuguese had little education meant that they 

could not manage and run services competently. Finnegan 

(1992:29) quotes Isaacman & Isaacman (1983) who point out 

that a census taken in 1955 showed that only one-third of 

the Portuguese in Mozambique could read and write. 

However, Finnegan goes on to write, **racial discrimination 

guaranteed them a level of security and comfort that few had 

known in Europe." As Ingwane remembers (Sithole, 1977:185), 

the Portuguese wanted "to be treated like someone who was 

always up there, who made no mistake, who was to be obeyed 

at all times and in all places, who was like a god in every 
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respect except that he was only a visible god when other 

gods are invisible." 

Mozainbican people were very much aware that a good 

number of the Portuguese settlers were not only uneducated, 

but economically poor and demonstrated moral conduct 

inconsistent with what the Portuguese considered themselves 

to be, that is, "civilized." Ingwane explains more: 

Whether or not a Portuguese was isiphukuphuku - idiot 
or fool - a drunkard, a prostitute, a thief, a liar, a 
loafer or devil, every black person was expected, and 
even forced to treat him like someone far superior to 
himself. The black man was always expected to 
respect every Portuguese idiot, every Portuguese 
drunkard, every Portuguese prostitute, every Portuguese 
thief, every Portuguese liar, every Portuguese loafer, 
every Portuguese devil as someone far superior to 
himself. 

The Portuguese who came to the colonies had their 

lifestyles completely changed. They enjoyed a more 

prosperous life in the colonies by accumulating wealth. The 

late President of Mozambique, Samora Machel, remembers: 

The garages, workshops and civil engineering were 
concentrated in the settler's hands. The qualified 
mechanic was a settler; the recognized metalworker was 
a settler; the foreman was a settler. The settler who 
came to our country as an apprentice became an expert. 
The settler who arrived as a peasant became a farmer, a 
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landowner, a plantation owner. A settler who arrived 
unknown and ignorant was rapidly surroxinded with 
wealth, assistcints and runners. (Munslow, 1985, p. 89). 

Francisco Jose Tenreiro a poet from Sao Tome e 

Principe, also a Portuguese colony, makes a similar point in 

his poem, Romance de Seu Silva Costa (The Ballad of Mista 

Silva Costa) 

"Seu Silva Costa 
chegou na ilha ..." 
Seu Silva Costa 
Chegou na ilha-. 
calcinha no fiozinho 
dois moeda de ilusao 
e vontade de voltar. 
Seu Silva Costa 
chegou na ilha: 
fez comercio di alcool 
fez comercio di homem 
fez comercio di terra. 
Ui! 
Seu Silva Costa 
virou branco grande: 
su calQa nao e fiozinho 
e sus moeda nao tem mais ilusao!... 

ie 1e it ie-k "k ie 

Mista Silva Costa 
arrived on the island..." 

Mista Silva Costa 
arrived on the island: 
tattered clothes 
two bits of illusion 



163 

and a desire to return home. 
Mista Silva Costa 
arrived on the island: 
he sold beer 
he sold people 
he bought and sold land 

Incredible! 
Mista Silva Costa 
now a big white man 
his pants no longer threadbare 
and his money no more 
an illusion!... 

(In Bumess, 1989, p. 5; Author Translation) 

The Portuguese considered themselves civilized and 

Africans uncivilized. One of the objectives of their coming 

to Africa was, they always chanted, to "civilize" the 

Africans. One wonders, were the boastful Portuguese really 

civilized themselves? What did other people think of them? 

Bell (1915:12) reports: 

The Portuguese do not know how to treat foreigners.... 
[They] have an almost morbid desire to stand well in 
the eyes of a stranger, to appear civilized and bien 
elevSs. 

Most of the Portuguese who came to Mozambique were 

degredados (criminals). As Herrick (1967) points out the 

population of then capital city, Lourenpo Marques, was made 
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up of: 

thieves, murderers and general misfits, illiterates and 
semi-illiterate farmers who occupied the towns and 
began to increase their presence in the interior. The 
interior or rural area was occupied by illiterate 
farmers from Portugal who were unemployed in Portugal 
but accepted a Government offer to start a new life in 
a new territoiry (p. 23) . 

Tired of being pushed around by the Portuguese, 

Mozambican people rose to demand their human rights and 

self-determination. On May 25, 1964 FRELIMO {Frente de 

Lihertagao de Mozambique -Mozambique Liberation Front) 

issued an appeal upon the proclamation of the War of 

Independence: 

Portuguese, 
The first Congress of the Mozambique Liberation Front 
was clear about our position concerning you. Frelimo 
will not take responsibility for the loss of human 
lives and material damage caused by the obstinacy of 
your government. We want to destroy completely the 
system of oppression and exploitation of our people. 

Portuguese, 
Our people realize that a peaceful means of getting 
independence is impossible. The Salazar government 
does not give us no other option but for an armed 
struggle. And we have decided to fight until the end 
because independence and liberty are of supreme value 
and no people of any worth can renounce this. During 
your own history, at the times when your country was 
under foreign domination, you too were possessed with a 
feeling of liberty and thus were able to drive your 
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oppressors. So you must also understand our longing 
for liberty cind realize that it is inevitable. 

Now, when an armed struggle is about to be 
launched against the Portuguese regime in Mozambique, 
it is in^ortant that the Portuguese people in the 
coxxntry define their position. Our struggle is not 
against the Portuguese people but against the system of 
colonial oppression. And so the Portuguese people who 
refuse to take up arms against our people will not 
suffer. The Portuguese soldiers who lay down their 
arms and refuse to participate in this colonial war 
will be welcome among our militants. 

This is FRELIMO's position. 

Portuguese, 
The democratic principles, which in the past 

inspired the Portuguese people are now contravened by 
the fascist government, impose on you a clear position 
against a colonialist policy that for centuries has 
denied our people their basic rights. 

FRELIMO hopes that your position will be in 
agreement with the aspirations of the Mozambican 
people. 

Down with colonialism! 
Long Live Mozambique! 
(In Bragan(?a & Wallerstein 1982, v.3, pp. 155-156) 

As expected, the Portuguese did not take heed of the 

appeal. Four months later, on September 25, 1964 the War of 

Liberation started in Chai, in the northern province of Cabo 

Delgado. The Portuguese thought the war would last a day or 

two. It took a whole decade. When the Portuguese were 

weakened physically, emotionally, psychologically, and 
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economically they conceded defeat, bringing the much awaited 

independence to the country whose resources and its people 

had been plundered for five centuries. 

4.4 Education in rnlonial Mozambique 

In colonial Mozambique, education was, logically, in 

the . hands of the Portuguese. Mozambicans, most of whom 

were living in the villages, were not involved. Going to 

school in colonial Mozambique and getting a good education 

was a privilege reserved only for the Portuguese, and a 

small clique of assimilados, Mozambicans classified as 

assimilated by the Portuguese. 

Assimilation Policy 

Assimilados, in the eyes of the Portuguese, were 

special Africans. These, because of social and political 

circumstances of the time, pretended they had renounced 

their Mozambican identity and embraced Portuguese culture 

and ways of life. Assimilados were Mozambicans with '^Black 

Skin, White Masks" (Fanon, 1967). They were playing a role 

in order to live a better life, a more humane, normal life. 
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These Africans knew that their assimilation status was only 

an outward mask. They did not allow their status to invade 

and destroy their mindset. Honwana (1988) is right in 

saying: "People wanted to become assimilados so that they 

wouldn't take part in the forced labor system - that is, the 

'military service' for Africans. They didn't want to be 

deprived of at least the very minimum rights of citizenship" 

(p. 15). Wheeler (1979) quotes Assis Junior, an assimilado, 

who says that assimilados were individuals '^caught between 

two fires" - meaning the African fire and the Portuguese 

fire. The assimilados were in fact caught between one fire 

and one bucket of water. Whenever the opportunity permitted 

the assimilados protested against the Portuguese's 

maltreatment of themselves and their kinsfolk, the non-

assimilated. The assimilado's protest was intellectual at 

the beginning. In Angola protests in the form of poems 

appeared in some publications (Bastide, 1972) and books such 

as Voz D'Angola Clamando No Deserto (The Voice of Angola 

Crying in the Wilderness) (Wheeler, 1972) . In Mozambique O 

Brado Africano was an important mouthpiece for the 
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Mozambican people (Pevenne, 1995). Later on, the 

assimilados mobilized and politicized the rest of the 

African people, and their collective protest became 

intellectual in the military sense. 

Not all Africans could become assimilado. The 

Portuguese established strict regulations for one to attain 

this bogus status. Harris (1958) reports that at the time 

of the 1950 population census assimilation was governed by 

the Diploma Legislativo No. 36 of November 12. • Azevedo 

(1978/79) quotes the official census book of 1958 in which 

the Portuguese define civilized people: 

A civilized population is the number of whites, yellow 
and mixed-blood individuals and also those of the negro race 
that satisfy the following conditions: 

1. speak Portuguese 

2. do not practice ways - and customs proper to the 
natives; and 

3. have a profession, are engaged in commerce and 
industry, or own property for their living. 

Those who do not satisfy these conditions are 
uncivilized (p. 9). 

The conditions enumerated above were in fact similar in 

many ways with the ones being applied on the Africans by 
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other colonizers. For example, in Southern Rhodesia, now 

Zimbabwe, the educated African was defined as: 

One who lives in a brick house, not a hut; habitually 
goes to work; wears European clothes, using a pair of 
handkerchiefs; goes to church regularly and has severed 
connections with cincestral spirits and beliefs; his 
wife carried her baby in a pram, educates them and 
generally raises them along European lines; speaks and 
writes English fluently; commands an annual income of 
not less than one hundred pounds sterling; generally 
uses the wheel for his transport (either a car, at 
least a bicycle); and can be recommended by two 
Europeans who know him well as having abandoned native 
habits of living (Zimbabwe News, ZANU, Vol. 10, No.2, 
March-April, 1978, p.6 - Quoted in Mawema, 1981, 
pp. 184-185). 

To be an assimilado or an educated African was to try 

to forget or discard one's identity, and to believe the 

unbelievable, that European customs and values were the only 

appropriate and valid cultural practices. What did being cin 

assimilado really mean to the Mozambican individual? 

Ingwane, a FRELIMO militant, captures the essence of living 

as an assimilado when Sithole (.1977) interviews him: 

"What exactly did it mean to be an assimilado?" I 

questioned him closely. 

*^It was renouncing that you were a black man." 
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"What did that mean since you could never change the 

color of your skin?" 

'^It meant that you would cease to follow African 

customs." 

"For example?" 

"No isitembo - polygamy." 

"Anything else?" 

"No native beer." 

"Anything else?" 

"No bare feet." 

"Anything else?" 

"No mixing socially with non-assimiladoes." 

"Anything else?" 

"No staying in the villages." 

"Anything else?" 

"There were other things we were not allowed to do." 

"What were the advantages of being an assimilado?" I 

questioned him. 

"There were many advantages." 

"For example?" 

"One could get a government job." 

"Anything else?" 

"Some respect from the blasted Portuguese." 

"Anything else?" 

"It was easier for one to send one's children to a 

secondary school." 

"Are you saying non-assimiladoes were not allowed to 
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send their children to such schools?" 

"No. This was only the privilege of the assimiladoes 

and their children." 

"Anything else?" 

"The wife of an assimilado also becomes an assimilado." 

"Did Joana become one?" 

"Yes." 

"And Paulino?" 

"Yes. That was why I was able to send him to a 

secondary school." 

"I see." 

"If I had not become an assimilado Paulino would not 

have matriculated as he has done." 

"I see. So one had to become an assimilado even for 

the sake of one's offspring?" 

"Yes. There was no other way. That was the only way, 

Baba Sithole." 

"And what did that mean to you as soon as you became an 

assimilado?" 

"On the 21st June, I got a job with the Air Force." 

"As a what?" 

"As a waiter." 

(pp. 127-128) 

The endurance of Mozambican culture and language is 

clearly seen in the affirmative resistance by the majority 

of Mozambicans to even wear the mask of assimilado. The 
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evidence of this resistance is found in the statistical data 

showing how numerically insignificant a population the 

assimilados were. 

In 1950, out of a population of over 6 million 

Mozambicans, only 4,555 had the status of assimilado 

(Mondlane, 1969, p. 50) . By 1961, only 1 percent of 

Mozambicans had been legally assimilated (Marshall, 1985, 

p. 158) . The situation was the same in the other Portuguese 

colonies. For instance, Guinea-Bissau's the population 

census of 1950 indicates that out of a total population of 

517,290, there were only 8,320 people classified as 

civilized. Of these, 2,263 were whites, 4,568 people were 

of mixed race and 1,478 were black, representing 0.3% of the 

black population (Directorate-General of Statistics in 

Bissau, quoted in Lopes 1987, p. 27) . An Angolan dock 

worker exclaims: "How can I be Portuguese when I am black?" 

He is quick to answer: "Making me a Portuguese citizen 

changes nothing except I can be tried in a white man's 

court" (Portugal and the Press, 1973, p. 125) . For an 

African to be tried in a white man's court meant that he or 
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she would always be found guilty even if he or she did not 

cotranit the crime. Africans had little financial and 

educational resources to be able to defend themselves in the 

court of law which favored whites. 

The Africans who were not assimilados were classified 

by the Portuguese as indlgenas. The 1954 version of the 

Indigenato stated in the Estatuto Indlgena das Provxncias de 

Guine, Angola, e Mogajnbicjue: "Individuals of the Negro race 

or their descendants who were bom or habitually reside in 

the said Province and who do not yet possess the learning 

and the social and individual habits presupposed for the 

public and private law of the Portuguese citizens are 

considered to be Indlgenas" (Harris, 1958 p. 158, quoted in 

Duffy 1962) . Although the Portuguese saw indlgenas as cheap 

labor to be exploited, an independent Mozambique must view 

them as a symbol of strength. 

The Portuguese established strict laws to control the 

indlgenas, who had to carry the much hated passbook. Their 

freedom of movement was limited; they had to do menial jobs; 

their schools were separate; they were exposed to arbitrary 



174 

beatings, forced labor, and to life-long banishment in penal 

colonies. They could not slaughter their own cattle or sell 

their own crops without official permission. They could not 

buy machinery such as a power saw, without permission. The 

indlgenas could open bank accounts, but without special 

permission they could not withdraw the money (Harris, 1958). 

The. Portuguese saw the Africans primarily as a source of 

cheap economic resource that they could exploit to quickly 

enrich themselves individually as well as collectively as a 

nation. 

As Ferreira (1974:33) points out: 

The colonies played a particular and very important 
role in the Portuguese economy. First they provided a 
protected market, supplying raw materials at prices 
cheaper that the world market rates and buying 
Portuguese products for which, in general, foreign 
demand is low. Secondly, their foreign exchange 
earnings from exports and services alleviated the 
chronic deficit on Portugal's balance of trade. 

With this objective in mind from the outset, the 

Portuguese did not think about creating real social networks 

and services to benefit the Africans, who were forced to 
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work in Portuguese farms, factories, industries with no 

payment or receiving stairvation wages. A great number of 

African men were sent to South Africa to work in the mines. 

In return the Portuguese received large sums of money. 

Making Africans work hard was part of educating them, so the 

Portuguese said. As the Africans were busy working for 

Portugal and taking care of the Portuguese and their 

children, their own way of life, customs and traditions, 

their own type of education which they used to pass to the 

younger generation by way of oral traditions was inevitably 

being undermined and eroded. Many families disintegrated 

as wife and husband were forced to work in different places. 

The African social fabric was slowly coming undone. The 

Portuguese of course did this happily, purposely. Joaquim 

Mousinho de Albuquerque (Governor-General and Royal 

Commissioner of Mozambique, 1896-1898) gave the following 

advice: "As far as I'm concerned, what we have to do to 

educate and civilize the indlgena is to develop his 

aptitude for manual labor in a practical way and take 

advantage of him for the exploitation of the province" 
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(Duffy 1968, quoted in Ferreira, 1975, p. 58). 

Mozambicans and Schooling 

As far as formal education is concerned, only a small 

number of Mozambicans benefited from colonial education 

provided by Portugal. The Mozambicans who were lucky enough 

to get places in colonial schools were educated by 

missionaries. This comment should not be taken as a 

compliment for the missionaries, however. The Missionaries 

did the most harmful job as far as education in the colony 

is concerned. Catholic Missionaries conspired with the 

Portuguese government in exploiting Mozambicans by providing 

them with the feeblest and most degrading kind of education, 

one which the Portuguese themselves could not give to their 

own children. An official FRELIMO document submitted to 

UNESCO in 1976 said of the colonial education: 

At school a Mozambican pupil was taught to deny his 
true self, to constantly strive to emulate the 
Portuguese way of life, and to be a useful 
intermediary between the colonialists and the 
illiterate mass of his fellow country-men. All the 
programs came from Portugal, all the books, all the 
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administrators, all the qualified teachers, all the 
examinations. Mozambique existed as a far-flung 
European island, cut off from its ovm history and 
geographical perspective, and as effectively isolated 
from the rest of the African continent as if the miles 
that separated Mozambique and Portugal in fact 
separated Mozambique from Africa.... The so called 
education had religion as its domincuit factor, with 
literacy and Portuguese so as to read the Bible, and 
some maths so as to calculate the compulsory cotton 
production quota, or in order to be better "boss boys" 
in the South African mines. Our children grew up with 
a deformed picture of the world composed of those 
destined to govern and those destined to be served, 
where the educated work with their heads and despise 
the uneducated who perform with their hands the lowest 
form of work, physical labor with their hands 
(Mozambique delegation, 1976, pp. 331-332). 

Mozambican children went to different schools than 

Portuguese children and those of assimilados. The two 

systems of education were strictly kept apart. The 

curricula were different. So were the physical conditions of 

the schools. In the preamble to the legislative diploma No. 

238, of May 15, 1930, the purpose of education for the 

African was stated as "to lead the native gradually from 

savage to civilized life, to form his conscience as a 

Portuguese citizen and to prepare him for the struggle for 

life, rendering him more useful to the society and to 

himself" (quoted in Board of Education, 1964:26). As long 
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as the Portuguese were convinced that Mozaitibicans were less 

than human, they had to establish separate services, 

including education. This decision was of course based on 

the Portuguese's ignorance of ways African, and blatant 

racism. Surprisingly enough, the Portuguese did not see 

their policies in Mozambique, and in other places they 

occupied as being racist. The report by the Board of 

Education quickly points out that there was no intention of 

racial discrimination, "which is a concept entirely alien to 

the objects of our civilizing action in our national 

territory of Africa." (Board of Education, 1964) The 

creation of schools intended specially for Mozambicans, 

points out the Board of Education, had nothing but the 

intention of "a pedagogical nature," whose aim was to 

"promote the social progress of the African child, by means 

of an education which places it in a position to be able to 

attend profitably the higher courses of study open to all 

Portuguese. Such a purpose is perfectly detectable both in 

the legislation at present in force in the Province and in 

similar measures adopted in days gone by" (p. 25). 
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The Portuguese considered themselves kind and 

benevolent. They saw what they were doing not as practicing 

racism, but as normal humsin behavior. Reports appearing in 

different foreign presses around the world also supported 

the Portuguese claim that they were the least racist nation 

in the world. A reporter in a Venezuelan newspaper, El 

Mundo, tries to convince the readership: 

Los Portugueses tratan bien al nativo El 
portugues nunca alimento ni fomento la discriminacion 
racial. Ni en sus provincias de Africa, ni en sus 
excolonia del Brasil. 

(Portugal and the Press, p. 241). 

(The Portuguese treat the native very well. The 
Portuguese neither practiced nor fomented racial 
discrimination in their African provinces or their 
former colony of Brazil). 

The Sunday Telegraph of August 29, 1965 carries a 

lengthy report on the Portuguese and their "laudable" 

activities. The article, entitled Where Race is 

Irrelevant, tells the world: 

There is at least one multi-racial part of the world 
where pigmentation of the skin seems not to matter, 
and it happens to be an area from which political 
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activity, up to now, has been rigidly excluded.... 
Surely it is not only comforting but salutary to know 
that circumstances do exist in which white and black 
men ignore their physical differences completely. 
(Portugal and the Press, pp. 212-213) 

The author of the article was referring to Mozambique 

and Angola. Jacqueline Hallowell writing in the Standard 

Times (Massachusetts) quotes one of the settlers, 

J.J.MacGowan, bom in Ireland and raised in America: "The 

Portuguese treat the black man better and get along with him 

better than anybody in Africa. Of this there is no 

question.... The complete absence of racial bar that exists 

here [Angola] and in Mozambique is not to be found anywhere 

else in the world, except in other Portuguese provinces. It 

is a gift beyond price" (p. 4, n.d.) . 

The fact that these reports, in which the Portuguese 

are showered with praises and referred to as the least 

color-conscious of Europeans were scattered all over the 

world, showing how effective the Portuguese propaganda 

machine was working. Such reports could only be written, 

and believed by ignorant people, those who did not 

understand what colonization meant in the first place. 
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Looking at half of what the Portuguese were doing, and the 

kind of crimes they were committing in their greedy quest 

for wealth in the colonies, the above reports lack 

seriousness of purpose. The many revolts by the Africans 

over the years as Table 4.1.2 shows, and the more recent 

Mueda revolt of 1960, clearly demonstrate that the Africans 

were vehemently opposed to the treatment they received from 

the Portuguese. Rebellions occurred almost yearly from 1878 

to 1904. 

Table 4.1.2 

Siumnary o£ Documented A£ric6m Resistance, 1878-1904 

Year Form of Resistance 

1878 Peasant revolts in Quelimane district 

1879 Peasant revolts in Quelimane district 

1880 -

1881 Social bandit Moave attacks Portuguese holdings 

1882 Social bandit Moave attacks Portuguese holdings 

1883 -

1884 Massingire rebellion 

1885 -

1886 Peasant revolts in Quelimane district 
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1887 War with Massangano; peasant revolts in Quelittiane 
districts 

1888 Rebellion of Massangano; rebellion of Makanga 

1889 War with Makololo 

1890 -

1891 Peasant revolts in Quelimane, Sena and Tete 
districts 

1892 Peasant revolts in Sena districts 

1893 Peasant revolts in Sena and Quelimane districts; war 
with Makanga; Massangano guerrillas attack 
Portuguese at Guengue 

1894 Massangano guerrillas attack Portuguese inland posts 

1895 Peasant revolt in Sena district; Mapondera's 
followers attack Portuguese holdings in Tete 
district 

1896 Kanyemba's army defeats Portuguese; Matakenya of 
Zumbo scores victory against Portuguese 

1897 Peasant revolt in Sena district; Cambueraba 
rebellion; Tawara rebellion in Tete district 

1898 Peasant revolt in Quelimane district; Tawara 
rebellion in Tete district 

1899 Tawara rebellion in Tete district 

1900 Carazimamba, Matakenya and Nsenga mambo Chigaga form 
alliance and initiate campaign against Portuguese in 
Zumbo district 

1901 Abortive rebellion in Makanga; peasant revolt in 
Tete district 

1902 Barue rebellion 

1903 Dambukashamba's guerrilla activity 
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1904 Abortive rebellion of 1904 

Source: Isaacman & Isaactnan, 1976, p. 104 

A few African intellectuals and writers throughout the 

Portuguese colonies expressed their anger and disgust 

towards Portuguese rule. Agonstinho Neto, an Angolan poet 

and one of the combatants who fought for the liberation of 

Angola, and who also became the first President of the 

country, depicts life with the Portuguese in the following 

poem: 

Western Civilization 

Tins nailed to poles 
driven in the earth 
make the house 

Rags complete 
the intimate landscape 

The sun piercing the cracks 
awakens the inhabitant 

After twelve hours of slave 
labor 

Breaking stones 
carrying stones 
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breaking stones 
in the siin 
in the rain 
breaking stones 
carrying stones 

Old age comes fast 

A reed mat on dark nights 
is enough for him to die 
thankfully 
and of hunger. 

(Neto, 1979, p. 59) 

In Mozambique, the Makonde people who live in the north 

of the country are well-known for their wood carvings. They 

used the medium of this art to denounce the cruelty and 

immorality of the Portuguese. Mankeu, a Mozarabican painter 

was **noted in colonial times for his strong canvasses of 

emaciated figures painted in shades of parched brown, men 

with haggard, bony faces, women with long pointed, empty 

breasts, children with large, staring eyes ..." (Sachs, 

1983). After independence his figures suddenly changed. 

His figures now embraced the colors that represented the 

beauty of New Mozambique. His figures came alive with the 

fullness of Mozambican culture. In oppression his art 
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cried. In liberty his art sings. 

Almilcar Cabral, who fought for the liberation of 

Guinea Bissau wrote in 1960: "Africans are excluded from 

certain types of employment, including some of the most 

unskilled jobs.... Racial discrimination is either openly or 

hypocritically practiced." Therefore one could not talk of 

the existence of equality between the Portuguese and the 

Africans. Even the Portuguese themselves, some of them in 

high government positions could but agree secretly that some 

of the services open to the Africans were senseless. 

Mousinho de Albuquerque described the education given to the 

Africans, as "nonsense and folly." Mousinho went on to lash 

out at the education system which, according to him, was: 

[e] temally preoccupied about assimilation with the 
metropolis, schools were scattered along the coast; 
even in the interior, there were schools where 
improvised teachers claimed to offer primary 
instruction to native children. Attendance at these 
schools was minimal, even when they were turned over to 
secular priests; the profit derived, none. But, since 
the arrangement resembled what Portugal had, the 
Liberal spirit of symmetry was satisfied. The schools 
were a fiction.... As far as I am concerned, what we 
have to do to educate and civilize the ^indigena' is to 
develop his aptitude for manual labor in a practical 
way and take advantage of him for the exploitation of 
the province" (quoted in Ferreira, 1974, p. 85). 
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Another high ranking Portuguese, Manuel de Brito 

Camacho (High Cotnmissioner and Governor-general of 

Mozambique from 1921 to 1923), characterized the education 

dished out to Mozambicans as being extremely low and out of 

place. He argued that it was a kind of education which did 

not prepare the Mozambican student to cope with the 

exigencies of life: 

The priest who says Mass is the same one who teaches 
school, and it seems to me that God fated him for 
neither of these jobs. I attended a class to see how it 
was taught. The first thing the teacher asked one of 
the little black students was *What are "palavras 
esdinixulas" [words accented on the antepenultimate 
syllable]?' When the little boy did not answer, he 
asked him another question, ^What are polysyllabic 
words?' I told the teacher that if this is the way he 
taught the black boys, they would easily come to know 
as much as the professor, but they would never know 
enough to start down the road of life" (Duffy, 
1959:368) . 

Mondlane (1969:59 ) notes that schools for Africans in 

the Portuguese territories had the objective of forming an 

element which would act as an intermediary between the 

colonial state and the people, and to inculcate an attitude 
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of servility in those who received such education. This is 

evident in a pastoral letter of 1960 by Cardinal Cerejeira: 

We try to reach the native population in both breadth 
and depth to (teach them) reading, writing and 
arithmetic, not to make 'doctors' of them .... To 
educate and instruct them so as to make them prisoners 
of the soil and to protect them from the lure of the 
towns, the path which with devotion and courage the 
Catholic missionaries chose, the path of good sense 
and of political and security for the province.... 
Schools are necessary, yes, but schools where we teach 
the native the path of human dignity and the grandeur 
of the nation which protects them' (Mondlane, 1969, p. 
6 0 )  .  

The physical state of schools designed for Mozambicans 

was repugnant. Most of them were running in vmhygienic 

conditions as Azevedo (1978/79) has described. Most 

teachers in schools for Mozambican children were taught by 

mostly Mozambicans who had no previous professional courses 

as educators. Even the priests. Brothers, and nuns, often 

had no formal pedagogical training themselves. Didactic 

materials, except for the Bible and other Christian 

religious literature were scarce, and the Church did little 

to produce relevant materials. 
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The System of Education for African Children 

As has been pointed out earlier, Mozambican children 

were educated by the Catholic missions. Their education 

consisted of three years "rudimentary education." Mondlane 

(1969) explains: 

There are two categories of school system in the 
Portuguese Territories (1) the Roman Catholic mission 
schools, whose principal fiinction is to educate 
Africans through the primary level: and (2) the more 
sophisticated government school system, catering for 
whites, Asians and assimilados. The school for Africans 
are organized as follows: 

Ensino Rudimentar, (called ensino de adaptagao 
after 1956, or ensino Missiondrio). According to law 
No. 238 of 15 May 1930 and to the Concordat of 1940, 
the aim of this "rudimentary" education is to "lead the 
indlgena gradually from a life of savagery to a 
civilized life." This program is officially the 
responsibility of the Roman Catholic missions, although 
some Protestant missions are permitted to operate a few 
schools also. The school years are: iniciagao 
(kindergarten), primeira classe (first grade), and 
segunda classe (second grade). 

Ensino primario - This program is for students who 
have passed the ensino de adaptagao. It comprises 
terceira classe (third grade), quarta classe (fourth 
grade),and admissao (preparation for admission to the 
liceu program) (pp. 61-62) . 
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The Curriculum 

The curriculum in schools for Mozambican children 

comprised '^reading, writing, the four arithmetical 

operations with whole numbers and fractions, the system of 

weights and measures. Catechism and Christian doctrine" 

(Board of Education, 1964, pp. 25-26) . The curriculum was 

extended to include working in the farms belonging to the 

church. In fact, students would spend more time working in 

the fields than studying. Learning the system of weights 

and measures was given importance. After graduating, these 

students would be used by the Portuguese farmers to count 

and weigh bales of cotton or sacks of rice ready for export. 

The education system was arranged in such a way that 

Mozambican students could not hope to continue their 

education beyond the special elementary education. There 

were several barriers. Firstly, the subjects in missionary 

schools were not the same ones being taught in schools for 

the Portuguese. Secondly, most of the Mozambican students 

would be barred from continuing their education because of 

age restrictions. Many African students started school when 
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they were years older than Portuguese children. When they 

finished whatever little education they could be given, 

they were considered too old to continue. Thirdly, the 

school fees were too exorbitant for many Mozambican parents 

to afford sending their children to school. Fourthly, 

secondairy schools were limited in number, and only a handful 

Africans could get a chance to be enrolled. No secondary 

schools were available for Mozambican children. The tiny 

number of Mozambican children who continued with their 

education had to be enrolled in schools for the Portuguese. 

Since the two systems were basically different, Mozambican 

children had serious problems adjusting to the new system 

and the hostile school environment. 

They also faced discrimination and more often than not, 

the teachers failed them unjustly. In examinations for 

instance, even if names did not appear on the examination 

papers, the teachers could easily identify Mozambican 

children by the structure of their writing (Mondlane, 1969) . 

Mondlane, who later became the President of FRELIMO (Front 

for the Liberation of Mozambique) , was one of the very few 
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success stories. After whatever little education he could 

get in Mozambique, taught himself English and in 1944 

obtained a scholarship to continue his studies in South 

Africa, where he completed secondairy school at the age of 27 

(Hanlon, 1984). Indeed, this was a great achievement. 

Because of his political activities the South African 

Government declined the request to renew his immigration 

permit. Mondlane later received a scholarship from the 

Phelps-Stokes Fund of New York and entered the University of 

Lisbon in 1950, becoming the first Mozambican to do so. But 

because of frequent harassment by the Portuguese Secret 

Police (PIDE) he had his scholarship transferred to the 

United States, where finally he obtained a Ph.D. at 

Northwestern University, thus becoming the first Mozambican 

to reach that level of education. This only shows how hard 

the system was on Mozambican children, young men and women. 

Most importantly Mondlane's example shows how determined 

Mozambican youths were in trying to improve their lives, and 

that of their people despite the many savage obstacles in 

their way. 
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The System of Education for Portuguese Children 

Schools for Portuguese children, on the other hand, 

enjoyed a sound educational atmosphere. The curricula were 

well designed; books and other materials were readily 

available; most of the teachers were trained and competent; 

and the physical conditions of the school buildings were 

excellent. These were schools, properly speaking. They had 

the personality and structure of educational institutions 

starting from how they looked physically, from the outside 

and inside, to the manner in which they were administered 

and managed. More importantly, these were schools that put 

Portuguese culture and language on a pedestal. Portuguese 

children were taught to value their ways, and to look down 

upon Africans ways. 

The schools for Portuguese children were organized 

along these lines: 

Ensino primdrio (primary education), a five-year 
program... 

Ensino liceal - including the primSiro ciclo 
(two years), the segundo ciclo (three years) and the 
terceiro ciclo (two years). The third cycle is 
designed for those preparing to enter a Portuguese 
university (Mondlane, 1969, p. 62). 
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The school sxibjects in the schools for Portuguese and 

assimilated Mozatnbicans comprised Portuguese, arithmetic, 

geometry, history of Portugal, geography and nature study, 

drawing, handiwork, ethics and religion, physical training, 

music and domestic science (Lisboa, 1970, p. 279). As far 

as language was concerned, Portuguese children had a range 

of choices of languages they could leam: French, English, 

German, Latin, and Greek. No Mozambican languages were on 

the syllabus. The curriculum and most of the didactic 

materials came from Portugal. Although the schools were 

physically in Africa, they completely ignored the history 

and geography of the continent, and the civilization and 

culture of its inhabitants. 

To further cater to Portuguese children, a university 

was established in Mozambique in 1962. However, the fourth 

year had to be completed in Portugal. This is further 

evidence that the system was not meant for Mozambican 

children, who did not have the financial resources to 

continue with their education in Europe. 



194 

4.5 The Role of the Missionaries in the Education for 

Africans 

In Mozambique, missionaries, especially Catholic, were 

a demoralizing force in the education of Mozambicans. They 

were the ones entrusted by the colonial government to 

provide education for the Africans. Antonio de Oliveira 

Salazar ascended to premiership in 1928, after a coup d'etat 

in 1926. Salazar "was the son of a farm manager whose 

bumingly ambitious mother sent him to a seminary in search 

of the best available education. His road to the priesthood 

was not a smooth one .... He was a fastidious young man 

with a liking for women and champagne ..." (Birmingham, 

1993, p. 157). Under Salazar, the Catholic Church enjoyed 

special privileges. These were spelled out in the Colonial 

Act of 1930. The Act laid out the general principles for 

the conduct of affairs in the colonies. In 1940, the 

Government of Salazar and the Vatican signed an agreement 

known as the Missionary Accord. 
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His Missionary Accord 

The Missionary Accord of May 7, 1940 was an agreement 

between the Holy See and the Repiiblic of Portugal. This 

agreement "intended to regulate more fully the relationships 

between Church and State as regards religious life in the 

Portuguese Colonies, ..." With this accord, the Portuguese 

government formally received the blessings of the Vatican to 

continue their colonial activities in Africa and other parts 

of the world under their control. Article 19 of the Accord 

reads: "The Holy See will continue to use its authority 

with a view to ensuring that Portuguese missionary 

institutes will intensify evangelization of the natives ..." 

(Reuver-Cohen & Jerman 1974, p. 146) . The agreement was 

signed by Cardinal Luigi Maglione (Secretary of State of His 

holiness), Eduardo Augusto Marques (former Minister of the 

Colonies, President of the Corporative Chamber, Grand Cross 

of the Military Orders of Christ, of Saint Benedict of Aviz. 

and of the Order of the Colonial Empire), Mdrio de 

Figueiredo (former Minister of Justice and of Cults, 

Professor and Director of the Faculty of Law of the 
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University of Coirtibra, Member of Parliament and Grand Cross 

of the Military Order of Saint James of the Sword) and Vasco 

Francisco Caetano de Quevedo(Envoy Extraordinary and 

Minister Plenipotentiary to the Holy See, Grand Cross of the 

Military Order of Christ and Knight of the Grand Cross of 

the Order of Saint Gregory the Great). No local 

representative came from Africa or Asia to participate in 

the discussions and the signing of the document, which was 

to affect their lives. The intensification of missionairy 

work meant the intensification of the wiping out of African 

religions and character. Article 16 of the Accord 

establishes that, 

The teaching of the Portuguese language is obligatory 
in the missionary schools for natives, but in 
accordance with the principles of the Church, the 
native language may be freely used in the teaching of 
the Catholic religion (Reuver-Cohen & Jerman, 1974, 
p. 145). 

The Missionary Statute 

The Missionary Statute was promulgated as law by the 

Portuguese government on April 5, 1941. It was signed by 
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the President of the Repxiblic, Antonio Oscar de Fragoso 

Carmona and the Prime Minister, Antonio de Oliveira Salazar, 

and eight other officials. An order was given to publish 

the document in the Official Bulletins of the colonies of 

Cape Verde, Guinea, Sao Tome e Principe, Angola, Mozambique 

and Timor. 

. Section 8 of the Missionary Statute deals with the 

education of the indlgenas, which is "to be entrusted 

entirely to the missionary personnel and their auxiliary 

personnel" (Article 66) (Reuver-Cohen & Jerman, 1974, pp. 

163-164) . The document characterized the type of education 

that was to be offered to the indxgenas. This education was 

to be "essentially nationalistic and practical, it will 

prepare the indigene to be able to sustain himself and his 

family and will take into account the social and 

psychological level of the population for which it is 

designed" (Reuver-Cohen & Jerman, 1974, p. 164) . It was 

therefore a kind of special education, in a derogatory 

sense. Article 69 specified which language was to be used 

as a medium of instruction: "The use of the Portuguese 



198 

language is mandatory in the schools. Outside the schools, 

missionaries and their auxiliary personnel will also use the 

Portuguese language. In religious education, however, the 

native language may freely be used" (Reuver-Cohen & Jerroan, 

1974, pp. 164-165) 

The Missionary Statute was strong in emphasizing and 

strengthening the position of the Portuguese language. 

Missionaries were the ones teaching the Mozambican 

population, and one of the most important tool they used in 

the work entrusted to them was the Portuguese language. It 

is in this context that missionaries who could not read and 

write Portuguese properly, even if they knew African 

languages ran the risk of being rejected to carry out their 

duties in the colonies as indicated in Article 17 of the 

Missionary Statute; "The government will not give its assent 

to the recruitment of any foreign missionary who does not 

speak and write the Portuguese language correctly" (Reuver-

Cohen Sc. Jerman, 1974, pp. 150-151) . Article 70 goes on to 

point out that the personnel of teacher preparation colleges 

should all be of Portuguese nationality. This, again, was 
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one way to ensure that the teaching and use of the 

Portuguese language was enforced. 

The Concordat and the Missionary Statute were 

vehemently criticized by the (non-Catholic) All Africa 

Conference of Churches meeting in Kenya in September 1973. 

A statement adopted by the Executive Committee of this 

religious body said, among other things, that they were: 

• aware that there are very many of our Catholic brethren 
in Africa and around the world who are severely 
embarrassed by and in fact deplore the contents of the 
1940 Concordat and Missionairy Agreement and the 1941 
Missionary Statute; the Executive Committee of the All 
Africa Conference of Churches 

• appeals to his Holiness Pope Paul VI to abrogate the 1940 
Concordat and Missionary Agreement between the Holy See 
and the Repiiblic of Portugal; 

• further appeals to the Holy See to use its influence upon 
Portugal to ensure the abolition of the 1941 Missionary 
Statute; .... 

• urges the OAU (Organization of African Unity) to call 
upon its member nations to review their diplomatic 
relations with the Holy See in the light of its 
collaboration with Portuguese repression in Africa. 
(Quoted in Reuver-Cohen & Jerman, 1974, p. 170) . 

Although the Vatican and Portugal did not take heed of 

the appeal, African churches at least let the Vatican know 
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that they were not happy with the position taken by the Holy 

See, especially considering that the Vatican is a religious 

body which should stand for justice for all human beings. 

The Portuguese referred to Mozambican languages as "the 

languages of dogs" and they prohibited their use in schools 

in order that their ^Portuguezation' efforts would be 

successful. Mozambican languages were seen as obstacles to 

the false objectives the Portuguese set for linguistic and 

cultural assimilation. The Portuguese had no intention of 

turning Mozambicans into "true Portuguese" . They did not 

have the means to do so, either financial, cultural or 

political. All they wanted was to get the Africans to 

accept Portuguese rule and to form a local clique which 

would collaborate with them in the administration of the 

country. 

The Portuguese decided that religion be taught in 

African languages because they were aware that in so doing 

they would be able to get more converts. The students would 

play the role of intermediaries, going back to their homes 

and reading and explaining the Bible and the new religion to 



201 

their relatives and other community members. The only-

language these people knew was their mother tongue. 

The missions expanded. In 1940 there were 44 missions 

in Mozambique. Twenty years later, in 1960, the number had 

risen to 147 (Ferreira, 1974, p. 70). The number of 

students attending mission schools also rose, but this 

expansion is insignificant given the inferior quality of 

education. The number of students increased to answer the 

need for more farm laborers. 

The Africans' Reagtign to Missionary Education 

In mission schools Mozambican students learned little 

more than a couple of pages of the Bible. Gabriel Mauricio 

Nantimbo recalls: "I studied at the mission, but we weren't 

taught well. In the first place, they taught us only what 

they wanted us to leam - catechism; they didn't want us to 

leam other things. Then every morning we had to work on 

the mission land. After 1958 our parents even had to buy 

the hoes with which we cultivated the mission land" 

(Mondlane, 1969, p. 72) . Another graduate of the mission 
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school reflects: 

I went to school up to second class. There was a lot 
of doctrine and not much math and Portuguese at the 
Cambine Mission. There was also a lot of work growing 
maize, peanuts and cassava to buy school materials 
(Hedges, 1982, quoted in Marshall, 1988, p. 68) . 

. Searle (1981) records the following two descriptions of 

the missionary school. The first account is by Luis Augusto 

Mocha: 

I was a student at the missionary school at Nova 
Chaves. The missionary children lived very badly -
their food was bad, they had no beds, they had nothing 
but water to drink. The pupils worked hard and only 
had a few clothes. In 1973 the girls' tasks were to 
produce rice, potatoes, and cotton for the priests. To 
escape from this life many of the girls ran away and 
made premature marriages (p. 25). 

The second report is by Higiene Mussengue with Lucas 

Mxingrasse: 

In the missions the students were taught first and 
foremost how to pray. We prayed before going into 
school, and again before we finished studying. The 
students had no time to study. We worked without rest 
and only ate nshima and fish - which was very bad. The 
priests only said: "You can't complain, or when you're 
dead your soul won't go to Heaven. ... The colonial 
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school was the repression center for the black students 
of Mozambique (p. 27). 

It is no wonder therefore that many children could not 

pass their examinations and could not continue with their 

studies beyond this basic stage. It is no wonder also that 

the illiteracy rate among the Africans in the Portuguese 

colonies was high. Mission schools lacked serious teaching. 

The objective was to produce workers for the exploitative 

system, to make Africans, by all means possible, producers 

of wealth for Portugal. Hedges (1982) writes: 

Pupils came to be used as a free source of labor for 
agricultural production, especially rice and cotton, 
subsequently sold to improve mission finances. This 
form of exploitation, a kind of forced labor extracted 
by the missions in the guise of payment for education -
despite the difficulties and costs - came to be known 
as xipadre (xibalo) in the mission fields. Often 
parents had to supply the hoes of their children so 
exploited, and in addition contribute sacks of maize or 
beans - also supposedly in payment for the education 
received, but in reality a tithe on agricultural 
production which the mission could dispose of for 
profit as it saw fit. The close collaboration of 
church and local administration was shown in the 
disposal of xibalo for their farms, and on the other 
hand allowed ^^recruitment" of older pupils by the 
administration before their dispersal home (quoted in 
Marshall, 1985, p. 160). 
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The Portuguese developed very little education in the 

colonies for Mozatnbican people. Portuguese statistics are 

said to be highly unreliable: "Virtually all the statistics 

left behind by the Portuguese administration as far as 

education is concerned have been found to be wildly 

inaccurate and heavily influenced by contemporary political 

consideration" (Foy, 1988, p. 134). Foy is writing in 

connection with Cape Verde, but this statement applies 

equally to the other Portuguese colonies. The education 

provided by the missionaries had very little impact in 

elevating literacy among the local people in the colonies as 

Table 4.1.3 shows. 



205 

Table 4.1.3 

Illiteracy rates in four Portuguese colonies, 1950. 

Country Total Illiterate Percentage of 
population Population illiterates 

Angola 4,145,266 4,019,834 96.97 

Cape Verde 148,331 116,844 78 .77 

Guinea 510,777 504,928 98.85 

Mozambique 5,738,911 5,615,053 97.86 

Sources: Institute Nacional de Estatistica, Anuario 
Estatxstico do Ultramar (Lisbon, 1958); Ferreira, 1974, p. 
71. 

Basil Davidson (1994), describes schools run by 

missionaries across Africa in the following manner: 

Missionary schools ... existed before independence. 
But most of them were colonial schools; they taught 
colonial values. ... these were racist values. Such 
schools provided an inferior education for people who 
were said to be inferior; they were also not many. 
Even in the least backward colonies, by 1960, no more 
than ten children in every hundred could hope for a 
place in a primary school. In the most backward 
colonies only one in every hundred, or fewer still, 
could hope for such a place (p. 184). 

Rodney (1974) points out that colonial education was 
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"education for sxibordination, exploitation, the creation of 

mental confusion and the development of underdevelopment." 

If colonial education was the creation of mental confusion, 

then failure in this system could be viewed as mental 

stability. It was Mozambican languages and culture that 

helped the people survive through 500 years of oppression. 

4.6 The Naming of Schools 

The control of education by the missionaries was also 

evident in the naming of the schools: Colegio da Nossa 

Senhora das Vitorias; Colegio do Sagrado Coraqao de Maria; 

Coleg-io de Sao Jose; and Instituto Joao de Deus. The 

Catholic Church administration in Rome was also featured: 

Colegio Joao XXIII, Colegio Pio XII, etc. Government 

schools were named after Portuguese dictators, politicians, 

adventurers and writers: Liceu Salazar; Escola Govemador 

Simas; Colegio Antonio Enes; Instituto Mousinho de 

Albuquerque; Colegio Luis de Camoes and Instituto Vasco da 

Gama. Sometimes they even named schools after their sons 

and daughters as the Riat Norton de Matos School in Angola, 
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named after the daughter of the Govemador (Governor) , The 

Portuguese completely ignored important African figures or 

events in the naming of not only schools, but also villages, 

tovms, districts and mountains. As a matter of fact they 

changed many place names just like they forced people to 

change their African names to take Portuguese names. After 

the .country became independent most of the place names which 

had little significance to the Mozambican people were 

restored to their normal state to reflect the new Mozambican 

personality, identity, pride and self-esteem. As the 

Angolan poet Mario Antonio writes in his poem, Rua da 

Maianga: 

Rua da Maianga 
has the name of some old missionary 
but for us was plain 
Rua da Maianga .... (in Wolfers, 1979, p. 48) 

After independence Mozambique went back to calling its 

places the names that people had or have always called them. 

In a number of cases new names were found that were in line 

with the conten^orary political development. Now there are 

schools that go by the names: Escola Primaria 25 de Jimho 
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(Independence Day) ; Escola Primaria 25 de Setembro 

(beginning of the armed struggle) ; Escola Primaria 3 de 

Fevereiro (Heroes' Day) Escola Secundaria Josina Machel 

(Heroine of the Liberation Struggle); Escola secundaria 

Samuel Kankhomba (Hero of the Liberation Struggle)/ and 

Universidade Eduardo Mondlane (first President of FRELIMO). 

It was not only the names of schools which needed changing. 

Village, district, street names and region and city names 

that bore Portuguese names changed to Mozambican names. For 

instance: 

New Name Colonial Name Entity 

Maputo Lourengo Marques Capital city 

Lichinga Vila Cabral Provincial capital 

Chimoio Vila Pery Provincial capital 

Xai-Xai Joao Belo Provincial capital 

Pemba Porto Amelia Provincial capital 

Matola Vila Salazar Town 
Chokwe Trigo de Morais Town 

Spectator (1982) gives more examples of changes in street 

names: 

[T] o get from the central hospital in Maputo to the 
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Radio, you walk along Av. Agostinho Neto until you come 
to Av. Salvador Allende, go left until you reach the 
main street, Av. Eduardo Mondlane, turn right and keep 
going vintil you come to Av. Vladimir Lenin, when you 
go down until you hit Av. Patrice Lumumba, and then 
you have arrived (p. 43). 

4.7 Portuguese Colonial Language Policy 

In the 1920s a series of language policies were 

promulgated by the Portuguese government. On December 9, 

1921, the High Commissioner of Angola, Jose Mendes Ribeiro 

Norton de Matos, issued Decree 77 which contained 

statements on the use of Portuguese and local languages. 

Though issued in Angola this decree influenced events in 

other Portuguese colonies. 

The following are portions of the decree pertinent to 

language education: 

I deem it well to decree the following: 

ARTICLE 1 

3. To teach the Portuguese language. 
4. Not to teach any foreign language. 

ARTICLE 2 
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It is not permitted to teach Native languages in 
mission schools. 

ARTICLE 3 

The use of the Native languages is only allowed orally 
in religious instruction and as a help during the 
elementary period of teaching the Portuguese language. 

1. The use of Native languages in written form or of 
any other language besides Portuguese, by means of 
pamphlets, papers, leaflets, or any other kind of 
manuscripts, is forbidden in the religious teaching of 
the missions, in their schools or in any relations with 
the Natives. 

2. Books for religious teaching are not permitted in 
any language other than Portuguese; the Portuguese 
text, however, may be accompanied by a parallel version 
in the Native language. 

3. The oral employment of the language referred to in 
this article and also the use of the version in the 
native language in the terms of the preceding 
paragraph, are only allowed transitorily and while the 
knowledge of the Portuguese language is not general 
among the Natives; it being expected that the 
missionaries will substitute successively and as much 
as possible in all their relations with the Natives, as 
also in formal instruction, the Native languages with 
the Portuguese language (Jones, n.d., pp. 232-233). 

Article 2 (It is not permitted to teach Native 

languages in mission schools) may give the impression that 

the teaching of African languages was allowed somewhere 

else, but not in mission schools. These schools were the 
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only ones most Africans, the unassimilated Africans, could 

attend. 

Goa, (India), which was also under Portuguese rule from 

1510 through 1961, was subjected to similar language 

policies. Mascarenhas-Keyes (1994) writes: "Portuguese 

linguistic policy in Goa had three main components: the 

active promotion of Portuguese, exposure to other westem 

languages, and the suppression of Konkani" (p.151). These 

policies were enforced, by "^ferro, fogo, e sangue (iron, 

fire and blood)." (Russell-Wood, 1992, p. 192 quoting 

Barros, 1988). The local people reacted against these harsh 

policies. Esteves (1983) states: 

Portuguese attempts to introduce education in Goa can 
hardly be called education in the true sense of the 
term because of the treatment meted out by them to 
Konkani, the local language of the people. Konkani was 
the lingua franca (italics in the original) of the 
Goans for centuries before the Portuguese set foot on 
the Territory. Their attempt to demote it is as tragic 
as it was short-sighted. In their attempt to turn Goa 
into a mini-Portugal they made the very sight and sound 
of Konkani obnoxious. [Konkani] was turned into kitchen 
language at best to be used by servants and menials 
(p. 5) . 

Pandit (1971) in a poem Mother Tongue Forsaken laments 

the alienation the Portuguese language has caused to him: 
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Once I gave up Konkan, speech. 
And forsook my mother tongue; 
Spouted thence in Portuguese 
Friends and relatives among. 
Now my relatives and friends 
Stare at me amazed, aghast. 
What I speak, none comprehends. 

They who once, as soon as found me. 
Would flung their arms around me. 
Raise their hats, and hurry past. 

(p. 60) 

The Portuguese linguistic policies that followed twenty 

years later were much stricter and harsher. It is the 

language policies of this later period that have shaped the 

way education is conducted in Mozambique today with the 

exception that now, local languages are at least respected, 

and a keen interest in trying to develop them and use them 

in education is growing. 

4.8 Implementation of Colonial Language Policies 

As has been seen earlier, all those who became 

assimilado were required by law to speak Portuguese wherever 

they were. If assimilated Africans spoke their mother 

tongue and were caught, they were in danger of losing their 
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status. In all schools attended by Mozaitibicans, the 

Portuguese language and culture was strictly emphasized. 

Students were required to speak Portuguese and to behave 

like Portuguese all the time. To leam to imitate a 

Portuguese person you saw or met once in a while and in 

contexts in which this person had more power than you is a 

hard lesson. In order for the Africans to behave like the 

Portuguese as they were required, they had to mix with the 

Portuguese, naturally, but this did not happen. The 

Portuguese did not allow this. Even if you spoke Portuguese 

this was not enough. Language did not hide a black skin 

scorned by the Portuguese. 

Katupha (1994) points out that "[b]oth in the 

missionary and official schools, speaking one's native 

language was strictly forbidden and when one was caught 

speaking it, the punishment could be either ridicule or 

severe physical beating" (p. 92) . The physical abuse 

consisted of receiving palmatdria, a holed wooden weapon, 

which many times left imsightly bruises on the body. 

Although African students were not proficient in Portuguese, 
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at least at the beginning, nevertheless they were forced to 

speak the language. The students had to pretend that 

Portuguese was the only language they knew, albeit not well. 

In trying to assimilate the Africans as quickly as possible, 

the Portuguese taught them Portuguese songs and dances. 

They memorized the names of Portuguese cities and rivers. 

When Silva Cunha, Minister of Overseas Provinces visited a 

small town of Nairoto in the northern province of Cabo 

Delgado, African students, wearing Portuguese costumes, 

entertained him and his delegation with Portuguese dances 

(photograph in Pires, 1966, p. 25). This was one way to 

demonstrate the extent to which the Africans were slowly 

being assimilated to Portuguese ways of life. 

Asking African students to perform these dances was another 

way to lead them to believe that only Portuguese dances were 

decent enough to be performed publicly. As a matter of 

fact, the Portuguese banned a number of African dances, 

calling these evil and unchristian. It should be noted, 

Mozambican dances and songs did not die out. They became 

even more intense, more powerful and a symbol of Mozambican 
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resistance. 

In schools for the Africans, the teaching of the 

Portuguese language predominated. There were classes called 

"conversation classes" where students practiced their new 

language. They were also taught writing, as well as 

reading, although most of the reading materials were 

religious. As Mondlane (1969) explains, "[At] all levels, 

the schools for Africans are primarily agencies for the 

spread of the Portuguese language and culture. Broadly, the 

Portuguese ideal has been that carefully controlled 

education would in time create an African people speaking 

only Portuguese..." (p. 60). 

4.9 Consequences of Colonial Language Policy in 
Education 

Because of the harsh language policies imposed on 

African education in Mozambique and the fact that all things 

African were ignored, the Mozambican children who were able 

to go to school were, in fact, miseducated. They were 
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taught to hate and despise themselves and their people, but 

to aspire to be Portuguese. The education reserved for the 

Africans was not for their mental development, and 

development of their commiinities. One of the most important 

consequences of the colonial language policies in Mozambique 

is the loss of prestige of Mozambican languages. Such 

policies caused some Mozambicajis, even today, to have a very-

low opinion of their languages, believing that the place of 

Mozambican languages is only in the home and not at school. 

As recently as 1979 when I taught at one of the largest 

secondary schools in Mozambique, Josina Machel Secondary 

School, the students were discouraged from speaking their 

mother tongue in the precincts of the school. The argument 

was that speaking Mozambican languages would interfere in 

the acquisition of the Portuguese language. A teacher of 

English who was bom and raised in South Africa one day 

explained her lesson in Shangaan, one of the languages 

spoken in the southern part of the country. This teacher 

had little working knowledge of Portuguese. The students 

reported her to the principal, who warned the teacher never 
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to use Mozambican languages when teaching, even if it was to 

explain a difficult concept. She was told that the use of 

"dialects" in the classroom was expressly prohibited. 

Portuguese language policies have led to a slow death 

of some languages in Mozambique and placing others in the 

process of extinction. Although Brenzinger, Heine and 

Gabriele (1991) report only two Mozambican languages as 

being extinct or moribund, there is reason to believe that 

there are several others, given that no thorough research 

has been conducted in this regard. Efforts to look into 

Mozambican languages started only in the 1980s, and until 

today questions such as the exact number of languages spoken 

in the country and issues concerning orthography are yet to 

be resolved. 

An awareness of the importance of promoting and 

preserving Mozambican languages is a rather recent 

phenomenon. NELIMO, Center for Research on Mozambican 

Languages, began in 1978. It was a modest start, with one 

Mozambican and two foreign researchers (Noticias, June 6, 

1982). Articles on the importance of Mozambican languages 
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Started appearing in Mozatnbiccin newspapers and magazines as 

a collection of such articles shows (ARPAC, 1992) Because 

the Portuguese ignored Mozambican languages, those involved 

in the study of such languages have had to start almost from 

scratch. Although the missionaries translated religious 

materials into some of the languages, most of those who did 

so had little or no expertise in the foirmal study of 

languages, as such their work is lacking. 

The task of revitalizing these languages will take many 

years, and will require much effort and dedication not only 

on the part of the government, but also of the general 

public, teachers and linguists. As 500 years of Mozambique 

history have proven, it is community led movements that are 

core to the struggle to keep Mozambican languages alive. 

4.10 The Failure of Colonial Educational Policies 

The Portuguese educational system in its colonies was 

primarily designed to serve Portuguese children. They were 

able to link their education system with that of their 

mother country, and most of what their children learned in 
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school resembled what Portuguese schools in Portugal taught. 

The Portuguese had no desire to provide solid education to 

Mozanibicans. Their main objective was to make money from 

the local people, not to spend money on them. 

Portuguese educational policies failed disastrously. 

At the time of independence, the illiteracy rate in 

Mozambique was 97 percent, one of the highest in the world. 

Azevedo (1978/79:6) quotes Boleo, who points out that the 

racial proportion in 1954 in the elementary schools was 

5,177 Africans to 4,412 whites - almost a one to one ratio, 

even though the Portuguese numbered no more than 200,000. 

In liceus (secondary schools) 800 Portuguese students were 

enrolled in contrast to 5 Mozambicans. The situation in 

commercial institutes was not different. In these schools, 

the number of Portuguese students was 808, compared to 73 

Mozambicans. The late President of Mozambique, Samora 

Machel, points out that when FRELIMO was formed in 1962, 

"there were scarcely 100 black and mixed-race students in 

the official grammar system in the whole of Mozambique 

(Munslow, 1985, p. 61). In the only university in the 
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coxintry there were 540 students in 19S6, but only one 

student was Mozambican (Azevedo, 1978, p. 6) . In 1973, two 

years before the country became independent there were only 

forty Mozambican students out of a student population of 

2,500 at the only university in Mozambique (Torp, 1989, pp. 

86-87; in Torp, Denny & Ray, 1989) . From the perspectives 

of Mozambicans, these meager numbers are proof that colonial 

education was not meant for them. For the very few who had 

the opportxinity to go through the system, the objective of 

the colonizers was use them in their dealings with the rest 

of Mozambicans. Colonial education forced Mozambicans to 

see only the Portuguese side of life, to glorify the 

Portuguese. It was a demeaning education. 

SuTtmarv 

The first part of this chapter describes how education 

was provided during the colonial period. Many Mozambicans 

were excluded from the education system at this time. The 

schools were run by the Catholic Church, and the curriculum 

focused on religion. The language of instruction was 
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Portuguese and Mozainbican languages were prohibited. The 

consequence of this policy has been the neglect of 

Mozatnbican languages. Because the Portuguese allowed very 

few Mozatnbicans to be educated, the cotintry had a severe 

lack of educated local people at the time of independence. 

The second part of this chapter depicts the efforts by 

Mozambicans to win their country back from the Portuguese. 

Organized by FRELIMO (Mozambique Liberation Front), the 

people resisted Portuguese domination. At the same time 

they set up schools for themselves. Their efforts paid off. 

A number of children and adults were able to get an 

education. Finally, they liberated their country. 
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CHAPTER IV 

PART TWO 

THE STRUGGLE FOR MOZAMBIQUE 

4.11 Liberating Mozambique 

Mozatnbicans could no longer tolerate the subjugation, 

exploitation and humiliation meted out by the Portuguese, so 

they organized themselves to demand their freedom. The 

following poem, written by a Mozatnbican student, relates the 

events which led to the decision to unite and revolt against 

the Portuguese and demand freedom. 

The Decision 

That wild beast 
Which abused us! 
It killed in Xinavane 
It killed in Mueda -
It was too much ... 

The People were bloated with hatred. 
What should they do? 
Allow this to continue? 
Or hunt this beast? 

The People met 
The People decided -
*Let's fight! 
Each of us must prepare his wood!' 

And on that day 
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They all agreed, 
'Let's light the fire! 
Let's bum the wild beast!' 

It was final! 
It was the 25th of September! 

Amadeu 

Escola Secundaria de Naitipula 
(In Searle, 1981, pp. 106-107) 

In 1960 in Aljube prison in Lisbon, Agostinho Neto 

composes the poem Haste, which also calls for the people of 

Angola and other Portuguese colonies to unite and drive away 

the oppressors: 

Let us not wait for heroes 
let us be heroes 
uniting our voices and our arms 
each at his duty 
and defend inch by inch our land 
let us drive out the enemy 
and sing in a struggle alive and heroic 
here and now 
the true independence of our country 

(Neto, 1979, p. 131) 

As has been mentioned earlier, before the 1960s, 

Mozambicans had, on many occasions, taken up arms to fight 

against the Portuguese. But these liberation attempts came 
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from isolated groups. Because of the lack of unity on the 

part of Mozambicans, the Portuguese always emerged 

victorious. The Portuguese also had weapons of mass 

destruction which the Mozambican people did not possess. 

Still, Mozambicans continued to revolt. They revolted in 

the fields; in the ports; and in the homes of the Portuguese 

where they worked as domestic help. 

The sixties was a turning point in the history of 

Mozambique. It was during this time that Mozambicans came 

together in a more organized fashion in their efforts to 

liberate themselves. All ethnic groups united to form one 

common front, with the objective to repossess the country 

and to end all forms of abuse, exploitation and 

discrimination. The result of this unity was the formation, 

in June 1962, of FRELIMO (Front for the Liberation of 

Mozambique) in the Tanzanian capital, Dar-es-Salaam. The 

formation of FRELIMO could not take place in Mozambique 

itself. The Portuguese were against all efforts, peaceful 

or otherwise, by the Mozambican people to become 

independent. Tanzania shares a border with Mozambique, so 
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the leaders of FRELIMO thought it would be easy to 

infiltrate the country and mobilize the people. At this 

time Tanzania, a newly independent country under the 

leadership of Julius Kambarage Nyerere, had also declared 

total commitment to the liberation efforts by African 

countries. FRELIMO was a merger of three Mozambican 

political parties: MANU (Mozambique African National 

Union) , UDENAMO (Uniao Democrdtica Nacional de Mogambicjue) 

and UNAMI (Uniao Africana de Mozambique Independente). In 

its Constitution, FRELIMO laid out its aims and objectives 

as being: 

A total liquidation of Portuguese colonial domination 
and of all vestiges of colonialism and imperialism. The 
achievement of immediate and complete independence in 
Mozambique. To defend and realize the aspirations of 
the Mozambican people, who have been exploited and 
oppressed by the Portuguese regime (quoted in Alpers, 
1979, p. 270). 

According to Spectator (1982) among the many issues 

discussed at the formation of FRELIMO was the question of 

language. It was suggested by some that Portuguese should 

not be used because it was the oppressor's language. 
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English was suggested instead. FRELIMO nearly became 

MOLIFRO - Mozambique Liberation Front. Eventually they came 

to a consensus that Portuguese was more or less well-rooted 

in Mozambique, to a certain degree, and that using 

Portuguese to fight against the Portuguese would be more 

useful and appropriate. FRELIMO needed to inform and 

educate the people in Mozambique of their objectives, and to 

find sympathizers and collaborators inside Mozambique. 

Using a language other than Portuguese would have defeated 

this objective to a considerable degree. So the idea to use 

the Portuguese language prevailed. FRELIMO saw the 

Portuguese language as ^^a weapon like any other that could 

be seized from the enemy and turned into an instrument of 

liberation" (Spectator, 1982, p. 38). Portuguese was 

henceforth declared the "language of national unity." 

4.12 Mnzambicans Bducatf^ Themselves 

FRELIMO had it headquarters in Dar-es-Salaam. It 

launched the armed struggle on September 25, 1964 in a town 

called Chai in the northern province of Cabo Delgado. As 
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the years went by, large areas which were once controlled by 

the Portuguese were reclaimed by FRELIMO. They named these 

Liberated Zones (Zonas Libertadas - Figure 4.2.1). 



Figure 4.2.1 
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FRELIMO defined a Liberated Zone as: 

[A] zone which has been liberated from colonial-
capitalist domination and from feudal-traditional 
domination. In other words, at the administrative 
level power is exercised neither by the colonial 
administrators, nor by the traditional customs (Ottaway 
& Marina, 1981, p. 70). 

In Liberated Zones, FRELIMO set up schools, not only 

for children, but adults as well. One of the programs at 

its Party Congress of September 1962 was to educate the 

people: "Starting a program of primary, secondary and 

technical education and sending students to foreign 

universities" (Humbaraci & Muchnik, 1974, p. 151). Eduardo 

Mondlane who was President of FRELIMO at the time says: 

When FRELIMO was first formed, we gave top priority 
jointly to two programs: the military and the 
educational .... The Portuguese system of education 
has been hopelessly inadequate, not only because it has 
involved so very few Africans, but also because the 
instruction given to those few was unsuited to the 
needs of Mozambique. We have had to start working from 
scratch, not only in providing the structure but in 
working out the content" (FRELIMO Party Central 
Committee, 1987). 

Mondlane also said: 

We have always attached such great importance to 
education because in the first place, it is important 
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for the development of our struggle, since the 
involvement cind support of the population increases 
as their understanding of the situation grows; and 
in the second place, a future independent Mozambique 
will be in very great need of educated citizens to lead 
the way in education (quoted in Isaacman & Isaacman, 
1983, p. 93). 

To show how FRELIMO saw the importance of education in 

its endeavor to fight against the Portuguese, and its 

commitment to education, it adopted the slogan: "EDUCATE HAN 

TO WIN THE WAR, CREATE A NEW SOCIETY, AND DEVELOP OUR 

COUNTRY." 

The Mozambique Institute 

The Mozambique Institute was established in Dar-es-

Salaam in 1963 with the objective of educating Mozambican 

young men and women who were part of the struggle for 

independence. Before the school was established, FRELIMO 

used to send its students to the Kurasini International 

Education Center, (KIEC) also in Dar-es-Salaam. This 

institution was supported by the Afro-American Institute. 

But because this institute had different objectives from 

those of FRELIMO, an alternative of setting up its own 
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school system was deemed more appropriate. During this time 

Tanzania, the host country, had English as the official 

language and the medium of instruction in schools, although 

Swahili was also used in the lower grades. FRELIMO adopted 

Portuguese as the language of instruction in the Institute. 

English was to be taught only as a sxibject. No Mozambican 

language was indicated to be studied or used in instruction. 

In later years, FRELIMO justified its position: 

In our country there is no dominant language. Choosing 
one of the Mozambican languages would be an arbitrary 
decision which might have serious consequences; 
moreover, the technical and personnel resources are too 
scarce to embark on the type of research necessary to 
turn a (Mozambican) language operational, particularly 
for science studies. We are forced therefore to use 
Portuguese as the medium of instruction and 
communication among us" (quoted in Robinson, 1992, 
p. 222) . 

This statement by FRELIMO at this time made complete 

sense. As has been pointed out already, the Portuguese 

educational policy neglected Mozambican languages and 

prohibited their use in schools. The only and obvious 

choice FRELIMO had was Portuguese. Also at this point 
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FRELIMO was more involved in trying to organize the 

strategies in the process of liberating the country. It had 

to prioritize its liberation endeavors. FRELIMO's financial 

resources were also rather limited. As Munslow (1983) 

notes, "[i]nitially, education was constrained by a shortage 

of funds and options were dependent on foreign aid" (p. 97) 

The choice by FRELIMO of the Portuguese language as the 

operational language of the struggle was also key to uniting 

different people from various ethnic groups for the common 

goal of liberating themselves. As Searle {1984)puts it, the 

Portuguese language gave Mozambican combatants 

a common military language of command and co
ordination. It allowed the liberation forces to "know 
the enemy better," as well as giving a greater capacity 
to understand and apply military strategy and the 
technology of war (p. 4). 

As a result of ideological differences, however, the 

Mozambique Institute, which had 144 students in 1968, closed 

down in that year. Some of the students fled the country 

ending up in places such as Kenya, Ethiopia, Ghana and the 

United States. Despite this loss, FRELIMO's determination 
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to provide education to its people continued. It badly-

needed educated people so that these could not only 

politicize and mobilize others in the fight against the 

enemy, but also educate them. 

It is in this spirit that another school was set up in 

1970, in Bagamoyo, Tanzania. The language policy in this 

school continued to be the same, that is, the sole use of 

Portuguese for instruction. FRELIMO also opened more 

schools for Mozambican refugees in Tunduru and Rutamba in 

southern Tanzania. These schools also followed the general 

pattern of FRELIMO education. 

Education in the Liberated Zones 

Schools in the Liberated Zones started functioning in 

1965 in Cabo Delgado province. By 1967, FRELIMO had 100 

schools in Cabo Delgado alone, serving about 10,000 children 

and adults (FRELIMO Party Central Committee, 1987) . Towards 

the end of the year some 2,000 children were receiving 

education provided by FRELIMO in Niassa province (Munslow, 

1983). In these schools children and adults were taught 

Portuguese, writing, mathematics, political science. 
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history, geography, etc. All the sribjects emphasized the 

unity of the Mozambican people and their resolve to be 

independent. 

Despite facing security problems inside Mozambique due 

to the war, FRELIMO was able to provide education to 20,000 

students in 125 schools (Samuels, 1971). The education 

quality in these schools was also quite high. For example, 

Samuels (1971:70) reports that "[t]he geography text for the 

third class emphasizes that Mozambique is one country and 

that Frelimo helps to unite it. The book emphasizes places 

and distances within Mozambique as well as a discussion of 

the continent of Africa. It is well written and forces the 

use of maps and oral drill in the learning process." These 

materials, produced mostly by the teachers themselves, were 

relevant as they addressed a specific political and 

educational philosophy. Materials used in Mozambican 

schools under the supervision of the colonial authorities 

were rejected for their bias against Mozambicans and African 

culture in general, and their glorification of Portugal. 

Education in the liberated areas had specific 
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objectives, and these were, to a large extent, achieved. 

The learners, children as well as adults, were motivated to 

leam because they were learning about themselves, about 

things they knew and there was no Portuguese around with a 

palmatoria to cane them when they made mistakes. It was 

through knowing how to read and write, however minimally, 

that combatants could read maps, messages from other 

combatants, or to read anti-FRELIMO propaganda which the 

Portuguese dropped by helicopters at night in the villages. 

Some of these leaflets warned people when the Portuguese 

would attack them. Although some of these warnings were 

false alams, when people read them they started thinking 

about what to do. So there was a strong need for literacy. 

It was education for life. S§rgio Vieira vividly captures 

this unique experience in one of his poems: 

at night, in the bases 
deciphering letters 
in the shadows of mango trees, 
spelling out words 
under the cry of the bombs. . . 
word was made bullet 
and the bullet was guided by the word... 

from words 
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hurricanes were bom 
which cuinihilated the companies. 

With the sentences they wanted to hide from us 
we lit the great fire 
of the People's war. 

(Quoted in Searle, 1984, pp. 4-5) 

A Mozambique Ministry of Education document quoted in 

Johnston (1990:282) summarizes the lessons and the 

experience gained by FRELIMO in its efforts to educate the 

people in the Liberated Zones: 

• counting on your own resources; 

• the duty of everyone to teach and leam; 

• the application of content and methods to local 

circumstances and realities; 

• the fostering of a sense of Mozambican nationality and 

of combating tribalism, regionalism and racism - hence 

the decision to use Portuguese in school and literacy 

classes and as the official "language of national 

unity; 

• the linking of education to production and to the 

community; 

• the school as a democratic center, where new types of 

relations between teacher and pupil should evolve; and 

• combating superstition through education with 

scientific base, designed to produce the "new person." 
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At a conference held in 1973 by FRELIMO'S Department of 

Education and Culture, FRELIMO'S President Samora Machel 

spoke of the achievements obtained in area of education 

during the liberation struggle: 

This conference shows us the distance we have covered 
since 1962, when education meant only the Mozambique 
Institute and good will in helping a few militants in 
Dar es Salaam. Today our education means thousands and 
thousands of children in schools in liberated 
Mozambique, hundreds of teachers, adults studying, 
secondary education being re-organized, and about two 
hundred Mozambicans following technical and higher 
education courses abroad (FRELIMO Party Central 
Committee, 1987, p. 6). 

FRELIMO sent a number of students to countries which 

supported its struggle for independence: Algeria, Eastern 

Europe, China and Cuba. In these countries Mozambican 

students not only learned the techniques of war, but they 

also trained as health workers and doctors, teachers, 

technicians and engineers. When the liberation war was 

over, FRELIMO had provided primary schooling to 30,000, 

secondary schooling to 500, adult literacy to 20,000 

(FRELIMO Party Central Committee, 1987). These might look 

like insignificant numbers, but at the time, they 
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represented great achievement, considering the context and 

constraints under which FRELIMO operated. 

4.13 FRELIMO Crushes Portugal 

During the War of Liberation, Bamabe Welo was a young 

man. As the war intensified he had to leave Mozambicfue for 

Tanzania. In the following poem he remembers the ordeal and 

tribulations that befell many Mozambicans: 

Mozambique 

Most of us were unjustly beaten up and tortured to death 
put in prison without trial 
others were even hanged because of their irreversible patriotic heart 
The Portuguese colonialists did all this but the barrel of the gun made 
the oppressors see our rights 
from the bloodshed we emerged victorious. 

On liberating the land we liberated everything 
wildlife and our own culture 
even more significantly our own initiative 
our national identity and prestige 
we breathe the air of fireedom and equality 
the armed struggle made our today possible. 

The wind of liberty blows gently to stimulate our handicraft 
and other invaluable arts 
we make prestigious sculptures firom mahogany - the black wood 

wildlife is the national attraction and wealth 
beautiful beaches and zoological gardens are eye-catching 
for tourists and hard currency generating 
paradise is our nature 
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We all cherish our national sources of income 
the museum of the Revolution the sjrmbol of heroism 
the museum of arts is pure national identity 
the museum of coins and natural history are our historical treasures 
Mozambique you are my motherland! 

Barnabe Welo 

Political independence came on June 25,1975. Ottaway & 

Ottaway (1981) comment: "Independence came, in a sense, 

before FRELIMO was ready for it." This is a rather sad and 

preposterous comment. How long should the Mozambican people 

have waited? FRELIMO was ready for independence the day the 

organization was formed. FRELIMO had no intention of 

starting the war in the first place neither did it want the 

war to continue another day unnecessarily. The War of 

Liberation was launched after FRELIMO's demands for 

independence by peaceful means were ignored. The Portuguese 

were intransigent. The war broke out. 

Independence was an important event to the people of 

Mozambique. It was a time of jubilation for many 

Mozambicans, naturally. The many years of suffering, 

torture, exploitation and humiliation by the Portuguese had 

finally come to an end. It had taken FRELIMO ten years to 
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defeat Portuguese colonialism through a bitter armed 

struggle. The people came out; they danced; new dances were 

invented; new songs were composed; some sad, some 

optimistic, some solemn, some humorous. The people sang. 

Poems were written to celebrate the event. Later on their 

children could not stop composing poems in celebration of 

their ancestors' bravery as the poem below demonstrates: 

Joaquim is Free, Pim! Fiml 

Joaquim, perlim pim! pim! 
He has dropped down his pick-axe 
And let go his hoe. 

Joaquim, perlim pim! pim! 
He has freed himself, pim! pim! 
From slavery. 

Joaquim, perlim pim! pim! 
Instead of working for the Portuguese 
He got hold of a gun pim! pim! 
And liberated his country 
Pim! pim! pim! 
Pim! pim! pim! 

Joao Parente 

Age: 15 
(In Mkuti, 1987, p. 14) 

With enthusiasm painters and sculptors painted and 

carved this joyous moment in their works, as the book Images 
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of the Revolution: Mural art in Mozambique, beautifully 

illustrates. Sachs (1983) the compiler of this book writes: 

When independence came to Mozambique in 1975, the 
people celebrated not only the end of centuries of 
Portuguese colonialism, but also the unfolding of a 
deep process of internal transformation, the sudden 
flowering in bright sunlight of all that had been 
hidden in darkness and fear. In a wave of enthusiasm 
to affirm what had seemed possible only in fantasy, 
thousands of Mozambicans in every part of the country 
got out their paint pots and emblazoned the walls of 
their towns and villages with an infinite profusion of 
political statements and paintings. 

This act of purifying the country and giving it a new 

shape and meaning was a reminder, in bright colors, that the 

country was back again in the hands of the Mozambican 

people. The war against the Portuguese had been bitter. 

The Portuguese had used the latest military technology, 

including chemical weapons. "Chemical warfare indeed caused 

birth defects, digestive disorders and pulmonary 

constriction among the human inhabitants of the bases as 

well as damaged wildlife, fish and livestock" (Henriksen, 

1983, p. 151). However, despite their sophisticated 

weapons, the Portuguese could not defeat a united determined 
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people. FRELIMO used home-made weapons and also received 

its military equipment mostly from Eastern Europe and some 

Asian coiintries. The Portuguese accepted defeat in 1974. 

They no longer could take the pinch from the wars in their 

colonies in Africa. The Lusaka Accord was signed in 

September 1974 in the Zambian capital, Lusaka. The Accord 

guaranteed the recognition of FRELIMO as the legitimate 

party to which political power would be handed over within 

the year. To oversee this process a Transitional Government 

was set up on September 20, 1974 comprised of six members of 

FRELIMO and three others appointed by the Portuguese, with 

Joaquim Chissano (current President of Mozambique) as Prime 

Minister (Munslow, 1988) . 

When Mozambique became independent many Mozambicans saw 

it as an opportunity to live a better life, peacefully. 

Independence brought new hopes, it fired the people's 

imagination and creativity. There was the necessary calm 

and peace the people needed to reconstruct their communities 

and their lives. In the northern part of the country where 

the fighting had been more intense life was completely 
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disrupted. Many people had died and those who were lucJcy to 

be alive had lost their property, their land, relatives, and 

their dignity as human beings. Many had been forced to take 

refuge in neighboring countries. With independence they 

came back to their empty homes. In itself independence was 

a consolation. On the other hand, the Portuguese who stayed 

in Mozambicjue saw the arrival of independence as the end of 

their prosperity. They knew well enough that no Mozambican 

would work for them anymore; they would have no privileges; 

they would have to accept to live together with Mozambicans 

as equals. The Portuguese were demoralized because the 

special status they once enjoyed was gone. They were also 

afraid that they would get the same kind of rough treatment 

they gave Mozambicans in the five centuries they ruled the 

country. 

4.14 The Political System 

In order to create an entirely new socio-economic system in 

Mozambique, FRELIMO adopted socialism. During the Party's 

Third Congress in February 1977, FRELIMO proclaimed itself a 
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Marxist-Leninist Party. However, because of political 

changes in the international arena, the 1990s saw the Party 

changing its course and shedding off its Marxist-Leninist 

label. 

4.15 The State of the Economy 

At the time of independence the economy of Mozambique was in 

a seriously delinquent state. The country inherited "a non

viable economy in which exports covered less thain half of 

imports (Mittelman, 1991), p. 31). The new government in 

Mozambique was determined to see to it that the economy 

flourished and the lives of the Mozambican people improved. 

FRELIMO declared 1980-1990 decada da vitoria sobre o 

subdesenvolvimento" (the decade to win the battle over 

underdevelopment). Samora Machel(1980) said: 

Definimos a grande batalha a travar para liquidar, 

nesta decada, 

- a fome 
- a nudez 
- a doenga 
- o analfabetismo 
- a ignor^ncia 
- o obscurantismo 
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- o desemprego 
- o subdesenvolvimento 
Em sintese 

- a pobreza 
- a miseria. 

(In this decade we have defined a great battle to eliminate 
- hxinger 
- nakedness 
- diseases 
- illiteracy 
- ignorance 
- obscurantism 
- unemployment 
- underdevelopment. 

In short, a battle against 
- poverty, and 
- misery (Author Translation). 

This determination to defeat underdevelopment fell 

short of being fulfilled, however. South Africa's 

destabilization campaign against Mozambique was one of the 

principal reasons. Floods and prolonged drought also took 

their toll. A study commissioned by SADC in 1987 reported 

that Mozambique lost about US $ 6 billion to war (Mittelman, 

1991). To revitalize the economy, in 1987, the Mozambique 

Government introduced the Economic Rehabilitation Program, 

known by its Portuguese acronym, PRE. That year the economy 

experienced a recovery of gross domestic output of about 
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five percent and a substantial rise in production in the 

family and private commercial sectors (Mittelman, 1991). 

4.16 Running to Portugal 

Despite genuine assurances by FRELIMO that the 

Portuguese were more than welcome to stay and work in 

Mozambique, many of them fled the country. As I document 

below, people writing about Mozambique point out that the 

exodus of the Portuguese at the time of independence 

triggered economic disintegration. A question can be 

subsequently asked, economic disintegration for whom? 

Urdang (1989) is right when she says: "[t]he colonial 

settlers left behind little in the way of industrialization 

in Mozambique. Some food processing factories, textile and 

clothing factories a tire factory, a steel mill, little 

else. Nothing very big or developed, using rudimentary 

machinery and relying heavily on cheap African labor" (p. 

153). It is therefore not surprising that the majority of 

the Portuguese decided to leave the country. There was only 

little to lose. 
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This departure is described by Torp, Denny & Ray (1989) 

as having led "to the ten^orary collapse of some industrial 

sectors and the abandoning of many production units" (p. 

42K Whitaker (1984:133) concurs: '*by 1977 about 90 

percent of an estimated 200,000 people had left. The acute 

lack of managers, technicians, skilled cuid semi-skilled 

workers, and effective rural marketing services resulted in 

severe disruptions and major declines in output in all 

sectors". Ottaway & Ottaway (1981) also point out: 

"Frelimo found itself governing the whole country. Initial 

problems were acute. The most obvious was the departure of 

the Portuguese.... Economic decline started in 1974 and 

continued for several years. While there are few precise 

statistics, there is enough information to indicate the 

general magnitude of disruption" (p. 73). And Wells (1996) 

of the Wall Street Journal writes: "Agriculture was 

devastated when some 600,000 Portuguese abandoned their 

farms in 1975 ...." (p. All). Hanlon (1983:47) notes: 

The flight created dramatic economic problems. Tens of 
thousands domestic workers were suddenly dismissed. 
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The building boom stopped with the Lusaka agreement, 
and thousands of workers in the construction and 
building materials industries found themselves 
unemployed. Tourism was halted, throwing more 
thousands out of work. 

And Abrahamsson and Nilsson state (1995): 

During the later years of the liberation struggle, a 
large proportion of the white colonizers began to leave 
Mozambique. It is estimated that over 185,000 of the 
total 200,000 Portuguese in the country had returned to 
Portugal or sought refuge in South Africa when 
independence came. ...Through mass emigration the whole 
country's educated workforce largely disappeared. This 
would have a great effect on continued development (p. 
27) . 

Mittelman (1991) says: "The exodus of 90 percent of the 

Portuguese settlers caused major disruptions throughout the 

economy" (p. 31). 

For Mozambicans, however, when the Portuguese drove 

themselves out of Mozambique, a different picture emerged. 

The economy did not disintegrate, neither did it decline. 

On the contrary. This period was the beginning of economic 

integration. A new phase set in. This can be seen from the 

political standpoint FRELIMO adopted at the time. The 

flight of the Portuguese triggered economic transfer, from 
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the exploiting hands of the colonizers to the deserving 

owners, the Mozambican people. Mozambican people did not 

want to continue to be servants on the farms and in the 

houses of the Portuguese as domestic Workers. They wanted 

to run their own lives. That is why they took up ainns 

against those who used and abused them. When Whitaker 

(1984), Ottaway & Ottaway (1981) and others talk of economic 

disruption or devastation brought about by the departing 

Portuguese, they are legitimizing the colonists and their 

barbaric acts during their illegal occupation of Mozambique. 

At the same time they are saying, implicitly, that 

Mozambican people had no business disrupting that economy or 

repossessing their stolen property. When the Portuguese 

managed these industries Mozambicans barely benefitted from 

the gains. Mozambicans were used as cheap labor, working 

under the most horrendous conditions to make the Portuguese 

even richer. To Mozambicans, therefore, the abandonment by 

the Portuguese of colonial sectors of production meant the 

end of suffering and humiliation at the hands of the 

Portuguese. It meant becoming human again, reborn. Machel 
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(1983) offers this sensible perspective: 

0 colonialismo devastou o nosso Pais, so deixou atras 
de si a fotne, a miseria, o cinalfabetismo, a nudez e a 
doenga. 

Muitos dos que fugiram pensavam que a sua fuga 
desorganizava o nosso Pais, provocaria o caos 
economico, impediria o nosso desenvoivimento. Estavam 
confundidos. A sua presenga, a presenq:a do 
colonialismo, e que nos s\ibdesenvolvia (p. 92) . 

(Colonialism devastated our country. It left behind 
hunger, misery, illiteracy, nakedness and diseases. 
Most of the those who fled Mozambique thought that 
their flight would disorganize our country, that it 
would provoke economic chaos, and would impede our 
development. They were wrong. Their presence, the 
presence of colonialism is what underdeveloped us. 
(Author Translation) . 

Like a hurricane, the Portuguese destroyed whatever was 

within their reach as they departed. They killed cattle, 

destroyed farms, buildings and machinery. During the good 

days, the Portuguese gave the impression that they adored 

domestic animals; they cared about them. Almost every 

Portuguese household had a sign dangling in front of their 

gate or somewhere in the vicinity of the house warning that 

they possessed a dog (normally these were home-trained to be 

fierce to outsiders, especially to Africans); Cuidado Com 0 
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Cao (Beware of Dog). During their flight the Portuguese 

abandoned hundreds of thousands of domestic animals: dogs, 

cats, and whatever else. But there were things they did not 

leave behind, as Hanlon (1984:48) relates. The Portuguese 

did not 

leave empty handed. They usually took as much as they 
could. There were many cases of "orders" for imported 
supplies that never arrived, and which were really 
transfers of money abroad. One of the most dramatic 
was Boror, which ran one of the world's largest palm 
plantations. They loaded the entire 1975 copra crop, 
worth two million British pounds, on to four ships and 
sailed away, never to return.... In 1975 and 1976, 
perhaps 150 million British pounds was illegally 
exported. Some were cunning, like the owner of a 
Lourenpo Marques light aircraft company. He generously 
'gave' his company to the state, and his offer to stay 
and continue to run it 'for Frelimo' was accepted. He 
knew Frelimo had no way of monitoring him, and by the 
time he finally fled five years later, he had stashed 
away hundreds of thousands of pounds in foreign bank 
accounts. 

The pillage the Portuguese caused at the time of 

independence was just as extensive as the havoc they wrecked 

the country over the centuries. Between 1974 and 1977 the 

Portuguese community dwindled from 250,000 to approximately 
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20,000 (Isaacttian and Isaactnan, 1983, p. 146). Many, 

avoiding a less prosperous future in Portugal, took refuge 

in South Africa and other neighboring coxintries. Portugal 

at this time offered very little, as Ferreira and Marshall 

(1986) show: 

The rapid growth in the early 1970s of the industrial 
belts mainly around Lisbon and Oporto created serious 
housing problems which persist even now. The housing 
shortage was so acute that in 1960 about forty thousand 
people lived in under ten thousand slum dwellings 
in the Lisbon area; they lacked both sewers and running 
water and ventilation was acutely inadequate. 
Throughout the 1960s and 1970s, housing became one of 
the worst problems that town dwellers had to face, and 
the situation was exacerbated by the lowest rate of 
house building in Europe. In 1974, about one-third of 
Portuguese families were without a house. For those 
with houses things were not much better. In 1900 only 
fourteen in a hundred dwellings were connected to water 
supply. By 1970 the situation had not greatly 
improved: only thirty-three in every hundred dwellings 
were connected to the water supply (pp. 20-21) . 

Later on, the Portuguese refugees living in the 

neighboring countries, especially those who had fled to 

South Africa, and then Rhodesia (now Zimbabwe) would engage 

in deliberate activities of sabotage and destabilization of 
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the Mozambican economy. 

As the Portuguese took to their heels, a totally-

different kind of economy started to grow and flourish. 

This was the family economy. Mozambicans now had time to 

work on their fields and tend animals for themselves now 

that the long nightmare was over. But the new life was also 

hard because the Portuguese invaders had caused a lot of 

destruction. The rebuilding of Mozambicjue will continue 

for many years to come. 

There were other serious barriers to Mozambique 

development. The Rhodesian regime of Ian Smith declared a 

war on Mozambique in 1976 because the Mozambique government 

supported Zimbabwean freedom fighters. The war cost 

Mozambique $150 million dollars a year in damages and lost 

revenue. Thirty percent of its national budget and a 

substantial number of its trained personnel had to be 

diverted to defense (Barnes, 1982, p. 419). Three hundred 

million dollars worth of property and equipment were 

destroyed by Rhodesians (Isaacman & Isaacman, 1983, p. 146) . 

After Zimbabwe became independent South Africa destabilized 
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Mozambique, further weakening its economy. 

Presently, the economy of Mozambique is still feeble, 

trying to recover from the effects of the war. However, 

there are signs that the economy is growing, albeit at a 

slow pace. 

4.17 Restructuring Education in an Independent State 

One month after Mozambique attained its independence, 

key services such as law, medicine and education were 

nationalized. The nationalization of education meant that 

most Mozambicans were now able to send their children to 

school. This resulted in the expansion of the school 

system. As a FRELIMO document, Mozambique: New schools for 

old (1987), points out, "[A]fter education was nationalized 

within a month of independence, the schools initiated a 

dramatic rate of expansion, new curricula were introduced, 

and the first steps were taken towards effective teacher 

training programs with the opening of ten provincial 

training centers for primary teachers." 

In the first five years after independence, primary 



school enrollment went up. So did secondary school 

enrollment. Table 4.2.1 depicts this growth in primary 

education. 

Table 4.2.1 (Dzvitnbo, Plank, Torres & Verhine, 1992, p.2) 
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The above table shows that there is a decline in 

enrollment in the primary school sector starting from 1981 

through 1983, and then there is a little increase in the 

year after. This is due mainly to the war. Many schools 

were destroyed or closed down. In order to accommodate the 

dramatic increase of students attending school, shifts were 

introduced. There were normally three shifts: one in the 

morning, the other in the afternoon and the last one in the 

evening. The last shift was meant for adults who had been 

denied the chance to continue their education during the 

colonial period. These adults were mostly workers in the 

various production sectors. After work at 5 o'clock in the 

evening, they went directly to school staying there until 

10:30 p.m. There was a lot of enthusiasm to learn, and most 

schools had to accept more students than they could take. 

At this time Mozambique needed educated personnel to run 

many of the services abandoned by the Portuguese. It was an 

effort to try to reconstiruct the country. As Samora Machel 

puts it, "[t]he country's future is bom in schools" (in 

Munslow, 1985, p. 135). He goes on: "It is the school that 
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shows the true scale of integrated man or woman, conscious 

of mankind's conquests and victories. It is the school that 

awakens talent, intellectual curiosity, inventiveness, a 

clear approach to research and debate" (p. 135). Realizing 

this, Mozambicans flocked to schools to quench their thirst 

for education. 

Teacher Shortages 

The explosion in education created new challenges, one 

of which was the shortage of teachers. There were simply 

not enough teachers to answer the demands of the expanding 

education sector. To solve the problem, one of the lessons 

from the Liberated Zones (the duty of everyone to teach and 

leam) was applied. Students who were in more advanced 

grades taught those below them. People working in 

factories, industries, and other production sectors were 

asked to support this initiative. They became part-time or 

full time teachers. Trained teachers found themselves 

spending most of the day in school and sometimes coming back 

at night to teach or supervise other teachers. On Saturdays 
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teachers got together to discuss and prepare their work. 

For subjects that did not have didactic materials, Saturday 

would be the day to produce them for use the following week. 

Experienced teachers gave demonstration lessons for the 

benefit of those who needed training, especially in 

techniques and methods. During short holidays teachers 

remained in school to produce materials and attend seminars. 

Teachers were required to teach twenty-two hours a week, but 

most of them taught twice as many hours, sometimes with no 

overtime payments. I was part of this team effort, teaching 

at Escola Secundaria Josina Machel in Maputo, one of the 

largest secondary schools in the country. The feeling that 

people were now independent and working for the good of 

themselves, and not for the Portuguese was, in itself, an 

incentive, and there was great motivation to work even more 

and harder. 

To reinforce the education sector, the Mozambique 

government recruited teachers from other countries to help 

in the reconstruction of the country at its initial stages. 

In my school, we had teachers from Tanzania, Guinea-Conakry, 
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Qiba, Bulgaria, Italy, and Vietnam. This diversity of 

experiences enriched all the teachers as well as our 

students and their parents. 

Educational Materials 

After independence, colonial didactic materials were 

abandoned, in response to the call by FRELIMO that the 

schools needed to have a new face, representing Mozambican 

personality. The work of producing materials was partly 

given to the teachers in the schools. A paper presented at 

the Conference of Ministers of Education of African Member 

States of UNESCO by the Mozambique delegation (1976) states: 

The old textbooks were prohibited because they 
reflected a way of life and ideas completely alien to 
our own. Although initially ill-prepared, both 
technically and psychologically, the teachers in each 
school are working in sxibject groups preparing their 
own texts and exercises for every lesson, while at the 
national level parallel groups are producing what we 
have called ^support texts' to be distributed by the 
Ministry - the modest beginning of our new textbooks. 
. . . Our answer is that the immediate problems created 
by the absence of textbooks are much less prejudicial 
to our future development than to use literature based 
on criteria opposed to our situation and objectives 
(p. 336) . 
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The Ministry of Education set up INDE, National 

Institute for the Development of Education, and gave it the 

responsibility of producing formal school materials. 

As Barnes (1982) reports. 

By the beginning of the 1976 academic year (the school 
year runs from February to November) , reading books in 
Portuguese for classes 1 through 8 were prepared, with 
stories and poems about Mozambique and other African 
and revolutionary struggles, as were teaching manuals 
in biology for the fifth and sixth class. History books 
for teachers and students in the fifth and sixth class 
were ready by 1977, along with biology texts and a 
Portuguese language text. By 1978, geography texts were 
completed; by 1979, there were English texts and a 
political reader for the seventh class, and by 1980 
language and math workbooks through the sixth class 
were ready (pp. 411-412) 

Between 1981 and 1988 more than 100 textbooks were 

produced by INDE (Dzvimbo, Plank, Torres & Verhine, 1992). 

The education provided at this time was provided in a 

hurried state, but this was the only sensible alternative. 

Since the books were not prepared by specialists, and were 

not piloted before they got into the classrooms, their 

quality, in terms of content, was expectedly rather low. 
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However, the materials were good enough to respond to the 

educational motivation and needs of the Mozambican people at 

the time. 

4.18 The Education System. 1975-1982 

The education system following independence underwent 

some important changes. The first changes were short term, 

but in the long nan these would affect long term objectives. 

The basic structure of the system remained that of the 

colonial period. For example, the system continued to 

follow the 4-2-3-2 structure, that is, four years of primary 

schooling, two years of lower secondary, three years of 

secondary school, and two years of high school. 

Primary Education 

Primary schooling was preceded by pre-primary stage, in 

which the students, especially those in the rural areas 

would be given the opportunity to get acquainted with school 

life. This helped the children get accustomed to hearing 

and practicing Portuguese, the language of instruction. 
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With the restructuring of education in 1983, the pre-primary 

stage was deemed unnecessary, and was therefore 

discontinued. The educational system is strongly dominated 

by the primary sector, which accounts for 86% of all 

students and 93% of formal educational institutions 

(Woodward, Eduardo & Berlin, 1994). 

Technical Education Subsystem 

According to the Minister of Education, Mozambique has 

22 technical schools. The students number 12,900 in 1996 

compared to 11,652 in 1995 (Mozambique News Agency Report, 

No.78, 1996) . 

4.19 The New Education System. 1983-1995 

The New System of Education plan was presented to the 

People's Assembly in December 1981 for approval. A FRELIMO 

Party Central Committee document (1987) says of the New 

System of Education: 

The NSE has been conceived, designed and implemented as 
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a total breaik with the colonial inheritance and to 
ensure equality of opportunity. Its main aims are 
three-fold: to eradicate illiteracy; to provide free 
compulsory schooling over a seven-year course; and to 
train the cadres essential for Mozambique's social and 
economic development, with emphasis on the science and 
technology that such development demands (p, 9) . 

Figures 4.2.2 and 4.2.3 compare the structures of the 

old and new systems of education. 
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Figure 4.2.2 .{Johnston, 1984, p. 24) 

The Structure of the Education System, 1980 
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The new system of education required that the structure 

of the Ministry of Education and Culture (Ministerio da 

Educacpao e Cultura - MEG) itself be revamped to go in line 

with the new changes. Figure 4.2.4 shows the structure of 

the Ministry of Education and Culture before the 

introduction of the new system. Figure 4.2.5 depicts the 

changes undertaken, and Figure 4.2.6 shows the Ministry of 

Education in its more recent form. 



Figure 4.2.4 (Johnston, 1984, p. 

The Structure of the Ministry of 
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23) 
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Figure 4.2.6 (Dzvitnbo, Plsmk, Torres & Verhine, 1992, p. 58) 

The Structure of the Ministry o£ Education, 1992 
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In the New System of Education, the FRELIMO Party 

Central Committee document (1987) also points says: 

"Portuguese is the medium of teaching (and an instrument in 

the building of national unity and overcoming tribalism and 

regionalism). The system recognizes, however, that 

Portuguese is the mother tongue of only a minority of the 

population" (p. 11). 

The National System of Education is divided into five 

major sub-systems: 

• General Education 

This subsystem is for children and young people. The basic 

primary education whose duration is seven years will prepare 

young people to pursue further study at secondary level in 

either general or technical schools. 

• Technical and Professional Education 

This is designed for young people as well as adults. Here 

the students leam specific professions. The sxibsystem is 

also responsible for training and professional upgrading 

courses. 
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• Adult Education 

The purpose of this subsystem is to eradicate illiteracy. 

It is designed for people who are aged fifteen and above. 

The system also goes on to provide basic education for its 

students. The subsystem has the following objectives: 

On the political and social level, it has a fundamental 
part to play in the eradication of illiteracy and the 
raising of the educational level of the working 
population, giving adults access to the education which 
they were denied by the colonial system. 

On the economic level, the subsytem has been 
accorded priority during the present decade, as it 
should train cadres politically and scientifically to 
increase their efficient working participation in the 
construction of socialism ... (Johnston, 1986:68, cited 
in Robinson, 1992, p. 92-93) 

• Teacher Education 

The teacher education subsystem takes care of pre- and in-

service teacher education. This subsystem is very important 

because during the colonial period trained Mozambican 

teachers, especially for higher grades, were almost non

existent. 

• Higher Education 

The aims of higher education is to provide solid advanced 
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education to Mozainbicans. This is one of the levels that 

very few Mozainbicans were able to reach during the colonial 

period. Like all the other subsytems, higher education must 

fit the needs of Mozambique. 

• Eduardo Mondlane University 

The University was established in 1962. It was then known 

as the General University Studies of Mozambique, but was 

accorded the status of university in 1968 (Dzvimbo, Plank, 

Torres & Verhine, 1992). In 1976, a year after 

independence, the university was given a new name: Eduardo 

Mondlane University in honor of the man who was on the 

forefront in the struggle for independence. The legacy of 

colonialism can be seen in the meager numbers of Mozambican 

faculty at the time of independence. But since then, the 

university has enjoyed significant growth in both the number 

of Mozambican students and Mozambican professors (See Table 

4.2.2) . 
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Table 4.2.2 

Growth in Professorial Staff at the Eduardo Mondleme 
University-

Year 1975 1979 1986 1990 1990 

% Inc 

Professors (Moz) 1 5 17 22 5 

Assistant (Moz) 4 42 171 286 62 

Total Profs.(Moz) 5 47 188 308 67 

Profs. (Foreign) 154 193 177 149 33 

Total Professors 159 240 365 457 100 

Lecturers in the Faculty of Arts and part-time lecturers are 
not included in this table. 

Source: UEM, 1991, Present and Perspectives, Maputo 1990. 
Cited in (Dzvitnbo, Plank, Torres & Verhine, 1992, p. 47) 

4. 20 Teachers 

At the time of independence, the majority of teachers had no 

teaching certificates. In 1974 there were only about 100 

Mozambican teachers servicing secondary schools (FRELIMO 

Party Central Committee, 1987) . Most of these taught lower 

secondary schools, grades 5 and 6 (ages 12-13). Over the 

years, as shown in Table 4.2.3, the number of trained 
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teachers at all levels has increased considerably. 

Table 4.2.3 

Evolution of the Teaching Profession 

Year Primary General Lower 
& Middle 
Secondary 

General Upper 
Secondary 

Technical 
Secondary 

1967 5,822 720 •p 807 

1973 11,000 1, 801 •p 700 

1980 17,030 2, 087 93 680 

1981 18,751(a 2,900 (b 157 750 

(a) 12,000 with no training; 10,000 4th grade graduates; and 

2,000 6th grade graduates. 

(b) Includes night school. 

Adapted from Johnston, 1984, p.92. 

In independent Mozambique, teachers had to leam new 

attitudes and new methods of work. Searle (1981) documents 

how one school, Escola Secxmddria de Nampula, worked. New 

relationships had to be molded among the teachers, ancillary 
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staff and the students for the schools to function 

in the new setup. At the beginning of the school year in 

1977, the Ministry of Education and Culture issued the first 

revision of a document which was the blueprint for the 

democratization of all schools in Mozambique. It said: 

"the school must be transformed into a foundation of 

revolutionary activity inside our society, ensuring its 

constant connection to the life and struggle of the working 

classes. Creating and developing the new type of school, 

therefore, implies, correct relationships between the 

workers of the school. It is necessary that the teachers 

and the students leam from each other, valuing and 

synthesizing their shared experiences" (quoted in Searle, 

1981, p. 21). In colonial schools, "[t]eachers mercilessly 

beat children, insulted them, made them work in the fields, 

compelled them to spend hours kneeling on brick floors ..." 

Azevedo (1979) . FRELIMO wanted to change this utterly 

demeaning, colonialist education. With its Slogan - Vamos 

Fazer da Eacola Uma Base Para O Povo Tomar O Poder - Let'a 

Make the School a Base to Empower the People - its aim was 
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to create a new teacher and student, to form a new 

mentality. In educating the people, FRELIMO continued to 

explain its position and how the people were expected to 

respond to these calls. At the beginning of the 1978 school 

year, the President of Mozambique reminded the people of the 

characteristics of the old schools. He wanted the parents, 

the students and everybody else to make sure that the new 

students were completely the opposite of the Portuguese 

students, who were arrogant, insolent, violent and bullies; 

who only waited impatiently to take the place of their 

parents as exploiters (Searle, 1981). The role of the 

students in the new school had to be that of providing 

service to their communities, that is, making a 

contribution and not carrying off wealth from their 

communities, as the Portuguese had done. 

The poem. The New School, which was written 

collectively by the students of Escola Secundaria de 

Nampula, Mozambique in 1977, shows the level of these 

students' political consciousness and their awareness of 

their role in the process of revitalizing education in the 
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coiintry. 

The New School 

We want to build 
A new school 
A true school 
With conscious people 
Organized and disciplined 
A new school 
A true school 
Where we can leam 
To serve the majority -
Our community! 

We want to build 
A school for the People 
Where everybody leams 
What the People teach us -
To become at last 
A school for the People. 

We want to build a school 
Where the People 
In the person of the worker 
Side by side with the peasant 
Are our schoolmasters 
Our guides 
Our best teachers! 

(In Searle, 1981, p. 35. For complete poem see Appendix 4) . 

4.21 Teacher Education 

In Mozambique the training of teachers takes place at 

three levels. Primary school teachers are trained in 
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Centros de Formagao de Professores Primarios (CFPP) -

(Centers for Educating Primary School Teachers). These 

centers are to be found all over the country, but only 

fifteen were operating at the time when Dzvimbo, Plank, 

Torres & Verhine were preparing their report (1992). 

Candidates for the CFPP are required to have completed grade 

seven, and they spend three years in the centers, after 

which they teach grades 1-5 (Dzvimbo, Plank, Torres & 

Verhine, 1992 ) . 

Institute Medio Pedagogico (IMP) is responsible for 

training individuals who are to teach grades six and seven. 

There are five institutions of this type. The Universidade 

Pedagogica (formerly Institute Superior Pedagogico) was 

founded in 1986. Before the establishment of this 

institution advanced level teachers were trained in the 

Faculdade da Educagao (Faculty of Education) at the 

Universidade Eduardo Mondlane. Universidade Pedagogica 

prepares pre-university teachers and individuals to take 

high-level government and education sector jobs. The 

Universidade Pedagdgica's main campus is in Maputo, but 
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there are branches in Beira and Nattipula, and later will 

expcmd to other provinces. Those entering Unlversidade 

Pedagogica must have completed secondary school. The 

training here lasts 5 years. After completing the course 

the students are awarded a licenciatura. However, it is 

believed now that the course at the Universidade Pedagogica 

is too long and should be broken into two parts, one 

offering the first degree, after which the graduates can 

start teaching, and the other offering a second degree. 

This option is still under consideration. 

Problems facing teacher training centers include lack 

of materials such as textbooks, libraries, and a shortage of 

qualified faculty. Foreign instructors are contracted, but 

some of them have proved to be rather inefficient owing to 

their scanty knowledge of the country and its people, and 

their lack of conversational and specialized Portuguese. 

Coming from different backgrounds, the teaching techniques 

and methodology have sometimes conflicted with the reality 

in Mozambique. A number of them have not taught before nor 

have they gone through a teacher education program. 
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Teachers are classified in accordance with their 

academic qualifications: 

Category A 

Category B 

Category C 

Category D 

Category E 

University degree 

13 years of education 

11 years of education 

9 years of education 

7 years of education 

(Dzvimbo, Plank, Torres & Verhine, 1992) 

It seems that the attitude of some teachers towards 

their role as educators is taking a negative route. This is 

partly a result of the tough economic situation the country 

is going through. Teachers' salaries, especially primary 

school teachers, is reportedly low (Woodward, Eduardo & 

Berlin, 1994). Some teachers have resorted to practicing 

corruption to make ends meet: selling examination papers 

and answers, and asking for favors from students or parents 

in return for getting good grades or passing the class. 

Bamabe Welo, a teacher of English at Escola Secundaria 

Samuel Kankhomba in northern province of Niassa in 

Mozambique, shows his disgust of irresponsible teachers in 

his poem The Corrupt Seed: 
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Professor, you are dismaying, crippling and dimming ovir 
perspectives 
You more often them not incite apprentices' diabolical way of 
life 
Overall shabby attitudes of selling off professional secrets aind 
blackmailing apprentices are tearing society apeirt. 
Not only once have you been engaged in professional 
illicit battering trade. 
It's yoxir devilish business. 

The community envisages you as a torch of their life. 
The driver of the vehicle of hope and prosperity but 
you are a black sheep devoted to womanizing, drug trafficking 
and alcoholism. 
Forgery, the cibuse of power and confidence. 
You are deeply spoiling minds. 

Healthy seeds bear healthy plants and bximper harvest. 
The wrong seeds you sow in apprentices' brains germinate 
and grow mistakenly. 
They too bear faulty fruits, the legacy of trauma. 
Yes indeed, you teach the catalog of epidemics! 

Bamabe Welo 

Welo's objective for writing the poem is not only to 

denounce the bad teachers' malpractice, but to take the poem 

into his classrooms, and perhaps give it to other teachers 

and let the students read it and discuss the issues raised 

in it. Welo wrote questions for the poem for discussion. 

Questions B through D are reproduced here: 
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B) After studying the words above, write down four bad 

things which a ^professor' must not do. Then check 

them in the poem. 

C) Now read the poem and answer the following: 

1. Why are the people very angry with the professor? 

2. How do the people see the morally good professor? 

3. What is the implication of the "wicked seeds"? 

4. Is it all right to call this professor a black 

sheep? Why? 

D) Now look at this brainstorming section. 

1. Write down good qualities of a good professor and 

discuss them. 

2. You are the school principal and are well aware of 

a professor's professional conduct. What would you 

do? 

This is an example of one teacher's abhorrence of the 

situation cuid his determination to educate his students and 

colleagues. Some of the students reading the poem will 

hopefully become teachers in the future, and this poem and 
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the potential discussion it can ensure could make a 

difference in their professional life. Also, in Mozambique, 

didactic materials can be hard to find. Welo shows how 

teachers can use whatever materials they have, including 

everyday issues, to bring to the learning event. 

4.22 War Destroys the School Network 

Hardly had independent Mozambique started getting on 

its feet when war broke out again. This war was different 

from the colonial war in many ways (Finnegan, 1992/ Hanlon, 

1984). Throughout the country, in lower primary education 

over 50 percent of the school network was destroyed. 

Between 1983 and 1989, the number of students affected by 

the war was estimated at 807,926. During the same period 

12,515 teachers were affected (Dzvimbo, Plank, Torres & 

Verhine, 1992) . In its efforts to end the war, the 

Mozambique government signed an accord with South Africa, 

which was actively involved in the war. The Nkomati Accord 

non-aggression pact was signed in March 1984. Despite the 

accord. South Africa consistently violated the terms of the 
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agreement attacking innocent civilians and villages and 

tovms. The destruction of Mozambique's infrastructure 

continued unabated. As more schools were laid to waste by 

bombings, more and more school children were displaced, 

traumatized or killed. The following figures show the 

extent of the destruction. 

Table 4.2.4 

Disruption to Education System before and after Nkomati 

Province Schools closed Pupils Teachers 

Before After 
displaced 
Before After 

displaced 
Before After 

Cabo 
Delgado a) 29 a) 5,713 a) 91 

Gaza 98 98 13,374 12,288 219 202 

Inhambane 233 247 56,131 55,775 752 807 

Manica 49 98 9,653 18,328 145 257 

Maputo 

Province 36 123 3,532 15,061 82 258 

Nampula 43 230 5,454 36,273 95 608 

Niassa a) 193 a) 19,330 a) 354 

Sofala 186 228 31,539 39,197 495 597 

Tete 18 164 2,239 22,092 39 434 
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Zatnbezia 177 453 30,766 89,709 569 1,384 

Source: Ministry of Education (quoted in Johnson & 
Martin, 1989, p. 27) 

Note: Under each heading the figures on the left are 
those for November 14, 1983, four months before Nkomati. 
Those on the right are for December 31, 1985. 
a = No statistics appear in the 1983 report. War had not 
began in Cabo Delgado at the time. As for Niassa, it is 
unclear whether the province did not make returns or whether 
no schools were affected at that point. 

The figures above reveal the extent to which schools 

were destroyed in each of the provinces in Mozambique. 

After the Nkomati accord was signed even more schools were 

destroyed. Nation-wide, the Mozambique Government estimate 

that about 3,000 schools were destroyed by the war. In the 

worst hit region of Tete, 88.9 percent of the 479 primary 

schools were razed to the ground (Ayisi, 1990). Zambezia 

province was deprived of about 80 percent of its schools 

(Graham-Brown, 1991). Destruction in other areas of the 

economy was also severe during this time. Up to 1991, it is 

estimated that the war affected 1,250,000 children and 
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nearly 20,000 teachers at the first primary school level 

(EPl); some 100,000 children of school age (7-15) were 

orphaned or separated from their families (Ministerio da 

Educagao 1993, quoted in Woodward, Eduardo & Berlin, 1994, 

p. 12) . The Vice-Minister of Education reported that 

because of the war, a great number of children cannot be 

offered a place in the schools and that only one third of 

Mozambican children of school age were enrolled in 1992 

(Dzvitnbo, Plank, Torres & Verhine, 1992) . 

Many people took refuge in the neighboring countries. 

By 1991 about two million Mozambicans had taken refuge in 

the adjacent countries. A further 1.9 million were 

officially "internally displaced" within the coiintry (Wilson 

Sc. Nunes, 1994) . In the neighboring countries, schools for 

Mozambican children were set up. But again the problems 

were insurmountable. Teachers and materials were in short 

supply. The conditions under which the children worked were 

hardly conducive to proper learning. 
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4.23 Rehabilitation of the Education Sector 

In 1994 democratic elections were held following the signing 

in October 1992 of a General Peace Accord in Rome, Italy, 

between RENAMO (Resistencia Nacional Mogamhicana) and 

FRELIMO, the ruling party. This ended seventeen years of 

post-independence war. Subsecjuently, general elections were 

held in 1994. FRELIMO came out victorious. During the 

election campaign and after, FRELIMO promised to prioritize 

the rebuilding of the education sector, especially in the 

areas badly affected by the war, which are largely rural. 

4.24 Regional Disparities in Education 

Regional disparities in education in Mozambique is a very 

serious issue. During the colonial period the Portuguese 

focused their attention on areas which responded to their 

economic interests. They developed urban centers more than 

rural areas where the majority of Mozambicans lived. The 

Portuguese developed the southern half of the country more 

than the central or northeim regions. More industries were 

built in the southern part. There were better communication 
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systems in the south. The south had more schools, more 

hospitals and health centers. It is not surprising 

therefore that the few Africans who were lucky enough to get 

sound education came from the south. One reason for this 

disparity is that the Portuguese were trading with South 

Africa and also with Britain through Rhodesia. The southern 

part of Mozambique was set in such a way as 

to serve the growing Rand gold fields. In 1909 an 
agreement was signed between the government of the 
Transvaal and Portugal guaranteeing mine labor. In 
exchange half of all Transvaal trade would go through 
the new port of Lourenpo Marques. ... Remittances from 
the miners and South African port and railway traffic 
accounted for about one-fifth of Mozambique's foreign 
exchange, much the most important source of revenue 
(Hanlon, 1984, p. 17). 

Another reason is that during the liberation war the 

actual fighting took place in the northern half. So 

whatever little was built in these regions suffered 

destruction. Although FRELIMO controlled some parts of 

these areas their efforts were sabotaged by the Portuguese 

who bombed and destroyed most of what was being developed. 

The inequalities in education are also reflected in higher 

education. Although over 80% of Mozambique's population is 
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rural, higher education is dominated by students from urban 

centers. 

Table 4.2.5 

Distribution of Rural students at the Eduardo Mondlane 
University 

Year 1981 1985 1990 

Pre-university 308 47% 340 58% 18 38% 

E.M.University 447 42% 574 48% 1026 38% 

Total 755 44% 914 49% 1044 38% 

Source: Universidade Eduardo Mondlane, 1991, Present and 
Perspectives, Maputo (cited in Dzvimbo, Plank, Torres & 
Verhine, 1992 , p. 51) . 

Pre-university schools are few in the north. The best 

pre-universities are to be found in Maputo, as a result 

students from Maputo tend to be over-represented in higher 

education. In 1990 for instance, forty-one percent of the 

student population at the Eduardo Mondlane University came 

from Maputo, eight percent from Zambezia, seven percent from 

Nampula, four percent from Tete, and three percent from Cabo 
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Delgado. 

Housing shortage in Maputo is also a major contributor 

to the problem. All institutions of higher learning, the 

majority of which are mostly located in Maputo, have very 

limited halls of residence for students. This situation 

does not favor students from rural areas or other regions, 

especially those from the far north. The Mozambique 

government is, however, trying to arrest the situation by 

establishing university branches in the central and northern 

regions to cater for students from these areas. Presenting 

the Government program to the Assembly of the Republic, 

Mozambique's Prime Minister, Pascoal Mocumbi said: 

The Government's objectives and priorities for the next 
5 years are the following: education, health, rural 
development and employment. ... As balanced regional 
development is a government concern, the investment 
plans will seek to ensure that building works are 
carried out in the country's various regions so that 
different educational levels are more accessible. Thus 
higher education will be extended to the central and 
northern regions. All the provinces will have pre-
university education. In expanding the school network 
it is planned to build at least 2,600 new 1st level 
primary schools, and progressively to introduce 6th and 
7th years in the schools that now teach up to 5th year, 
so as to cover all district capitals, administrative 
posts and the headquarters of the ZIPs (Pedagogical 
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Zones of Influence) . With regard to the quality of 
education, planned actions are aimed at introducing 
improvements in the areas of curriculum, teacher 
training, training school directors, production and 
distribution of school materials, and inspection and 
pedagogical supervision. (Mozambique Prime Minister's 
speech appearing in NOTMOC, April 4, 1995). 

The areas the Prime Minister mentioned such as 

curriculum, teacher training, and distribution of school 

materials, definitely need improvement. All these areas 

need individuals who are well trained. The training of 

school principals is also an important area as Jamo (1992) 

proposes. 

Speaking on the opening day of the new academic year, 

February 1996, the President of Mozambique, Joaquim Chissano 

was reported by AIM (Mozambique News Agency) as having 

reaffirmed his government's determination to expand the 

school network and also to see to it that the quality of 

education is improved. The President was at the same time 

inaugurating a new secondary school in the Maputo suburb of 

Malhazine. This is "the first secondary school built in an 

outlaying suburb since independence in 1975." On this 

occasion, the Minister of Education reported that in 1995 
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there were 4,174 first level primary schools (grades 1 

through 5); this year (1996) there are 5,337 such schools, 

an increase of 28 percent. 

The Minister also reported a significant increase in 

children attending school. In the first grades of primary 

education, the number of students going to school rose from 

1.4 million to 1.6, he said. In the second stage of primary 

education (grades 6 through 7) , the number of schools has 

risen from 230 in 1995 to 280 in 1996, an increase of 21 

percent. The number of students at this level has also gone 

up by 10.7 percent from 129,445 to 143,228. As for 

secondary school, the Minister reported that the number of 

schools and students at this level remains low. In 1995 

secondary schools coxinted 48 against 54 in 1996. The number 

of students at this level has also seen an increase from 

33,165 to 37,312, up 12.5 percent. Two pre-university 

schools are expected to open in 1996, one in Inhambane 

province in the south of the country and the other in 

Niassa, in the north. This will bring to 12 the number of 

pre-university schools in the country. 
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The communities in various parts of the country are 

also participating in educational reconstruction through the 

building of schools. Foreign organizations are also lending 

their support: the World Bank, UNICEF, Norway, Denmark, 

Finland, and Italy and a number of non-govemmental 

organizations. The support comes in the form of training 

Mozambiccins and financial support. In 1990 the Ministry of 

Education was offered the following financial assistance: 

Bilateral Cooperation Amount for 1990 

(In US$000) 

1. NORAD 1,715 

2. NORWAY 500 

3. GREAT BRITAIN 350 

4. FRANCE 200 

Multilateral Cooperation 

1. British Commonwealth 

2. UNDP/UNESCO 

3. WFP (World Food Program) 

4. UNFPA (United Nations F\ind 

5,000 

200 

100 

for Population Activities 200 

Carrilho 1990, quoted in (Dzvimbo, Plank, Torres & Verhine, 
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1992, p. 79). 

4.25 Private Schools 

During the Fifth Party Congress in July 1989, FRELIMO 

made the decision to allow private schools to operate in 

Mozambique. Since independence there were no private 

schools running in the country. The decision to allow 

private education in the country was taken in order to allow 

more students to be able to get an education, the government 

being able to provide schooling for only 40 percent of 

school-age children (Ayisi, 1990). 

Summary 

This chapter examined with language and education in 

colonial and independent Mozambique. Colonial education was 

for the Portuguese only. Very few Africans were given the 

opportunity to go to school. Schools for Mozambicans were 

controlled by missionaries. The objective of missionary 

education was to help the Portuguese government to 

economically exploit the country. Mozambican languages were 

prohibited from use in education. Such a policy has 
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hampered efforts to develop and promote Mozambicsm. 

languages. 

Independent Mozambique has witnessed the expansion of 

the school network. The number of students attending school 

grew considerably which required the expansion of areas such 

as teacher training and materials production. 

The task of managing education was not easy. The Rhodesian 

war and South Africa's destabilization campaign greatly 

affected the way education was conducted in Mozambique. 

That the system is still working and is now showing some 

qualitative improvements shows that the future of education 

in the country is promising. New schools are being built, 

efforts to provide quality education are being made. More 

teachers are being trained. However, despite these hopeful 

signs, much needs to be mended in many sectors. Peace is 

now a reality in Mozambique, and it seems that it will hold 

for a very long time, if not forever. That being the case, 

a lot more improvements cind innovations need to be 

introduced not only in education, but also in other sectors 

of social life and the economy. 
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The next chapter looks at the linguistic con^osition of 

Mozambique. It discusses the position of Mozatnbican 

languages and Portuguese, in the society. Issues concerning 

language policy implementation in education are also 

discussed. 
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Figure 5.1 

The Languages of Mozambique (NBLIMO, 1989! 
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CH2VPTER V 

THE PEOPLE OF MOZAMBIQUE AMD THEIR LANGUAGES 

5.1 The Language Situation of Mozambique 

It is estimated that there are over 30 indigenous 

languages in Mozambique. The study of these languages has 

not been completed yet, so it is not known for certain how 

many languages exist in the country. An early 

classification of Mozambican languages was carried out by 

Guthrie (1967/71) who categorizes these languages in: 

(a) Zone G. 

Lemguage Group G.40: Swahili 

(b) Zone P 

Lauiguage Group P.20: Yao 

Languages: 

• Yao (P.21 
• Makonde (P.23); 
• Mavia (P.25)^. 

Leuiguage Group P.30: Makua 

Languages: 

• Makua (P.31) 

^This language never existed (See notes at the end of 
Chapter V) 
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• Lotnwe (P.32) 
• Ngulu/W. Makua (P.33) 
• Cuabo/Cuambo (P.34). 

(c) Zone N 

Language Group N.30: Nyanja 

Languages: 

• Nyanja (N.31a) 
• Cewa {N.31b); 
• Mananja (N.31c). 

Leuiguage Group N.40: Senga-Sena 

Languages: 

• Nsenga (N.41) 

• Kunda (N.42) 

• Nyungwe(N.43) 

• Sena (N.44) 

• Ruwe {N.45) 

• Podzo (N.46). 

(d) Language Group S: 

Language Group S.IO: Shona Cluster 

Languages: 

• Korekore (S.ll) 
• Zezuru (S.12) 
• Manyika (S.13a) 
• Tebe {S.13b) 
• Ndau (3.15) 

Leuiguage Group S.50: Tswa-Ronga 

Languages: 
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Tswa (S.51) 

Gwamba (S.52) 

Tsonga (S.53) 

Ronga (S.54) 

Language Group S.60: Chop! 

Languages: 

Chopi/Lenge (S.61) 

Tonga/Shengwe(S.62) 

The map of Mozambican languages dravm up by NELIMO 

(Figure 5.1) identifies 20 languages. The national census 

of population taken in 1980 (the latest), identifies 24 

Mozambican languages. All the languages identified belong 

to the same family group of languages knovra as Bantu. They 

share a number of common features. Evidently, communities 

which share borders may have many more common words than 

those far apart. The closer the communities, 

geographically, the higher the level of mutual 

intelligibility. Some of the languages spoken in Mozambicjue 

are also spoken in the neighboring countries. For example, 

Shona is spoken in Zimbabwe; Shangaan is found in South 

Africa and parts of Zimbabwe; and Nyanja and Yao are spoken 



in Malawi. But because of geographical, historical and 

colonial differences and experiences, these languages are 

considered to be separate languages in certain ways. For 

Example, the Shona spoken in Zimbabwe has specific words 

which people in Mozambique do not use and include many loan 

words from English (Ngara, 1993/ Bernstein & Myers-Scotton, 

1993) . Mozambican Shona on the other hand, has words not 

known by their Zimbabwean relatives, besides having some 

Portuguese borrowings (Cabral, n.d.; Quintao, 1951). But it 

can not be denied that these people are unmistakably the 

same, separated only politically by boundaries drawn up by 

colonialists who sought no advice and suggestions from the 

Africans themselves. See Table 5.1 for a list of some 

languages of Mozambique and the number of their speakers. 
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Table 5.1 

Some Languages of Mozambique and the Number of Speakers 

Language Hxinber of speakers Areas language spoken 

Kimwani 50,000 Cabo Delgado 

Makonde 300,000 Cabo Delgado 

Yao 1,000,000 Niassa, Cabo Delgado 

Nyanj a 385,000 Niassa, Zatnbezia, Tete 

Makua 3,232,000 Nampula, Cabo Delgado, 
Niassa, Zatnbezia 

Chuwabo 664,000 Zatnbezia, Sofala (Beira) 

Nyungwe 262,000 Tete, Manica 

Sena 1,086,000 Sofala, Manica, Zatnbezia, 
Tete 

Balke 7,200 Manica 

Shona 760,000 Sofala, Manica, Inhambane 

Gitonga 223,000 Inhainbane 

Tchope 333,000 Inhambane, Gaza 

Ronga 500,000 Maputo 

Xitswa 250,000 Inhambane, Maputo 

Shangaan 1,150,000 Gaza, Maputo 

Source: NELIMO quoting the 1980 population census - quoted 

in Firmino, 1995) 
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Mozambique's 1980 population census provides the 

following linguistic data: 24.4 percent of Mozambicans 

speak Portuguese. Of these, 23.2 percent speak both 

Portuguese and a local Icinguage or local languages, and 1.2 

percent have Portuguese as their native language. The rest, 

75.6 percent, speak no Portuguese. 

The time span since the last census was taken has been 

long, as is evident. Many significant events have taken 

place since. Drought, floods and war have caused many 

Mozambicans to dislocate in search of arable land and safer 

places within and outside the country. Among other things, 

these dislocations have definitely spread the languages, 

including Portuguese, spoken in the country, within the 

country and to neighboring countries. Dzvimbo, Plank, 

Torres & Verhine, (1992) point out that the post-

independence wars might have had "a socialization effect", 

meaning that people from different ethnically homogeneous 

communities were forced to communicate using Portuguese. I 

would estimate, therefore, that the population speaking 

Portuguese in Mozambique presently is well above 35 percent. 
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With people continuing to be reorgsuiized into new 

cominunities following the end of the war, even more people 

are spesiking Portuguese. 

Article 3 of the Mozambique Constitution (1992) says 

the following regarding the question of language: 

Article 3 

Official Language 

Section 1 

Portuguese is the official language of the Republic of 
Mozambique. 

Section 2 

The Congress and Provincial governments may enact laws 
authorizing the official use of languages other than 
Portuguese within their respective jurisdiction. 

Blaustein & Flanz (1992) 

Although Section 2 of the constitution indicates the 

possibility of Provincial governments to authorize the use 

of languages other than Portuguese, little is happening 

towards the concretization of this proposition. Inactivity 

in this area is not because the Provincial governments are 

not willing to promote and use Mozambican languages. Some 
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of these languages have yet to be identified or studied. 

However, having such a statement in the Constitution is 

significant. It can create favorable attitudes on people 

towards their own languages, and policy makers and educators 

can be stimulated to think seriously about developing their 

languages. 

It is estimated that by the year 2000, some 200 million 

people will speak the Portuguese language as a mother tongue 

or as the official language (da Silva & Gunnewiek, 1992). 

In Africa, five countries have adopted Portuguese as their 

official language and language for education: Mozambique, 

Angola, Sao Tome and Principe, Cape Verde, and Guinea 

Bissau. In Asia Portuguese is spoken in Macau, Goa and East 

Timor, Da Silva & Gunnewiek (1992) point out that the 

countries which defeated Portuguese colonialism became one 

of the focuses of the Portugal's language and culture spread 

policy "only some time after decolonization ended in 1975" 

(p. 73). This contradicts the very objectives the 

Portuguese had in occupying these lands in the first place: 

creating wealth and spreading their culture. The Portuguese 
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language and culture spread policy dates back to the day the 

first Portuguese set foot in these countries. The decision 

by these countries to adopt Portuguese as the official 

language attests to this culture-language spread policy. 

The various decrees issued regarding the promotion of the 

Portuguese language and the prohibition of local languages 

in the school system is evidence of Portuguese language and 

culture spread policy. 

5.2 Research on Mozambican Languages 

The work to study Mozambican languages started in 1978 

by NELIMO (Center for Research on Mozambican Languages). 

The objective of NELIMO at the beginning was to study 

Mozambiccin languages "in order to provide information for 

future Portuguese teachers, to study cultural preservation, 

and document linguistic forms which might aid Radio 

Mozambique and other media" (Passanisi, 1990, p. 175). 

In 1983 the 11th Session of the Central Committee of 

FRELIMO recommended the setting up of a center which would 

research Mozambican languages. The Ministry of Education 
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(MEC, 1983) supported the idea: 

... if we choose to direct ourselves to a situation, 
surely a distant one, in which Portuguese will be the 
Icuaguage of Mozambique, we should take measures so that 
this does not happen at the expense of cultural 
amputation and could come to mean the disappearance of 
Mozambican languages ... The prolonged contact of 
Mozambicans with the Portuguese language in not 
culturally innocuous (Quoted in Passanisi, 1990, p. 
176) . 

Some politicians and even common citizens have come to 

realize that something needs to be done to officially 

promote Mozambican languages. NELIMO found its initial 

funding from SAREC (Swedish Agency for Research Cooperation 

with Developing Countries) , France, Germany, and UNESCO 

(Passanisi, 1990). Efforts to study Mozambican languages 

are still continuing at institutional and individual levels. 

Mozambican students have been sent abroad (Zimbabwe, 

Tanzania, Brazil, England, and the United States) to study 

linguistics, and in some specific cases they study their own 

languages. In Mozambique itself seminars and workshops on 

the languages of Mozambique are organized locally and 
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sometimes by foreign organizations such as the Summer 

Institute of Linguistics. 

At the individual level, there is now more enthusiasm 

to use Mozambican languages. Before I left for the United 

States in 1992, there was a popular Makonde language 

magazine, Lyalosho. A Makonde grammar was also published. 

(Mpalume & Mandumbwe, 1991). Recently, Maputo acquired a 

magazine written in one of the local languages. One of the 

local television stations broadcasts part of its programs in 

a local language. There are also several novels written and 

published in local languages. At the Eduardo Mondlane 

University, two courses started fiinctioning in 1989, 

teaching Tsonga and Makua languages. These are elementary 

courses, mostly geared towards non-native speakers. The 

courses, however, attract more foreigners than Mozambicans. 

On the whole, there is keen interest in Mozambican 

languages. Such interest is importcint in creating positive 

attitudes toward local languages. 
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5.3 Language and Religion in Mozambique 

MozambiCcui religions use local languages exclusively in 

their services. People who profess the Muslim religion use 

Arabic. Christian religions are conducted in Mozambican 

languages, Portuguese and English. In 1991 Mozambique 

witnessed a small scale language conflict in the central 

region of the country. This conflict continued until 1993. 

The Mozambique News Agency (1993, No.17) reported: 

There is no end in sight to the language conflict among 
Roman Catholics in the central Mozambican city of Beira 
which has led to the closure, for the second time in a 
year, of the church of St. Joseph in the sxiburb of 
Munhava. Neither side in the dispute is prepared to 
yield. The majority of Beira residents speak the Sena 
language, but the city's Catholic Archbishop, Jaime 
Goncpalves, has imposed his own mother tongue, Ndau, as 
the sole liturgical language in the city, on the 
grounds that Ndau was *the original language of the 
Beira area'. 

Sena speakers coxintered the Archbishop's arguments on 

the issue of *original language'. The Sena speakers 

insisted they were not opposed to "our Ndau brothers, what 

we are opposed to is the Archbishop preventing us from 
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praying in our own language." An old Sena Catholic said, 

"Do you think that at my age I can leam Ndau, just so that 

I can pray?" The Sena speakers saw the Archbishop's 

decision as being politically motivated. "We think the 

Archbishop has one foot in politics and the other in the 

church," they lamented. 

After a long time of discussions and debate a solution 

was eventually reached: 

Roman Catholic priests in the city of Beira have 
proposed overcoming the language conflict among Beira 
Catholics by authorizing the use of all three languages 
spoken in he city - Sena, Ndau and Portuguese - in 
liturgical services... The priests propose a simple 
solution: in churches where there are 
three services, there can be a service in each 
language. Where there are only two services one should 
be in Portuguese, and the other in both Sena and Ndau. 
But in cases such as Miinhava, where there is only one 
Sunday service, it should be in all three languages 
(Mozambique News Agency, 1993, No. 19) . 

The church was reopened and the people started praying 

again, 
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5.4 Lanauaoe Policy and Literary Development 

Machel (1983) refers to literacy in Mozambique as a 

battle for liberation and development. He says the battle 

for literacy is a long one and requires the pulling together 

of efforts, intelligence and patience. To him illiteracy 

isr "um cancro para o nosso desenvolvimento" (a cancer to 

our development) . On the day the National Literacy Campaign 

(Campanha Nacional de Alfabetizacpao) was launched. President 

Machel described Mozambique as: 

... a country of illiterates in which the majority of 
its people can not read a resolution of the People's 
Assembly; they can not read a directive of the Party; 
they can not read instructions which come with machines 
at their places of work; they can not read the 
instructions which come with seeds selected for the 
cooperative; they can not read the prices in the shop. 

Many of the deputies in the People's Assembly can 
not even read the Constitution of the Repviblic. It 
means they do not know their rights. ... Many 
militants of the Party can not read the Statutes 
and the Program of the Party (p. 35, Author 
Translation). 

To rectify the situation, a national adult literacy 

campaign was launched in 1978. The objective was to help 

100,000 adults in production roles to acquire the basic 

skills of reading, writing and calculation (FRELIMO Party 
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Central Committee, 1987). Lind (1988); and Marshall (1988; 

1993) provide a good account of the efforts undertaken in 

Mozambique in the areas of adult literacy, which began 

during the liberation struggle in the Liberated Zones. Two 

literacy seminars have been held to assess the undertaking. 

One took place during the war of liberation, and the other 

during the Transitional Government in April 1974 (Mozambican 

delegation, 1978). 

After independence adult literacy was better organized 

than during its previous phases which were constrained 

mostly by the war. Previously, only a small area was 

covered. After independence adult literacy became a national 

event whose central purpose was "to liberate the creative 

initiative of the working classes, by equipping them with 

basic scientific knowledge and instruments of analysis, 

which permit their best and full participation in the 

construction of the socialist society in our country" (MEC, 

1978 quoted in Lind, p. 53). 

According to the Mozambican delegation at the Dar-es-

Salaam meeting in 1978, the objectives of the literacy 
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a) To engage all Mozambican people in the revolution 
for the creation of a new society. 

b) To assume and spread the political line of FRELIMO. 

c) To relate popular education to production. 

d) To activate the tasks of national reconstruction. 

e) To permit Mozambicans to rediscover their positive 
traditions, personality and values. 

f) To learn reading, writing and arithmetic. 

g) To reinforce national unity. 

h) To develop an internationalist spirit. 

(Mozambique Delegation, 1978) . 

These objectives may or may not have been arranged in 

order of importance. But it is curious to observe that 

learning to read and write is not the number one objective. 

It comes fifth. This can be inteirpreted to mean that the 

Mozambican government was preoccupied more with mobilizing 

and politicizing the people in order for the Mozambican 

people to consider the importance of freedom and to help 

them create and form favorable attitudes towards the new 
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government. It must be remembered that from the beginning 

of the Liberation War, the Portuguese government had control 

over the propaganda machine with radio, pamphlets, and 

magazines, and they referred to the freedom fighters as 

"terrorists" and "bandits". Some people believed that 

FRELIMO was a gang of discontented citizens whose objective 

was solely to sow fear and confusion in the minds of the 

people. Therefore, after liberation, the FRELIMO government 

had the task of changing the tarnished view of the 

organization and its members in order for the people to 

cooperate in the process of rebuilding the country. The 

literacy campaign was one of the arenas where this 

politicization process could be effectively conducted. 

Literacy, then, was not seen primarily or solely as an 

academic task. It is for this reason that the 

aforementioned Mozambican delegation asserts: "Literacy 

emerges as a political task because it brings knowledge of 

Frelimo's political line to the people" (p. 131). 

The Mozambican delegation also informed the 

participants to the Dar-es-Salaam conference: "In our 
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country literacy work is conducted in Portuguese as the 

instrument which enables communication among all 

Mozambicans, is a weapon of our unity, given the great 

variety of languages spoken in Mozambique" (p. 129). 

Marshall (1985), writing about education and the 

literacy campaign in Mozambique points out that tackling 

literacy in a second language can complicate the undertaking 

in terms of teacher training, textbook production and 

evaluation methods. Yet, one of the reasons given for the 

failure of the Mozambican literacy endeavor was the use of 

Portuguese (Johnston, 1984; Lind, 1988). But, on the other 

hand, teaching in local languages, as Marshall(1985) and 

Lind, 1988) also mention, could have been as difficult or 

even more burdensome than using a second language, 

Portuguese. Mozambique did not have the personnel to 

develop Mozambican languages, and would have needed 

"intensive input from foreign expertise" (Lind, 1988:167), 

which would have further compromised and complicated the 

program. Lind (1988:167) also alleges: "Most of the 

tutors' skills in Portuguese were functional but not 
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sophisticated enough for any systematic teaching . . . ," But 

it is true also that there are many Africans whose command 

of their mother tongue is not sophisticated enough to allow 

them to teach. 

Many African coxantries face this difficulty, as the 

following situation in Ghana testifies: Hansfold (1994:78) 

writes of the Ghanaian experience to teach in Chumbuning: 

... the beginning of the course is learning how to read 
and write. ... All stories for practice reading are 
grounded in normal village life, and were written by a 
local man. Even teachers' instructions were in 
Chumburung. The chief and elders of each town or 
village were asked to choose people who had completed 
primary and middle school, and hence were literate in 
English, and were patient and trusted in their 
community. These men and women were trained in what 
must have been the shortest teacher training course on 
record. On the first day, they leamt how to read 
Chumburung, and on the second day how to teach their 
own people, including illiterates. ... However, the 
poor economic situation at that time did not encourage 
students to buy books, and the supervisors found it 
difficult to visit classes, most of which are rural, 
with only a bicycle. Not only were there the usual 
drop-outs, from those first classes, but the impetus 
was not carried over to others, that is others were not 
motivated to feel a need to leam to read Chumburung 
themselves. 

Despite the many challenges, the literacy campaign in 
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Mozambique brought gratifying results, although Lind 

(1988:74) shows a decline in numbers attending literacy 

classes. It must be noted, however, that the measure of 

success for Mozambique can never be measured in mere 

numbers. The success within the literacy classes was the 

opportunity to become literate in itself. The desire for 

those that attended cannot be lessened by numbers of those 

who did not attend. In a country where, at the time, people 

were afflicted by natural disasters such as drought, floods, 

and the resulting homelessness and hunger, finding time to 

study and summoning the energy to do so in such a precarious 

situation is not only courageous, but short of a miracle. 

There were other factors that caused problems in the 

literacy campaign as Lind (1988) also notes. Some of these 

factors were even stronger than the use of Portuguese. The 

lack of thorough research before the program was launched 

meant that literacy work did not take into account the kind 

of problems that would be encountered at the implementation 

stages of the program in the different communities. There 

was no way to foresee problems and think ahead of time for 
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possible solutions. The overwhelniing majority of literacy 

teachers were untrained, or trained hastily, and were not 

paid for their services. This affected their motivation, 

moral and commitment to the project. The lifestyle of the 

villagers was not studied enough in planning for the 

literacy campaign. During the rainy season, for instance, 

villagers normally work in their fields, tending their 

farms. And, a few villagers saw no tangible benefits from 

knowing to read and write. It is no wonder that most people 

gave preference to working in their farms than to learning 

in classes. There was also the question of war, and the 

difficult economic situation which badly gripped the country 

at one of this stages. 

The debate over which language for literacy is still 

going on. INDE (National Institute for the Development of 

Education) focused its attention on the use of national 

languages in relation to adult literacy. It is commonly 

believed that adults, as well as children, do well in 

education if they are taught in their mother tongue or a 

language of the immediate community as opposed to a second 
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language which they hardly know. But Bhola (1983) poses 

another vital question: 

literacy should not doom the new literate to a localite 
existence, bounded by a small community of people 
speaking his/her language, and render the new literate 
unable to join the mainstream of politics and economy 
of the region or country. The national or official 
language ultimately must be taught, though literacy may 
be taught first in the mother tongue or a local 
vernacular before shifting to the national or official 

. language (p. 214). 

In Mozarabicjue, Portuguese is the only language which is 

systematically taught and learned by students in school. 

Conferences, seminars and workshops, sometimes sponsored by 

the Ministry of Education are held frequently to study how 

the language is taught and what improvements to its teaching 

should be done. The Portuguese government also financially 

supports the study of Portuguese in Mozambique through its 

Embassy and organizations such as the Calouste Gulbenkian 

Foundation. The First National Seminar on the Teaching of 

the Portuguese Language was held in Maputo in 1979. 
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5.5 Language-in-education Policy in Independent 

Mozambique 

The Ministry of Education has adopted the policy that 

Portuguese should continue to be the language of school and 

adult literacy because it is: 

The language of national unity 
The language of FRELIMO thought 
The language with already developed scientific 
vocabulary; and 
The language which permitted a two-way communication 
with the world at large (Spectator, 1982, p. 38). 

As I documented earlier, Portuguese is taught in 

schools from primary school to university level. In all the 

stages of education, the Portuguese language is the medium 

of instruction. In primary and secondary schools it is one 

of the subjects, along with mathematics, with more hours on 

the school schedule. Any student who flunks in either 

Portuguese or mathematics has to repeat the class even if 

their grades in other subjects are excellent. The policy of 

using Portuguese has been criticized on the grounds that it 

discriminates against the students who do not use 

Portuguese. It favors those who live in urban areas, while 
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students in rural areas are denied the chance to excel owing 

to their limited command of the language of instruction. In 

a report financed by the Swedish International Development 

Authority (SIDA) , Hyltenstam and Stroud (1993) point out 

that "the exclusive use of a second language as the medium 

of instruction is one of the most important factors in the 

complex of reasons behind the high wastage rates at the 

primary school level" (pp. 30-31). 

While it is true that using a language little known by 

students can affect their achievement level, it should also 

be remembered that if sound conditions and opportunities to 

learn the language are provided, the students can do well. 

Doing well in school depends on a number of factors, 

including teacher motivation; availability of didactic 

materials; learning conditions; parental and community 

participation; students' social well being; parental 

occupation; peace; student motivation and location of the 

school. 

The success of how well Portuguese is doing in the 

Mozambique is not measured by a test or examination, but by 
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the extent that Mozambicans are accepting Portuguese as the 

language of wider coinmunication. Mozambican children should 

not be measured by what they lack, but by the effort given. 

The effort to msike Portuguese the language of instruction 

must never become the new gatekeeper holding Mozambicans 

back. Ways must be found other than the old measures of 

success passed down from the Portuguese. Schools must be 

places of hope, and the language of liberation must not be 

seen as a new oppressor. Independent Mozambique must 

understand that opportunity must not be smothered by 

comparing its people to Portugal' s Portuguese standards. 

Fluency should not be what is needed in Mozambicjue schools, 

but functionality. The concept of Portuguese being the 

language of liberation and unity is still new for Mozatnbican 

people. To cast judgment now is like casting judgment on an 

infant's ability to walk before he or she can crawl. 

There are additional reasons why students fail. They 

fail because of the use and content of tests. Many teachers 

are preoccupied more with testing the students than sharing 

knowledge. It is not uncommon for students to be tested 
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twice or three times every week, not only in Portuguese, but 

also in other subjects. Dismal social conditions of many 

students are also factors that result in achievement rates 

that are unsatisfactory. Nowadays, the situation has even 

gotten worse. To get a pass, students have to bribe the 

teacher or buy examination papers at some market place at 

sky-high prices. 

The key issue in Mozambique is that the country lacks 

resources needed to develop its languages and use them in 

education. Using multiple languages in education demands, 

among other things, sound research, good educational 

policies and availability of trained teachers and materials. 

As long as these conditions are unavailable the use of the 

mother tongue in education cannot be effectively 

implemented. 

Dzvimbo, Plank, Torres & Verhine (1992:44) indicate 

that the World Bank has given Mozambique 1 million US 

dollars for the bilingual program, which is expected to last 

for 5 years. By any standards this amount is extremely 

minuscule to spend on a serious project whose objective is 
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to influence or change the direction of education in the 

country. There is also an important point about the 

participation of foreign organizations in projects. Their 

time is limited. Once the specified time expires most of 

them leave, and as they do so the projects flounder because 

of lack of financial support. 

Dzvimbo, Plank, Torres & Verhine (1992) indicate that 

the World Bank has given Mozambique 1 million US dollars for 

the bilingual program, which is expected to last for 5 

years. By any standards this amount is extremely minuscule 

to spend on a serious project whose objective is to 

influence or change the direction of education in the 

country. There is also an important point about the 

participation of foreign organizations in projects. Their 

time is limited. Once the specified time expires most of 

them leave, and as they do the projects flounder because of 

lack of financial support. 

In their report, Hyltenstam and Stroud (1993:28) also 

point out that Mozambique is in the process of implementing 

bilingual programs under the sponsorship of the World Bank. 
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Two languages have been selected for the experiment, namely, 

Nyanja and Tsonga. The design of the program is 

transitional, in that Portuguese will replace the vernacular 

as the sole language of instruction from grade 3 onwards. 

The English Language 

English is a very important language in Southern 

Africa. All Mozambique's neighbors have adopted English as 

their official language. Beyond Mozambique's borders 

English is also widely spoken. Most of the world's 

scientific literature is written in English. It is also one 

of the most important languages in international forums and 

conferences, in trade, commerce and tourism. For these 

reasons the English language taught from secondary school 

through university is emphasized in Mozambican schools. 

In a booklet which contains the Proceedings of the 

First National Conference of English Language Teaching in 

Mozambique, Eduardo and Uprichard (1995:13) point out the 

following as national policy for English language teaching 

in Mozambique: 
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1.1 English has a part to play in contributing to 
economic growth and poverty reduction in 
Mozambique. 

1.2 It can assist the transition from a command 
economy to a market economy. 

1.3 A command of English will help medium and high 
level manpower promote and manage economic growth 
and poverty reduction measures and programs. 

1.4 English is of particular relevance in the 
following major areas: 

Commerce and trade 
Accessing aid 
Regional and international relationships 
Higher education and research 
Information technology 
Skills and technology transfer 
Tourism 

1.5 For English to contribute to national development 
requires a sustainable institutional capacity to 
deliver quality ELT. 

This document sees English primarily in economic terms; 

as an instrument to assist the countiry transit from a lower 

economic state to a higher state. 

The Instituto de Linguas Estrangeiras (Institute of 

Foreign Languages) was established to train teachers of 

English for the grades 7 through 9. That work has now 

shifted to the Universidade Pedagogica. 
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English for Mozambique 

English for Mozambique is a title of a textbook I co-

authored a few years back with a fellow teacher and friend. 

Today, this title is a call to get Mozambique to shift from 

using Portuguese as the official language to English. A 

number of individuals, both influential and otherwise, have 

spoken in support of this position. They argue that 

Mozambique should do away with Portuguese and adopt English 

for the obvious reasons that the latter is used as the 

official language by all of Mozambique's neighbors, and that 

English is a universal language. 

But others have countered this position by pointing out 

that switching from one language to another is not an easy 

task. Many factors have to be taken into consideration: 

the general attitude of the people towards the new language; 

availability of resources to leam the language both in 

schools and outside of schools; and financial disposition of 

the country. 

Recently, Mozambique became a member of the 

Commonwealth, a body which brings together former colonies 
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of Britain. This is seen, in some quarters, as the 

beginning of directing Mozambique towards adopting English. 

Because of its instrumental value, many people are eager to 

leam English. Knowing English, very often, guarantees a 

good job or promotion. It is for this reason that many 

teachers of English have abandoned their desks in schools to 

take other, better-paying jobs in the private sector. 

Knowledge of English Ccin also lead to personal achievement 

in education. 

Many jobs, in the private as well as government 

sectors, now require applicants to have a good working 

knowledge of English. The following job advertisements 

testify to this: 
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INSTITUTO DE FORMAQAO 
EM GESTAO ECONdUiCA 

ADMITE 
SECRETARIA(O) 

REQUISITOS: 
• Habilita^s 11 • dasse ou equivalente 
• Experidnda profissional na funfSo 
• Portuguds e inglte fluentas 
• Oomfnio de Wp 5.1 e Dbase 
• Idade de 22 a 35 anos 
• Ser mofambicana(o) 

CONDIQOES OFEREaOAS: 
• Bom ambienie de trabalho 
• Salirto compatfvei 
• Transpose coiectivo de e o trabalho S 
• Os caindklatos devsrdo enviar o "Curriculum Vitae' com ^ 

informa;6es adicionais que permitam avaiiar as suasT 
candidaturasat«aodia10.03.93—C.Postal2174—MAPUTO.-

Some job advertisements require that the application 

material be written in both Portuguese and English: 

OFERTA DE EMPREGO 
SL(KCEn)mx)OfB,!Jornâ s\ssocî  sita.na Av. Amilcar Cabral 
N® 1049, tern, ao dispor, vagas para a drea de informatica. 
Os interessados devem possuir tamk)^m conhecimentos de 

electr6nica e informatica. 

Requisltos necess^rlos 
— Nfvel m6dio 
—Certificado de habiiitagoes 
—Curriculum vitae, escrrto em IngISs e em Portugues 
— Experi§ncia profissionai de 5 anos 

Contacto 
— R. humanos, telefone 430106/8, 

falar com sr. Ceiso Amaral ou Susan Pullman. 

r n 

Ik ji 
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Since the reintroduction of the private school system 

in Mozambique in the early 1990s, many English language 

schools have sprung up. Some of these operate in conditions 

that are hardly conducive to learning. Others being taught 

by people who learned English in the gold mines in South 

Africa. But enthusiastic students still flock to these 

schools. These people are highly motivated. Their sole 

goal is to leam English so that they can better their lives 

in one way or another. Some do not have the vaguest idea of 

how they are going to improve their lives with the English 

language. Time will tell, seems to be their motto. 

Advertisements by foreign schools can be seen in the 

Mozambican print media: 

Voce quer dar uma melhor 
instrugao aos seus filhos? 

O STUDYWELL COLLEGE 6 um liceu 
na AFRICA DO SUL 

que funciona ja ha mais de 20 anos. 

Oedicamo-nos a prestar o nosso apoio de modo a 
muitos jovens estudantes conseguirem bons resulta-
dos. 

Aos estudantes MOQAMQICANOS oferecemos 
curso intensivo b^sicos de inglds durante trfis tneses 
de maneira a integrd-tos nos seus respectivos anos 
lectivos. 

Este 6 um senn90 Cinico que oferecemos aos 
estudantes que irao benefidar de turmas pequenas 
e atencao individual. 
' Para mais in(ornia9des, contactar Ciddllia Jordao 

(depois das 17:00) 
Joanesburgo 683*7057. 
As matriculas serao consideradas atd ao fim do 

mSsdeFEVEREIRO. 

A-7132 

Do you want a 
better education 
for your child? 

STUDYWELL COLLEGE is a high school in 
South Africa which has been in 
existence for the past 20 years. 

We have helped many, many young people 
to achieve fine matric results. 

Pupils from MOZAMBIOUE will be taught 
English for the first 3 months of their 
schooling on an intensive basis and then 
students will be helped to Fit into other classes. 
This is a unique service and pupils will 
benefit a lot from the small classes and personal 

attention. 

For further details telephone Cidalia Jordao on 683-
7075 (after 5 pm). 

Students will be accepted up until end Febniary. 



The Mozambique Government and important enterprises 

have found it useful to publish their bids in English in 

order to reach a wider audience: 

repobuca de mozambique 
minist£rio da c0nstru9a0 e Aquas 
OWEC^ NAOOHAL DE ESTUOAS E POKTES 

ANOHCIO 
Data: 1 de Margo de 1993 
Concurso n' 58/CON/93 

1. A RepCbtica de Mo^mbique recebeu um 
crMAo do Banco Mundial para 0 PRIMEIRO 
PROJECTO DE ESTRADAS E CABOTAGEM 
e pretende utiiizarparte dos fundos paraoustear 
pagamentos elegi'veis no ftmbito do contrato 
para trabalhos de constru f̂lo civil para a 
expansAo dos escrit̂ rios da DNEP. O concurso 
esti aberto a todos os concorrentes de pafses 
elegfveis confoime definido nos Procedimentos 
do Banco Mundial para Concursos. 

2. A Dire<^ao Nacionai de Estradas e Pontes 
(DNEP) solicita propostas para a execugSio de 
trabalhos de constru^So civil para a expanste 
dos escrit6r>os da DNEP. 

3. Os documentos de concurso poderao ser 
adquiridos na DNEP, Av. de Mozambique, 1225, 
Maputo, ao prego de duzentos d l̂ares 
americanos (200 US$) ou de um montante 
equivalente em moedaconvertiVel, porconjunto. 
A DNEP nfto assume nenhuma 
responsabilidade pelo. envio dos documentos 
deconcurso a qual̂ erconcorrente interessado. 
Os concorrentes interessados poderao obter 
infonnaQfies adicionais no mesmo enderego. 

4. Os corKorrentes interessados deverSo 
obedecer 0 Deaeto 21/89 ou/e possuir um 
alvaril de classe 4* A. 

4. As propostas deverao ser acompanhadas 
porumacau^oprovis6riade 18.000 US$oude 
um montante equivalente em moedaconvertfvel, 
e devem ser enviadas a DNEP, Av. de 
Mozambique, 1225, Maputo, hs 3.00 horas da 
tarde do dia 3 de Maio de 1993, ou antes, hora 
em que serdo abertas na presenga dos 
concorrentes que decidirem assistir 0 acto. 

repubuc of moiambique 
ministry of construction and water 

NATIONAL DIRECTORATB OP 
ROADS AND BRIDGES 

Date: 1 st March 1993 
Bidn>58/CON/93 

1 .The Republicof Mozambique has received 
a credit from the International Development 
Association (referred to as 'IDA* throughout 
this document) towards the cost of FIRST 
ROADS AND COASTAL SHIPPING 
PROJECT and Intends to aplly part of the 
funds to cover'eligible payments under the 
contract for civil works for expanding DNEP 
offices. Bidding Is open to all bidders from 
eligible source countries as defined in the IDA 
Guidelines for Procurement. 

2. The National Directorate of Roads and 
Bridges (DNEP) invites bids fortheconstructnn 
of CIVIL WORKS FOR EXPANDING DNEP 
OFFICES. 

3. Bidding documents may be purchased at 
DNEP. Av.de Mozambique, 1225, Maputo, for 
a nonrefundable fee of TWO HUNDRED 
AMERICAN DOLLARS (200 US$) or its 
equivalent in a convertible currency, for each 
set DNEP does not assume responsibility to 
send bidding documents to any interested 
bidders. Interested bidders may obtain further 
information at the same address. 

4. Interested bidders mustsatisfay Decrete 
21/89 and/or hold an "alvar4" of minimum 
class 4. A. 

5. Bids must be accompanied by a security 
of 18.000 US$ or its equivalent in a convertible 
currency, and must be delivered to DNEP, Av. 
de Moziunbique, 1225, Maputo, on or before 
03.00 ̂  on 03th May 1993 at which time they 
will be opened in the presence of those 
bidders who choose to attend. 

11-122106 
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English correspondence schools, mostly South African based 

are also selling their services in Mozambique. 

CURSO DE INGLtS 
CUKSOSDE; 

• ADMINISTRAC:AO DE EMPRESAS 
• BJECmdNICA. radio e 

TEL£VISA0 
• CONTABIUDAOE 
• MESTRE DE OBRAS 
••CONSTRUCAO CIVIL 
• ELECnuaSTA 
• FOTOGRAFIA E REVELACAO 
• DESENHO ARTisnCO 
• DESENHO PUBUOTARIO 
• CABEUIREIRO E BELEZA 
D CORTE E COSTURA 
• ELECIRONICA. RADIO E TELEVISAO 
• REFRIGERACAO E AR CONDiaONADO 
• EUCIRICIDADE DE AUT0M6VE1S 
• MECANICA DE AUTOMDVEIS 

O MOMTOA I. S. ohff Mm euraoa i diattncia por 
cocwipowMwcli, qiM BM.pnipofCiofMin, am pouco 
iMnpe, oMmt imi DtpioM • wmcm mna actividad* 
•llciania, da piaaMglo a bam ramynacada. 

cursos em portugu^s e ingles 
COM CARTSM OE EnUDANTE 
E OmXNU NO FBUL 00 CURSO 

V O C E  R E C E B E R A  

0  M A T E R I A L  N E C E S S A H I O  

P A R A  A  S U A  

A P R E N D I 2 A G E M  

( T R A I N I N G  K I T S )  

ESTUDE CONNOSCO 
•  As  me lho r e s  apos l l l a s .  
•  Res pos l a s  a s  sua s  duv ida s .  
•  Aprend i zagem f ac i l  e  r ap ida .  
•  Es ludando  na s  ho ra s  vagas .  

ftfo infanna(te a)bn o curao dc.. 
NOME 

DIRECQAO 

Jp 

Racort* o cupio e anvia hofa mmmo para 
MONITOR INTERNATIONAL SCHOOL 

CAIXA POSTAL4388 TELEFONE 42-3431 
AV.SAMORAMACHEL202?«ANOAR — MAPUTO 

With all these activities happening in a country which 

for a long time has been content in using only Portuguese, 

one can say that there is some kind of "linguistic 

revolution" taking place. In the long run, this educational 

and public language planning will have a great impact on the 

country. 
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French 

During the colonial period, French was the most 

important foreign language in the school system. Because of 

the prolonged contact with the British, English commanded a 

stronger position than French, yet it was not the preferred 

foreign language in schools. French had more hours in the 

school schedule than English. This may have been Portugal's 

way to diminish the economic domination by Britain. 

Following independence, Mozambique chose only English 

to be learned as a foreign language. The decision to 

discontinue other languages was taken partly due to the lack 

of teachers and other educational resources. But French 

was reintroduced into the school system after a few years, 

but only in high schools. Students have to choose between 

learning English and French. The Universidade Pedagogica 

has a department of French, which is responsible for 

training teachers of French. French can also be learned at 

the Institute of Foreign Languages. 

The French government, through its embassy, is making 
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plans to promote its language in Mozambique. A cultural 

center has been opened in the capital city, Maputo. Radio 

France Internationale is rebroadcast in Maputo. The station 

broadcasts 24 hours a day in French, two of which in 

Portuguese (Noticias, November 24, 1995) . 

5.6 New Attitudes 

In Mozambique one finds that people have new attitudes 

towards the country. Independence brought self-confidence 

and self-esteem. Now people feel that the country belongs 

to them. Whatever they do it is for their benefit and that 

of their children. People have formed new attitudes towards 

schooling. Schooling is now seen by many people as an asset 

for personal and societal development. During the colonial 

period many people were suspect of the motives of the 

Portuguese to provide education to Mozambicans. 

The new attitudes toward education are evident in the 

expansion of education soon after independence. The 

acquisition of new attitudes in education, have led to the 

formation of other attitudes, such as attitudes toward the 
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place and status of women in the Mozarabican society. 

Attitudes Toward Educatign for Womsn 

Dmas das frentes principais da batalha para uma 
autentica libertagao do nosso Povo e a da emancipa<?ao 
da mulher. September, 20 1974. (In Machel 1983, 
p. 20) . 

(One of the principal battle fronts for the true 
liberation of our people is the emancipation of 
women) (Author Translation) . 

During the colonial period, women were not given equal 

access to education. The reason for this is two fold. 

Firstly, the colonialists brought with them their own 

prejudices against women. For them women were people who 

stayed behind at home. Secondly, the traditional African 

society also regarded women as fit only for taking care of 

the home. The arrival of the Portuguese and their control 

of the country for 500 years eroded African traditional 

culture. Since a number of schools during the colonial 

period were boarding schools, parents were wary about 

sending their children to these institutions especially 

girls. They did not want them to be away from home for 
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extended periods of time. The philosophy then was that a 

girl had to be at home helping her mother with the house 

chores or working in the family farm. In reality, though, 

there was little to convince the people in the villages of 

the value of educating African women. There were no success 

stories about women. This is not to say that women could 

not do as well or better than men, but the Portuguese made 

sure that women did not take leading roles. As Kaplan (1991) 

explains: **Women in Portugal traditionally left business 

and important decisions to men. In family life, mother was 

rarely a professional woman" (p. 200) . The Portuguese 

constitution of 1933 proclaimed everyone equal before the 

law "except for women, the differences resulting from their 

nature and for the good of the family" (Quoted in Wiarda, 

1994, p. 83) . For the first time in Portuguese history, the 

constitution of 1976 promised Portuguese women full 

equality. But, writes Wiarda (1994): 

Portuguese women still have not achieved full social 
and economic equality. They remain underrepresented in 
most upper-level positions, whether public or private. 
Women hold less than 10 percent of the seats in the 
country's parliament. Women are also rarely cabinet 
members or judges (p. 83). 



337 

The Portuguese brought to Africa and perpetuated the 

kind of mentality described above: keep the woman at home, 

in the kitchen, to serve the man. With this kind of 

thinking, no wonder the Africans saw no need to send their 

daughters to school. What was education for if, according 

to the Portuguese, the ruler, the natural mission of the 

woman was to be a housewife? And in the case of Mozambique, 

the schools were not proper institutions of learning, as has 

been seen previously. These were places of daily religious 

indoctrination gatherings, which many Africans at that time 

resented. They believed these institutions destroyed their 

belief systems. Parents also resented their children 

working in degrading conditions in mission schools. 

But the situation of women in Mozambique is now 

changing thanks to the realization by women themselves that 

concrete actions have to be taken to improve their situation 

and conditions, and men who would like to see that women 

contribute to the collective development of the country. 

The attitudes are changing rapidly. Addressing the First 

Conference of Mozambican Women on March 4, 1973, Samora 
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The emancipation of women is not an act of charity, 
the result of a humanitarian or compassionate 
attitude. The liberation of women is a fundamental 
necessity for the Revolution, the guarantee of its 
continuity and the precondition for its victory. The 
main objective of the Revolution is to destroy the 
system of exploitation and build a new society which 
releases the potentialities of human beings, 
reconciling them with labor sind with nature. This is 
the context within which the question of women's 
emancipation arises. ... How can the liberation triumph 
without the liberation of women? Will it be possible 
to get rid of the system of exploitation while keeping 
one part of society exploited? Therefore, [the 
Revolution] must eliminate the exploitation cind 
oppression of women, it is forced to liberate women 
(Machel, 1981, p. 20). 

Across Africa, and all over the world, women have 

leamt or are learning to be aware and safeguard their 

inalienable rights. In most African countries women's 

organizations exist, and they are engaged in very positive 

work of trying to emancipate women. As Steady (1990:155) 

points out, "African women, historically and in modem 

times, have experienced many structural disadvantages by 

virtue of their gender, reproductive and productive roles 

and the nature of their integration into the world economy." 
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In Mozambique women are represented by the Organizagao da 

Mulher Mogambicana, OMM (Organization of Mozambican Women) 

founded in March 1972. Recognizing the valuable 

contribution by women to the Mozambican society, the 

government has designated April 7 (Sete de Abril) as 

Mozambican women's day. This important date also honors the 

death of Josina Machel, a heroine of the liberation 

struggle. Josina Machel was a catalyst in organizing women 

during the struggle for independence. 

Because issues about women are nowadays discussed more 

openly in the villages, towns and cities, new positive 

attitudes towards the role of women in the family and in 

society at large are emerging. They are also being 

strengthened. Davison (1988:238) cites instances in which 

women have held important positions in organizing 

cooperatives. Urdang (1985) gives various examples of how 

Mozambican people are changing attitudes towards women. 

And the women themselves are satisfied with the direction 

events are taking. One woman says proudly: 

I stand up to continue to show our appreciation. If I 
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could jump, I would jump so high to show how happy I 
am. I have witnessed many, many changes for women. We 
put on trousers and work like men. We work as 
bricklayers, we construct our own villages, we do all 
the work we were not free to do before. We are feeling 
liberated because we can be absent from our homes for 
one or two weeks and our husbands don't mind. Before 
they could have beaten us. I'm not saying that women 
aren't being beaten anymore, some are. But most of our 
husbands are supporting us and making sacrifices to 
allow us to do the work of OMM (pp. 349-350). 

Because attitudes towards women are changing for the 

better, many parents today would not hesitate sending their 

daughter or daughters to school. Below is a comparison of 

school attendance between boys and girls at primary level in 

Mozambique. 

Table 5.2 

Cos^arison of Enrollments by Gender, 1989 

Males% Females% 

Primary 1 56.5 43 .5 

Primary 2 60.3 38.7 

Secondary 65.6 34.4 

Pre-University 72 .2 27.8 
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Source: Zucula, C. 1991. Socio-Cultural Aspects of the 
School Attendance of Girls at Primary Level in Mozambique. 
Maputo: UNESCO/UNICEF (quoted in Dzvimbo, Plank, Torres & 
Verhine 1992, p.49) . 

The next table shows the male and female populations at the 

Universidade Eduardo Mondlane. 

Table 5.3 

Student Enrollment at the UEM by Gender 

Faculty Male Female Total 

No. Pet No. Pet 

Sciences 138 80% 35 20% 173 

Mathematics 88 74% 31 26% 119 

Biology 33 33% 66 67% 99 

Engineering 745 93% 59 7% 804 

Agronomy 156 75% 53 25% 209 

Vet. Science 91 62% 55 38% 146 

Law 195 77% 58 23% 253 

Economics 368 76% 117 24% 485 

Arts 124 67% 61 33% 185 

Medicine 134 47% 153 53% 287 

Architecture 99 80% 25 20% 124 

Total 2171 75% 713 25% 2,884 
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Source: Universidade Eduardo Mondlane. 1991. Present and 
Perspectives. Maputo, pp. 17-18 (quoted in Dzvitnbo, Plank, 
Torres & Verhine 1992, p. 50) . 

Considering the situation of women in the past 

Mozambican society, the current school attendance of women 

is improving and there are encouraging signs that the future 

will be much better. The situation in Mozambique or in any 

other countiry has to be looked at in its proper historical 

and social contexts. Due credit should be given to the 

Mozambican people for their efforts to see to it that women 

have equal educational opportunities and services. Of 

course a lot more still needs to be done in many areas, but 

what is presently happening can rightly be described as 

positive. 

It is a fact that today, more women hold important or 

leadership positions, not only in the government but in the 

private sector as well than during the colonial period. 

Although the number of such women is not substantial, 

however, important strides in the right direction are being 

made, and they are a fundamental foundation for the future 

generation. 
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Attitudes Toward Adult Lifcerary 

As many Mozambiccins had the opportunity to go to school 

after independence, new attitudes towards education were 

formed. Although the literacy campaigns have been 

criticized as having failed partly or wholly because of the 

use of Portuguese (Yai 1983; Lind 1988; Johnston, 1984; 

Meijer, 1980), much was achieved. Mozambique's literacy 

campaigns were successful in that they instilled into the 

people's minds positive attitudes towards education in 

general, education they were denied for centuries. Bringing 

that education to them cind letting them participate in the 

process is in itself a great achievement. 

Parental and Community Participation 

Parents' involvement in their children's schooling is 

extremely important. Parents are the students' first 

teachers (Durham, 1991; Muller, 1993; Machel, in Mianslow 

1985; Eckermann 1994; Akin & Bastiani, 1994; Baker, 

Afflerbach & Reinking, 1996). When students start school, 

the role of the parents must continue, although this time 
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the parents have to adjust their support to tally with the 

exigencies of school life. A number of studies have shown 

that when parents get involved in their children's 

schooling, they help provide optimal learning experiences 

for the children (Keesling 1980; Keesling, Melaragno, 

Robbins & Smith 1981; Kelley 1981; Kimball (1981); Berger 

1987; Crispeels, Fernandez & Preston 1990, and Gelfer 1991). 

Mozambican parents see Western schooling as an 

important aspect of modem life. As Dzvimbo, Plank, Torres 

& Verhine (1992) note, "... there are many indications that 

communities, particularly in the rural areas, are eager to 

have their children attending primary education..." (p. 11). 

These parents have realized that in order for their children 

to be successful in life, they need to have an education. 

During the colonial period, the Portuguese did not 

create conditions for schooling to be seen by Mozambicans as 

important. The children spent most of the time tilling the 

land to produce cash crops for the Portuguese. In addition 

to that, as we have seen previously, very few Africans were 

eligible to further their education. The Portuguese were 
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not serious about education even in Portugal. Commenting 

about education in Portugal, Salazar says: "Illiteracy is a 

hereditary problem. . . . Most young men won't waste time 

going to night school; children here are not yet used to 

books, or else their families keep them from school." 

(Gamier, 1954, p. 94) . 

The new government in Mozambique was determined to 

change the situation and the people's attitudes towards 

education. Through speeches and seminars, the government 

educated the people, especially the parents about the 

importance of schooling and the importance of participating 

in their children's education. Parents have also been 

involved in building schools for their children, building 

teachers's quarters and other facilities (Dzvimbo, Plank, 

Torres & Verhine, 1992). 

Samora Machel (Munslow, 1985) , who was a military man, 

refers to 'school' as "a fundamental battlefield". In one 

of his speeches, he calls for school and home "to join 

together to ensure the correct education of each generation" 

(p. 138). He urges parents to: 
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accompany the school, live the school, learn to 
link up with the teacher, the form teacher. They must 
know what their child's curriculum is and if it is 
being taught. They must check if their child does 
homework and exercises. ... The school-home, teacher-
parent link should be gradually institutionalized, 
(p. 139) 

Today Mozambican parents are able to visit their 

children's schools and talk to the teachers in regard to 

their child's academic progress and other pertinent matters. 

For parents who cannot read and write, they send their older 

children or relatives. As teachers get trained by qualified 

educators who understand the importance of parental and 

community participation, more positive work will be seen in 

this area. 

Summary 

This chapter provided the linguistic scenario of 

Mozambique. Because the Portuguese prohibited the use of 

Mozambican languages in education, most of them have not 

been studied academically. There is little knowledge about 

some of them. With the necessary research, it will be 
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possible to develop orthographies. If research on 

Mozambican languages continues there is hope that Mozartibican 

languages will be used in education in the future. 

Mozambique, like many countries in Africa, finds it 

difficult to use its local languages in education. The 

reasons are many including the shortage of resources, lack 

of teachers and materials. The next chapter explores more 

of these issues, and will propose viable answers. 
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Notes on Chapter V 

An ethnic group by the name Mavia or Mawia does not 
exist, and it never existed, although a nuniber of studies 
have pointed out that they exist (Thomson, 1882; Maples, 
1899) Mavia is a derogatory term which Southern Tanzanians 
wrongly identified as Makonde, used to refer to the Makonde 
people. The Makonde people do not appreciate being 
identified as Mawia because that is not the name they call 
themselves. For example, a recent grammar of the Makonde 
language by two Makonde people published in Maputo, 
Mozambique, is entitled: Nashilangola wa Shitangodi sha 
Shimakonde (Mpalume, E.J. & Mandumbwe, M.A., 1991). Mawia 
simply means "fierce". It is unfortunate that even recent 
studies by scholars who have heard cind read about human 
rights, linguistic rights, and other kinds of sensible 
rights perpetuate and insist on this disparaging name (e.g. 
Odden, 1990; Wald, 1994). 
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CHAPTER VI 

LANGUAGE POLICY POSSIBILITY FOR MOZAMBIQUE 

6.1 Mozambican Languages and Literacy 

This concluding chapter speculates on an appropriate 

language policy for Mozambique. I will begin by looking at 

the use of Mozambican languages in literacy. Then I will 

look at what proposals have been made for Mozambique in 

regard to using local languages in schools. Lastly, I will 

propose a language policy for Mozambique. 

When the late President Samora Machel launched the 

National Literacy Campaign in 1978 he said: 

A generalizagao da lingua portuguesa, e um meio 
importante de comunica(?ao entre todos os mogambicanos, 
vexculo importante do nosso futuro comum. Alguns 
perguntavam durante a guerra: *Para qu§ continuarmos 
com a lingua portuguesa?' Algtuis vao dizer que a 
Campainha Nacional de Alfadoetizacpao e para valorizar a 
lingua portuguesa. Em que lingua e que voces gostariam 
que nos desencade^ssemos a Campanha de Alfabetizacpao? 
Em Macua, em Maconde, em Nyanja, em Changane, em Ronga, 
Bitonga, Ndau, em Chuabo? (Machel, 1983, p. 42) 

(The spread of the Portuguese language is important 
for the communication between all Mozambicans. The 
Portuguese language is an important vehicle of our 
common future. Some people asked during the war: Why 
continue with the Portuguese language? Some will 
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respond that the National Literacy Campaign intends to 
promote the Portuguese language. In which language 
would you have wanted us to undertake the campaign? In 
Macua, Maconde, Nyanja, Changane, Ronga, Bitonga, Ndau 
or Chuabo? (Author Translation). 

When President Machel asked in which language the 

people would have liked the catt^aign to be conducted, the 

answer was obvious. Portuguese was the only language which 

was ready for such a gigantic task at that point. Could it 

have been conducted in a different way, say, through using 

national languages? It could have been, but the objective 

would have been different. So would have been the process. 

Mozambique at this stage was being faced with the problem of 

lack of people to run services which required competence in 

Portuguese. Is Portuguese an important tool for the common 

future of Mozambicans, as the President indicated? It 

certainly is. Portuguese is the only language which is 

spoken or known across all ethnic groups in Mozambique. In 

this sense it is a xinifying language. The problem, however, 

is that it does not unify everybody in the country. People 

in the villages are especially left out. The challenge for 

independent Mozambique is to invite village communities into 
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participating in the process of making Portuguese a real 

language of unity. Mozambique cannot afford to exclude any

one from this process. 

Given the historical and social contexts of Mozambique 

what should be a soxind language policy for the country? 

Should Portuguese continue the role it is playing in running 

government and in education? What other language or 

languages should be promoted? How much financial resources 

should be earmarked for such a project? What are the goals 

and objectives? In answering these questions, political, 

economic, and social issues have to be taken into account. 

6.2 Development and Teaching of Mozambican Languages 

Mozambique is faced with the task of reconstructing the 

thousands of schools destroyed by war. Teachers are needed. 

Materials are needed, as well as appropriate curricula. 

Educational planners are needed in all areas of school life. 

Does Mozambique have the capacity to overhaul its weakened 

education system and rebuild it around local languages 

spoken by the students? Theoretically this is desirable. 
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but the reality is different. The immense problems facing 

Mozambique today will not allow this experiment to take 

place to its fullest potential, however noble the use of 

mother tongues in education is. The Mozambican government 

is committed in its efforts to provide education to 

Mozambican children, but lack of sufficient financial 

resources does not allow the government to respond 

appropriately. It also takes committed citizens to make 

such a project a success. Again, solid financial resources 

are needed. Not only that, these languages have to have an 

instrumental drive which would make the people want to leam 

them. Languages are now in competition, as Wardhaugh (1988) 

has indicated. The weaker languages are likely to succumb 

to pressure by the stronger languages. The task ahead is 

for each language to resist extinction. How should that be 

done? Using these languages in schools is only part of the 

answer. 
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6.3 Experimenting Literacy in Mozambican Languages 

The present educational language policy in Mozaitibique 

is the use of Portuguese, the official language, from school 

first grade to university level. What is the position of 

local languages? The Ministry of Education has made several 

pronouncements as to the importance of Mozambican Isinguages 

in education. INDE, Institute for Educational Development, 

is experimenting with the provision of education in local 

languages. This is a small project supported by UNESCO 

which has donated to Mozambique US $ 1 million for the 

project for a period of 5 years. UNICEF has given 

Mozambique US $ 80,000 for 5 years to finance adult literacy 

for bilingual education (Dzvimbo, Plank, Torres & Verhine, 

1992) . The Mozambique Government on its own initiative in 

this direction has yet to do something concrete. The 

problem lies in the lack of finsuicial resources. The budget 

for education can not be stretched further than it stands at 

the moment. 
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6.4 Solutions to Mozambique's Language Situation 

Since Mozambique's independence, various individuals 

and institutions have attempted to "solve" the language maze 

in the country by suggesting how local languages could be 

utilized in education, in other words, the formal 

introduction of bilingual education. Meijer (1980) in a 

paper entitled, Bilingualism and education for cognitive 

development: The case of Mozarnhique, suggests that the 

language situation of Mozambique is "not very particular nor 

complex in relation to many other African countries." The 

comment suggests, among other things, that the language 

situation of Mozambique can easily be solved. 

The author, goes to make the following comment: 

"Depending on how language and dialect boundaries are 

defined, one comes to some 20 to 25 different languages, 

..." Meijer goes on to refer to "the Study group of 

Mozambican Languages of the Eduardo Mondlane University" 

which according to the author, thinks it would be possible 

with some effort to reduce the number of languages that are 

necessary to cover the whole country to 7 or 8. These 



languages are: Tsonga, Shona, Sena, Nyanja, Yao, Makua, 

Makonde and Swahili. Of these, the author says, only Makua 

is a rather "big" language spoken by some 4 to 5 million 

people, and that this is the language which is exclusively 

Mozambican, all others being used in neighboring countries. 

The suggested reduction would be done through "unification 

and standardization." 

There are several aspects in Meijer's comments, which 

are attributed to the "Study Group of Mozambican Languages," 

which need to be straightened out. One is the reduction of 

the 25 languages to 8. How this compacting of languages is 

to be done is yet to be known. The key question is why 

should this be done in the first place? What would be the 

advantages of such linguistic mergers? Would such mergers 

be followed by cultural integration? And which language 

groups would be lumped together? This assimilationist 

proposal is far too ambitious, and impracticable. With the 

call, nowadays, that each language group, however small, has 

the right to exist independently and be preseirved in its 

unique form, this proposition seems to be out of the way. 
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Meijer, as pointed out earlier, also writes that the 

Makua language is the only one which is exclusively 

Mozaitibican. Yai (1983) also points out that "the 

predominant feature of the People's Republic of Mozambique 

is that all the main languages, with the exception of Makua-

Lomwe group, are also spoken on the bordering states ..." 

The fact is that the Makua language is not exclusively 

Mozambican. This language is equally spoken in southern 

Tanzania. In fact, the current Tanzanian President, 

Benjamin Mkapa, is a Makua from Masasi. To say that Makua 

is the only language which is exclusively Mozambican is to 

suggest, covertly, that this language is the only legitimate 

Mozambican language, and therefore should perhaps be the 

sole national language, or at least that it should be the 

first one to benefit from language development plans. 

Whatever its intention this remark is as divisive as it is 

inflammatory. 

All Mozambique's languages irrespective of whether they 

are spoken on the other side of the border should have equal 

status. The characteristic of "crossing the border" should 
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not weaken the language status in society. There is also 

the question of the term "minority," which is sometimes used 

to refer to languages with a small number of speakers. 

President Machel was right when he said that in Mozambique 

there are no minorities: 

Queremos especialmente chamar a atencpao para o facto de 
que, nao se definindo a qualidade de moqiambicano pela 
cor, lingua, crenga religiosa, origem social ou sexo, 
devemos energeticamente combater a no(;ao de minoria . . . 
Nao ha minorias, nao ha direitos ou deveres especiais 
para qualquer sector do Povo moQambicano: somos todos 
mogambicanos com direitos que o trabalho nos confere, 
com o identico dever de construir a Naq:ao unida, 
prospera, justa, harmoniosa, pacifica e democratica" 
(Machel, 1983, p. 22). 

[We want especially to call attention to the fact that 
being Mozainbican is not defined by one's skin color, 
language, religious belief, social origin or gender. 
We must energetically fight the notion of minority 

There are no minorities. There is no section of 
the Mozambican people with special rights or 
obligations: we are all Mozambican with the rights that 
work confers on us; with the same obligation of 
constructing a united, prosperous, just, harmonious, 
peaceful and democratic nation. (Author Translation) 

Yai (1983) carried out a study on the linguistic 

situation of Mozambicjue. This work, commissioned by UNESCO, 

is a report prepared for the Government of Mozambique. The 



358 

work was conducted in Maputo in a period of one month, from 

Jvine 9 to July 10, 1982, as the report points out. The 

objective of UNESCO's mission was: 

(I) To collect information likely to assist the 
Mozambican authorities in the conception of a relevant 
policy for the promotion of national languages; 

(ii) To prepare a preliminary project with regard to 
national languages which will be submitted to funding 
sources (Yai, 1983, p. I). 

Yai (1983) points out that in analyzing the 

circumstances and proposing solutions, he paid due 

consideration to the interests, priorities and general 

outlook of the People's Republic of Mozambique. Yai's work, 

by a foreigner, gives little consideration to some of the 

linguistic sensitivities in the country. This will become 

clear later in the discussion. Again, theoretically, what 

he recommends makes sense, but taking into account the 

political, social and economic climate of Mozambique today, 

his recommendations are rather simplistic. 

Yai(1983) identifies the following languages as being 

the main ones spoken in Mozambique: 
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Yao 
Makonde 
Makua-Lomwe 
Nyanj a 
Chuabo 
Chewa 
Shona 
Changana-ronga 

He goes on to say that there are less important languages 
numerically. In this category he groups: 

Swahili 
Bitonga 
Chopi 
Swati 
Zulu. 

Yai (1983) seems to suggest that the languages with 

more speakers are the ones which are iir^ortant, and should 

therefore benefit from promotion. He suggests work to be 

carried out in the languages of his choice in terms of 

grammatical surveys, development of basic grammars and 

dictionaries for each language. He set dates for the work 

to be completed: 

Grammatical suxrveys 

Selected experts would prepare grammatical surveys on the 

following languages: 
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Makua: 1984-1985 
Shona-Ndao: 1984-1985 
Nyanja-Chewa: 1984-1985 
Chwabo: 1984-1985 
Tsonga-Changana-Ronga: 1983-1984 

Basic graannar 

Grammar books, for which the need is widely recognized, 
would be drawn up under similar conditions: 

Makua: 1984-1989 
Shona-Ndao: 1984-1987 
Nyanja-Chewa: 1984-1987 
Chwabo: 1984-1989 
Tsonga-Changana-Ronga: 1983-1986 

Dictionaries 

The project would provide for the preparation in the first 

phase of bilingual dictionaries (Bantu languages to 

Portuguese; Portuguese to Bantu languages). The languages 

concerned would be: 

Makua: 1984-1990 
Shona-Ndao: 1984-1990 
Chwabo: 1984-1990 
Tsonga-Changana-Ronga: 1983-1988 
Swahili: 1983-1986. 

Yai's (1983) proposal is now thirteen years old. The 

Mozambican Government has not implemented it. The present 

author has no knowledge if the Mozambican government has 
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made any pronouncements in connection with the proposal. 

The main reason for the silence on the part of the 

government, I speculate, is the lack of attention given to 

the political, social, and economic dynamics in Mozambique. 

The first question for the proposal would be, why were these 

languages chosen and not others? Which dialects should the 

work be written in? For instance, taking the Makua 

language, Machado (1970:158) identifies the following 

principal dialects: 

Meto 
1. Setentrional Macua do Rovuma 

Macua de Cabo Delgado 
Chaca 

2. Central Macua do Centro 

3. Literal ou 
oriental 

Literal Norte 
Literal Centro: Naharra 

Mongincual 

Literal Sul: Nampamela 
Mulai 
Marrovone 

4. Interior ou 
ocidental 

Chirima 
Lomue 

It is possible that modern studies would reveal an 
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even more complicated linguistic picture than the one above. 

Yai's choice of languages to be developed needs to be 

specific. He writes: 'UA] significant number of the 

languages to be studied are to be found in the northern half 

of the country..." Why should this be so? What is the 

likelihood of Mozambican people accepting this proposition? 

It can be argued on the other hand that a project such as 

this one has to start somewhere. Some languages will have 

to start to be promoted. True enough. It would be absurd 

to try to develop all the languages all at once. The 

question, however is, why start with these languages and not 

others? The criteria for the choice of these languages has 

to be clear. Once this is clear, then it is up to the 

Mozambican people themselves to accept such a proposition or 

to enrich it by suggesting modifications. 

Dalby (1985) makes the following suggestion: "Any 

government or national organization committed to the 

educational use of African languages thus needs to consider 

the point at which pupils speaking 'smaller' languages will 

need to switch to a more widely spoken medium, either 
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African or intercontinental" (p. 13) . It seems that Yai 

thinks along these lines. The practicality or successful 

irt5)lementation of Dably' s proposition in Africa is very 

remote indeed. The objective of promoting African languages 

should not be to assimilate "smaller" groups. 

Any democratic national language policy in Africa must 

be inclusive, not exclusive. Solutions that build upon the 

richness of diversity are the realistic policies. For 500 

years outsiders have attempted to destroy our languages and 

culture. Independent Mozambique can ill afford to continue 

that destruction. 

6.5 Language Materials from Neighboring Countries 

Yai (1983) mentions that Isinguages such as Nyanja, 

Shona, and Ronga can benefit from a more extensive 

scientific literature in the neighboring countries and that 

Mozambique could derive some advantage. This is partly 

true. The problem, however, is that the speakers of these 

languages are no longer a unified ethnic group. Their 

languages function within different social and political 
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climates. The social values emphasized in one country are 

different from those emphasized in another. Such values may

be given different eit^jhasis in textbooks. Political 

orientations are also different. There is also one other 

aspect which has been mentioned before, which is that, 

Mozambique, unlike the neighboring countries, uses 

Portuguese. Because of its historic dominance, influences 

from Portuguese has crept into almost all of Mozambique's 

languages. Likewise, the languages in other countries have 

been influenced by the English language. 

6.6 Yai's Language Options for Mozambique 

Yai (1983) also posits that there are three long-tenn 

options that can be envisaged for Mozambique. He lists them 

as: 

(a) the promotion of the language inherited from the 
colonial period, namely Portuguese. 

(b) the adoption of fxinctional bilingualism throughout 
the country; 

(c) the promotion of the Mozambican languages. 

For the first option, Yai thinks that doing so "would 
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lead to the disappearance in the long term of the Mozambican 

languages" (p. 7) . As mentioned earlier, Mozambique 

considers Portuguese as the language of liberation. 

Promoting Portuguese means unifying the coxintry. The 

Portuguese language allows Mozambicans to obtain scientific 

knowledge. As for the third option Yai (1983) thinks that 

reflects a very different philosophical stance. Its 
postulate is that the African nations can only 
extricate themselves from underdevelopment if the 
masses themselves, probably with the assistance of some 
of the elite, endeavor, to master, through the 
languages they speak, and absorb, within their own 
cultures, the most advanced scientific and technical 
knowledge and ideas (emphasis added) . Just as a man 
cannot 'think with someone else's brain', a nation 
cannot develop with a language that is not its own 
(emphasis added) (p. 9). 

It is unrealistic to think that the masses, by virtue 

of using only their own languages, will master the most 

advanced scientific and technical knowledge and ideas. Not 

that it is intrinsically impossible, but the way the world 

is today, and the manner advanced scientific knowledge and 

ideas are defined, obtained, and made use of, makes this 
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goal incredibly far from being achieved if only local 

languages are utilized. The notion that a nation cannot 

develop with a language that is not its own is too much of a 

generalization. A case in point here is Mexico and other 

Latin American countries which have achieved a certain level 

of development using the Spanish language, a language of 

Spain. 

I believe that African languages are important, and 

that they should be promoted and maintained. The question 

is not to choose either Mozambican languages or Portuguese. 

Mozambique's linguistic policy should be to promote both 

Portuguese and mother tongues. 

Yai's (1983) second option, the adoption of functional 

bilingualism in Mozambique is not appropriate, unless it 

means being fimctional at the community level. Again, the 

proposal is not specific. Functional bilingualism at the 

national level suggests that Mozambicans should embrace one 

language or a limited number of languages. This means some 

languages will have to be lost. 
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6.7 Available Language Options for Mozaitibique 

In language policy for Mozambique there are two 

options. One is the moral option model. The other is the 

reductionist model. The moral model would be to develop all 

the languages in the coiintry. This would be a long term 

goal which may take 20 to 100 years. The philosophy behind 

this is that all of Mozambique's languages are an important 

heritage. This model recognizes the death of things 

Mozarnbican must end with the death of colonialism. 

Linguistic policy for Mozambique should invite life not 

death. Portuguese as a language of liberation and unity is 

useless if it does so at the cost of mother tongues. The 

reductionist option would be to promote only selected 

languages. This option would certainly kill some languages. 

Languages may die, yes, but moral governments do not 

advocate linguistic euthanasia. 

As many Mozambican languages have not been 

systematically studied, the first step should be to discover 

the languages and how they are used. Comm\inities themselves 

must play a greater role in making decisions about their own 
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languages. This process would have to involve people from 

various fields: villagers, community leaders, lawyers, 

economists, industrialists, business people, politicians, 

teachers, students, linguists, educational administrators, 

and religious bodies. 

6.8 Toward an Alternative Language-in-Education Approach 
for Mozambique 

As it is now clear from the preceding discussion, 

Mozambique is a new country. It is going through all the 

challenges that a new country faces. Social issues the 

Government of Mozambique needs to deal with are many. 

Providing relevant education to its citizens is one of them. 

The Government of Mozambique has taken a very important step 

toward the preservation of local languages, by recognizing, 

not only their existence, but also their importance in the 

people's lives. The Ministry of Education has also made 

pronouncements in this regard. The position of the 

government at this initial stage should be to encourage all 

the language groups to work toward preserving their 
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languages and culture. The government can do this in the 

form of scholarships to students who want to study African 

linguistics or their languages. It can also sponsor 

workshops and seminars on language education, where issues 

related to local language teaching are debated. Presently, 

I cannot see the Government of Mozambique, through the 

Ministry of Education, stretching its resources to mother 

tongue teaching. The financial resources are meager. As I 

have already pointed out, the government can support small 

projects in this area by individuals or organizations. This 

is a good way to lay a foundation for future study and 

implementation. 

6.9 Commimity Involvement 

Before the government steps in to establish a firm 

language policy, communities themselves can start preparing 

the ground. Fishman (1991) proposes that communities be on 

the forefront of language promotion and preservation. 

Kozelka (1985) points out: 
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Based on the relative successes of independent 
organizations such as missions, and on the lack of 
expedience evident in present courses of prescriptive 
government intervention, there would seem to be 
considerably more adveintages than disadvantages, at all 
levels, in adopting a kind of decentralized "laissez-
faire" , regional or locally-based approach to planning 
and motivating changes in language structure and use 
(p. 28) . 

Community-based language planning has certain 

advantages: 

In terms of political strategy, delegating 
responsibility for language policies and their 
implementation to a province or community on a 
provisional basis, other things being equal, would seem 
to alleviate much of the risk of failures causing 
embarrassment to the national government. ... 
community-based approach will, in theory, allow more 
input from parents and teachers - those most likely to 
influence language behavior and attitude (Kozelka, 
1985, pp. 29-30). 

A modest beginning is all that is required, with a few 

teachers willing to teach the language and the culture of 

its people. The government should encourage all language 

groups to promote their languages, and when necessary funds 

should be given to interested groups to conduct research in 

these languages. 

In the villages for example, children are told folk 
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tales in the evenings. Village story tellers and poets can 

be invited into schools to tell their stories and recite or 

sing their poems. The teachers can then use these stories 

to design writing assignments in the language of the 

students. Successful community education if well thought 

out and managed can work. The Harambee projects in Kenya 

are good examples (Mwiria, 1990). In these projects 

communities themselves set up school for their children. 

These are efforts to become self-reliant. Much can be 

learned from this experience. 

I would like to propose, therefore, that the 

development of Mozambican languages and their incorporation 

into the education system begin at the community level. The 

communities themselves must have a keen interest in 

developing these languages. There is no doiibt that the 

desire to promote these languages exists in many 

Mozambicans. This is evident from the high enthusiasm that 

the people of Cabo Delgado received Lyalosho, a magazine in 

the Makonde language, one of the local languages in the 

province. 
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Teacher training centers can design curricula which 

include the study of Mozambican languages, where issues of 

how to preserve, teach and promote Mozaitibican languages are 

discussed. For example, the Faculty of Languages at the 

Universidade Pedagogica, the teacher training university, 

has a subject called Bantu Linguistics. This is a chance to 

expose the students to issues of mother tongue teaching or 

promotion. Mozambicans can also promote their languages by 

doing the following: 

• Community-based mother tongue cultural fairs where 

poetry is recited and sung, and stories told. This 

could be linked to the local schools. These 

celebrations could culminate in a national cultural 

festival. 

• Mother tongue competitions in which the national 

directors of Education or the Minister of Education 

presents awards to the winner. 

• Monetary awards to write in the mother tongue. Funds 

can come from private sources. 

• Regional schools that offer special mother tongue 
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courses for children and adults. 

A national day to celebrate Mozainbican languages. Each 

year selecting a different site for these celebrations, 

giving all ethnic groups an opportunity to be the 

center of attention. 

6.10 Other Issues 

The objective of introducing Mozambican languages in 

education has to be clear from the very beginning. Here are 

some issues and questions that need to be considered: 

Goals and Objectives 

• What are the objectives and goals of teaching children 

in their own language? 

• What are the short term goals and objectives? What are 

the long term goals and objectives? 

Financial aspects emd resources 

• Who is to fund the project? 

• Are didactic and other support materials, such as 

dictionaries and grammars available? 
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What are the provisions for textbook writing? 

Who will be the writers and material producers? Will 

any works be translated? By whom? Are there editors? 

Are typewriters or computers available? Are printers 

available to mass produce the books? 

Timing 

When is the language going to be introduced? The first 

year of school? The second? And what is the rationale 

for such a decision? 

Intensity 

How intensive is the teaching of local languages going 

to be? 

Is the program a maintenance or a transitional program? 

Why? 

Methodology 

Has the dialect to be used been selected? What is the 

reaction of the members of the community whose dialect 

has not been selected? Is there any resentment? 

Has the language been graphized, standardized and 

modernized? 



375 

What teaching methodology will be used for children who 

are native speakers of the language? And for those who 

are not? 

Who will create the curriculum? How will this be 

linked to the general curriculum in use in the school? 

How will this curriculum be different or similar to 

other curricula in use in other schools in the region 

and in the country as whole? 

Are teachers available? How will teachers be trained? 

By whom? Are there any provisions for in-service 

training of teachers? 

How does the official language, Portuguese, tie in with 

the program? 

Attitudes 

What is the attitude of the following groups of people 

toward the language?: 

parents 

students 

administrators 

teachers 
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- religious leaders 

• Do they support or oppose the program? If there is 

opposition, how will it be managed and controlled? 

Evaluation euid assessment 

• How will the project be evaluated? Who will evaluate 

it? How will the students be assessed? 

• What kind of mistakes and errors are anticipated to be 

made when implementing the project? How are these 

mistakes going to be corrected? 

Summarv and Conclusion 

The questions raised above have no definitive answer, 

but I must emphasize that they are all good questions. They 

all need to be carefully addressed. Having said that, what 

should be the position of Portuguese in Mozambique? There 

is no doubt that Portuguese is a very important language in 

the life of Mozambicans. The teaching of Portuguese in all 

the schools in Mozambique should continue, and efforts to 

develop better teaching methods and techniques should also 

be sought. The proposed introduction of Mozambican 
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languages in schools should not be to replace Portuguese. 

Mozambique needs Portuguese to obtain scientific knowledge, 

to unify its people, and to link itself with the outside 

world. 

This study raised important issues that Mozambique has 

to consider seriously in its educational policies. It is 

important that the total experience of Mozatnbican students' 

be brought into the school system. One way to do so is by 

bringing into the classroom, and celebrating the children's 

language, and culture. The task ahead is challenging. More 

research and commitment are needed for successful 

implementation of what has been proposed here. 
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APPENDIX 1 

Some Basic Facts about Mozambique 

1. Official name: Republica de Mogambigue 
2. Location: South east coast of Africa 
3. Area: 789,800 sq. km. (303,769 sq. mi.) 
4. President: Joaquim Alberto Chissano 
5. Ruling Party: FRELIMO 
6. Climate: Tropical to sub-tropical 
7. Population: 17 million 
8. Moz2unbican Languages: Makonde, Yao, Mwani, Nyungwe, 

Sena, Ndau, Shona, Shangaan, Ronga, Swahili, Makua, 
Lomwe, Chuabo, Chope, Bitonga, Zulu, Swazi, Phimbi, 
Nsenga, Kunda, Koti, Marendje, Tswa, Ngulu and others. 

9. Official lemguage: Portuguese 
Religions: Indigenous African 50%; Christian 15%; 
Muslim 30% 

10. Literacy: 40% 
11. Leading Towns: Maputo (capital city), Beira, Nampula, 

Pemba, Xai-Xai, Quelimane, Inhambane, Chimoio, Tete and 
Lichinga. 

12. Major Industries: Cement, textiles, food processing, 
13. Chief Crops: Cashewnuts, tea, copra, cotton, and 

sugar. 
14. Natural resources: Coal, natural gas, iron ore, natural 

gas, copper, heavy minerals, bauxite and petroleum. 
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APPENDIX 2 

CHRONOLOGY 1940-1994 

(SOME important DATES IN THE HISTORY OF MOZAMBIQUE) 

May 1, 1940 

April 5, 1941 

1947 

1948 

1949/1948 

June 16, 1960 

June 25, 1962 

The signing of the Missionary Concordat 
(Accord)between the Vatican and Portugal. 

Promulgation by the Portuguese government 
of the Missionary Statute. 

The Portuguese massacre Mozambicans in 
Xinavane, southern Mozambique. 

Strikes by Mozambicans at Lourengo Marques 
(Maputo) harbor. 

More strikes at the harbor. About 200 
Mozambicans are unfairly arrested and the 
majority are forcibly sent to Sao Tom§ e 
Principe. 

Nucleo dos Estudantes Secunddrios 
Africanos de Mogambique (NESAM) -
Organization of Secondary School Students 
of Mozambique - is founded. Eduardo 
Chivambo Mondlane, the first President of 
FRELIMO is one of the founding members. 

Mueda Massacre. The Portuguese massacred 
about 1000 unarmed Mozambicans in the 
northern town of Mueda. 

FRELIMO, a merger of three political 
parties, MANU, UDENAMO and UNAMI is 
founded in Dar-es-Salaam, Tanzania, 
under the leadership of Eduardo Chivambo 
Mondlane. 
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September 23-28, 
1962 

FRELIMO holds its first Congress in 
Dar-es-Salaam. 

September 25, 1964 Alberto Chipande fires the first 
triumphant shots at Chai in Cabo 
Delgado, northern Mozambique, marking 
the beginning of the Liberation War. 

July 20-25, 1968 Second Congress of FRELIMO held in the 
liberated zone of Matchedje in Niassa 
Province. 

February 3, 1969 The tragic death of Eduardo Chivarabo 
Mondlane, killed by a parcel 
bomb sent to his Dar-es-Salaam address 
by the Portuguese. 

May 9-14, 1970 Fourth Session of Central Committee 
meets and elects Samora Moises Machel as 
the new President of FRELIMO. 

March 4,1973 The First Conference of the Organizagao 
da Mulher Mogambicana (OMM) -
Organization of Mozambican Women. 

September 25, 1974 Transitional Government is set up. 

June 25, 1975 INDEPENDENCE 

July 24, 1975 Important sectors of the economy are 
nationalized including Education, and 
Health. 

February 3, 1976 The name of the capital city becomes 
MAPUTO. 

March 3, 1976 Mozambique imposes sanctions against the 
racist Rhodesian regime of Ian Smith. 
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November 10-17, 
1976 

Second Conference of the Organizagao da 
Mulher Mogambicana, OMM (Organization of 
Mozatnbican Women) . 

February 3-7, 1976 Third Congress of FRELIMO. 

March 26-31, 1980 

April 18, 1980 

June 16, 1980 

Third Conference of the Organizagao da 
Mulher Mogarobicana, OMM (Organization of 
Mozaxnbican Women) . 

Zimbabwe becomes Independent 

Metical (Mozambique currency) replaces 
the Portuguese Escudo. 

April 26-30, 1983 Fourth FRELIMO Congress 

March 16, 1984 

October 19, 1986 

November 3, 1986 

1989 

March 21, 1990 

October 4, 1992 

October 1992 

Nkomati non-aggression Pact is signed 
between the Mozambicjue government and 
South Africa. 

Death of Samora Machel in a plane crash 
in Mbuzini, South Africa. The crash is 
widely believed to have been 
carried out by the Botha regime. 

Joaquim Alberto Chissano becomes the 
new President of Mozambique. 

Introduction of Private Schooling 

Namibia becomes an independent nation. 

Peace agreement is signed between the 
Mozambican government and RENAMO. 

Multi-party general elections are held. 
FRELIMO wins elections. 

1994 South Africa becomes independent 



383 

APPENDIX 3 

Missionary Statute (Eatatuto Miaaionario) Promulgated by the 
Portuguese Government on April 5, 1941. 
(Reproduced here are clauses relevant to education) 

I 

Article 3 
The Portuguese Catholic missions may freely expand in 
the exercise of the forms of activities that are 
peculiar to them; in particular, they may found and 
direct schools for natives and Europeans, boarding 
schools for boys and girls, elementary, secondary and 
professional teaching institutes, seminaries, catechism 
schools, dispensaries and hospitals. 

VIII 

Article 66 
Education of the indxgenas^ must be entrusted entirely 
to missionary personnel and their auxiliary personnel. 

The governors and Prelates of the dioceses and the 
missionary districts will concur upon transfer of 
indigenous education from State services to those of 
the missions, publishing decrees necessary to establish 
this transfer. 
1. In locations where the missions are not yet 
established or where they cannot as yet exercise the 
functions committed to them by this article, 
indigenous education will continue to be the 
responsibility of the State, but only until the 
missions can take charge of it. 

Article 67 

Governors will supervise, by decrees, a series of 

^ The original translated text uses the word indigenes. 
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examinations of the qualifications of natives who have 
attended mission schools of indigenous education to 
obtain the respective diplomas and will credit them 
with the validity which they judge appropriate. 

Article 68 

Indigenous education will conform with the doctrinal 
orientation established by the Political Constitution; 
it will for all purposes be considered official and 
will be regulated by standards and programs adopted by 
the governors of the colonies. 

These standards and programs will have in view the 
total nationalization and moralization of the natives 
and the acquisition of customs and work skills in 
harmony with their sex, conditions and exigencies of 
the economic regions. Included in moralization are the 
abandonment of idleness and the preparation of future 
rural workmen and craftsmen who will produce enough for 
their necessities and social responsibilities. 

Indigenous education will thus be essentially 
nationalistic and practical, it will prepare the 
indigena to be able to sustain himself and his family, 
and will take into account the social and psychological 
level of the population for which it is designed. 

It is the responsibility of the government, 
through the educational services of the respective 
colony, to prescribe the technical knowledge most 
appropriate in each region to impart to the indlginas. 

Article 69 

The use of the Portuguese language is mandatory in the 
schools. Outside the schools, missionaries and their 
auxiliary personnel will also use the Portuguese 
language. 

In religious education, however, the native 
language may be used freely. 

Article 70 
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The preparation of indigenous teaching staff 
(professors, regents, teachers, monitors and others) 
will be carried out in missionary colleges or schools 
designated by the Prelates in agreement with the 
governors of the colonies. The personnel of these 
colleges or schools shall all be of Portuguese 
citizenship. 

Only candidates who can provide guarantees 
relating to the moral and national objectives of 
teaching will be admitted to the aforementioned 
training. 

Article 71 

Governors will come to agreement with the Prelates of 
the dioceses and missionary districts concerning the 
use of existing preparatory schools for teachers or 
their conversion into missionary colleges. 

Article 72 

The personnel of official institutes of indigenous 
education including the teaching staff of preparatory 
schools for indigenous teachers, of definitive 
appointment, whose services the Prelates do not use, 
will be classified as auxiliaries; they should be 
placed in vacancies for which they are sufficiently 
prepared which may occur on various staffs. 

Article 73 

If there are not a sufficient number of professors 
prepared in the missionary colleges or schools referred 
in Article 70, or European professors who will fulfill 
the conditions necessitated by the discipline of the 
missions, persons whom the Prelates judge satisfy the 
minimum indispensable requisites may be temporarily 
admitted to administer indigenous education. 
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Article 74 

It is the responsibility of the Prelates to contract or 
hire, transfer, suspend or dismiss the personnel of 
indigenous education, including teaching staff of the 
preparatory schools for indigenous teachers. 

The admission and the transfer of professors of 
indigenous education, including cases mentioned in the 
preceding article, must be communicated by the Prelate 
who is responsible for their appropriate deployment in 
the colony. 

The governor may oppose the dismissal or transfer 
to a determinate locality of any professor when there 
are sufficient grounds. 

Article 75 

The functioning of schools, colleges and other 
educational institutions, founded and directed by the 
Portuguese Catholic missions, which admit European 
students or assimilated indlgenas (assimilados) are 
regulated by laws established for the exercise of 
private education in the colonies except as conceims 
directive personnel and teaching staff, whose 
appointment will be freely made by the Prelates. The 
official boards of public instruction will be notified 
in due time concerning the composition of directive 
bodies and teaching staff as well as alterations which 
my be introduced in them. 

Article 76 

Prelates must do their best to insure that the 
authorization granted in paragraph 2 of Article 15 of 
the Missionary Accord be utilized. 

The entire Article 15 of the Missionary Accord reads: 
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The Portuguese Catholic missions may freely expand in 
the exercise of the forms of activities that are 
peculiar to them; in particular they may found and 
direct schools for natives and Europeans, boarding 
schools for boys and girls, elementary, secondary and 
professional teaching institutes, seminaries, catechism 
schools, dispensaries and hospitals. 

Subject to the agreement of the local 
ecclesiastical Authority, Portuguese missionaries may 
be entrusted with the task of giving religious and 
scholastic assistance to Portuguese subjects in foreign 
territories. 

Reproduced from Reuver-Cohen, C. & Jerman W. (1974) Angola: 
Secret Government documents on counter-subversion. Roma, 
Italia: IDOC- International. 



APPENDIX 4 
A Collective Poem by Mozainbicem Students 

The New School 

We want to build 
A new school 
A true school 
With conscious people 
Organized and disciplined. 
A new school 
A true school 
Where we can leam 
To serve the majority -
Our community! 

We want to build 
A school for the People 
Where everybody leams 
What the People teach us -
To become at last 
A school for the people. 

We want to build a school 
Where the People 
In the person of the worker 
Side by side with the peasant 
Are our schoolmasters 
Our guides 
Our best teachers! 

We want to build a school 
Where the textbook is the hoe 
The exercise book the pick 
The pencil the good hammer -
And the rest 
Spade, bucket 
And screwdriver. 



So our school 
Won't be just four walls 
But all our district 
Our neighborhood 
Our community! 

A school, a school for all of us 
Of our parents, of all our parents 
For us, with good loud sound that calls us 
An appeal, beautiful and irresistible: 
'Come and continue the task you have begun 

Here I know who I am 
Here I know where I am going 
I know here, too, for whom I'm working. 

Here I breathe the Revolution 
Here I live the discipline 
To better know and serve my People. 

Sadness and happiness I also feel 
Here, on my bench with my pencil 
I translate the sacrifices of my People. 

Here, I feel like a bird 
Yoxing and newly bom 
Like a great, new school! 

Today sitting at the school's desks 
The school with old walls 
But new heads 
The eyes of the new student 
Look confidently at his class. 

Today 
The new student 
With hoe, spade, and machete, 
Today 
The new student 



with broom and bucket 
with hose spurting out water 
Today 
The new student 
His hands linked with his comrades' 
Singing out the People's songs 
Struggling against bourgeoisie 
In the school 
In the neighborhoods -
Everywhere. 

Today, new student 
Finally 
You know what to do 
To study, to produce, to struggle -
Today 
New student 
You are servant of the People! 
Defender of the country! 

You always ignored 
The problem of your children 
And yet 
You were always afraid to tread on 
The white cement 
Of the great schools of the minority. 
You never knew them. 
You, or your children. 
The great schools of the great gentlemen 
They existed 
For you 
Existed only 
Like a vanishing wish. 
You never had the hot taste of their reality. 
Today 
Community 
You are linked to the school 
You live its problems directly 
You and your children are prepared 
Organized, orientated. 



To serve the majority 
you know 
And live 
In love of your country 
With the deamess of a mother 
The anxieties, the dreams, the worries 
Of your children. 
You 
All of you 
With hands clasped 
Eyes to the future 
Hope stamped on your faces 
You make your way towards 
A new Mozambique! 

Collective Poem 
Grade 8h (1977) 

Escola Secundaria de Naaq>ula, Mozambique 
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