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Abstract

The teaching and learning of Religious EducationZimbabwe, particularly in Secondary
Schools, has largely remained Euro-centric and dGhantric irrespective of numerous
researches pointing to the need for the curricuimmmbrace the religio-cultural diversity of the
inhabitants. Although the syllabi aims have a stamtards multi-faith, the content is narrow and
exclusive to the extent that teachers and leaima&vs limited chances of venturing into a more
detached and sensitive exploration of other woedg. By overtly promoting European and
Christian centred beliefs, practices, attitudesidedlogies, the syllabi relegate other faiths,reve
the endogenous faith, to the tolerated extras. €kelusivist and inclusivist approaches,
commonly employed, are irrelevant to the needs aspirations of this pluralistic nation. The
approaches also defeat the intention of the modery of religion which considers religious
pluralism as an aspect of life and tries to und@dtit historically and cross-culturally.
Proceeding phenomenologically, this study contemlast, it is no longer possible for
Traditionalists, Christians, Muslims, Hindus, Budds, Sikhs, Jains and even atheists to isolate
and/or insulate themselves from other faiths. Thelys was also informed by the teaching
practice observations carried out during the asseissof the University of Zimbabwe Graduate
Diploma in Education students as well as students fMutare Teachers’ college. The rational
for observing students on teaching practice froes¢htwo institutions was that they both train
Religious Studies Secondary School teachers. Thategt setback in the implementation of
multi-faith is among other things, the Christ-cenftyllabi documents. In this regard, this article
calls for genuine reforms to the syllabi in orderaddress the current cosmetic, haphazard,

scissor and paste multi-faith appendages to tHabsykexaminations and the general classroom
interactions.

55

The Journal of Pan African Studjesl.5, no.1, March 2012



Background to the Study

The teaching and learning of Religious EducatioZimbabwe has undergone numerous phases
and modifications as attested by the ever chantiileg of the subject. For example, upon its
inception into the formal education system, thejextbivas known as Christian Education, and
then changed to Bible Knowledge and now Religiaus lsloral Education at Zimbabwe Junior
Certificate, Religious Studies at Ordinary Levetiddivinity at Advanced Level. As the names
changed, the teaching methodologies were also sedpto change from exclusivism to
inclusivism and subsequently multi-faith. The suggabthree-tier development can be attributed
to the fact that Religious Education gives peopiemration to life hence as the orientation
changes the subject is bound to be affected. Thaegds can also be related to new research
findings and transformation of world societies freimple to complex pluralistic societies. The
contention of this discussion is that changes tdwanulti-faith have remained a mere talk as
evidence on the ground shows that the teachindemmding of Religious Education is still very
much confessional or neo-confessional.

Religious Education was introduced into the forrBakcondary School curriculum during the
colonial era as a proselytizing instrument, hetseultural bias and prejudice (Zvobgo, 1996).
Taught through the exclusivist approach, the sulj@s meant to ensure that as pupils progress
with their education, they would simultaneously gress in their Christian development. With
the attainment of independence in 1980, the apprb@came unpopular as educationists and
other stakeholders realized the need to incorpoddber religions, particularly, African
Traditional Religion, into the curriculum. A Decesrb 1989 workshop organised by the
Departments of Curriculum Studies and Religiousd@s Classics and Philosophy of the
University of Zimbabwe as well as the Faculty oedlogy of the Utrecht University (Holland),
explored ways of integrating different religionsarthe Religious Education curriculum (Nondo,
1991). Although the consensus was that ReligicdiscBtion must be taught from a multi-faith
perspective, this remains a dream to the presegnt da

Constitutionally, Zimbabwe is a secular state anddntinue teaching religion from a Christian

perspective is tantamount to cultural racism. Tloeintry and its educational institutions

symbolise a rainbow of beliefs and practices. Maieeligious traditions mingle and mutually

borrow from each other consciously, sub-consciowslyunconsciously. As noted by Goody,

cited in Bourdillon (1990), Zimbabwe’s religious rkat is so wide and diverse that whilst other
people prefer to adhere to one religion, otherdepr® pick and choose ideas from different
systems and adapt them to their particular chaflemather than choosing between religions.
Sources like http://www.indexmundi.com/zimbabwegieins.html, estimate that Christians in-

cum Traditionalists constitute 50%, Christian 250fditionalists 24%, Muslims and others 1%
of the country’s population.
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While these percentages could have been exaggenaseune categories, the general picture is
that the largest proportion of the Zimbabwean pafoih can be described as dual faith
upholders. The locals, broadly categorized as then& and the Ndebele, try to tap African
spirituality when the need arises and Christialgniéc or any other available belief in certain
situations. It is not uncommon for the indigenoesgle to formally become a Christian, Jew or
Muslim with little or no change to the way theyrtkiand respond to challenges they encounter.
Various faiths, such as, the African Traditiondigien, Islam, Christianity, Judaism, Hinduism,
Buddhism, Baha'i Faith and atheists; decorate thenty’s religious landscape. Given this
environment, this study argues that it is prudemt the Religious Education curriculum to
embrace and celebrate this plurality and benedinfits riches. The kind of Religious Education
currently being taught in Zimbabwe’s Secondary $tiea mockery to the cultural diversity of
the society and its constitution. It is againstphe-African ideology and cancerous to citizens in
a pluralistic milieu. In regard to this sad realitiiis study dissect trends in the teaching and
learning of Religious Education and give reasonsthe subsequent ‘death’ of multi-faith
teaching in Zimbabwe’s Secondary Schools with tiee\of trying to reduce and/or address the
current gap between diversity and pedagogy in ReiggyEducation.

Theoretical Perspectives

The teaching and learning of Religious Educatios $@emingly undergone numerous changes
from the pre-colonial period to the present, yetaality the changes are cosmetic. Ideologies of
the liberation movements, African nationalism/resance, and Black consciousness; new
research findings; and the transformation of sasetrom simple, mono-cultural to complex
multicultural ones, have all to a very large extéaited to exorcise the Religious Education
curriculum from the colonial jinx. Religious Eduiat pedagogy is still very much exclusivistic
hence my contention that it is haunted by the dalohangover. Exclusivism, according to
Barth, refers to a situation whereby religioushrataims are restricted to only one religion, be it
Islam, Christianity, Hinduism or African TraditiohReligion (Ataman, 2008). In the context of
this study, exclusivism is the view that Christtgnand Christianity alone, is a uniquely true
religion through which salvation and true revelatare found only in Jesus. Other religions are
not worth examining and their expression shouldpbescribed. This fallacy pervaded the
curriculum from the colonial period through missaoyn education and seems to be resisting the
test of time. The Catholic maxirixtra Ecclesiam nulla salusheaning outside the church there
is no salvation, have seriously impacted on thegrels Education pedagogy to the extent that
other religious traditions are seen as not worthgysng (Ataman, 2008). This truism also gave
birth to the dogmatic (confessional) approach inicWwithe goals of Religious Education are
Christian evangelism, indoctrination and nurturing.
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Two teaching methods distinguish the exclusivigbrapch, that is, the dogmatic/confessional
model which seeks to expose learners to the eatdotitrines and teachings of Christianity; and
catechetical approach which seeks to ensure thaitspare able to remember and memorise
accurately some biblical verses. This is most pumced at Ordinary level. These methods lead
to what Hobson and Edwards (1999:18) refer to dsi¢ation for commitment.” The exclusivist
approach considers Christian principles as thechasiversal human values to which people
from diverse socio-economic backgrounds should ¢pnijhe bible and Christianity’s claims to
truth are seen as ineffable, infallible and unifyirrrom a phenomenological perspective this
approach connotes religio-cultural supremacy, nmasnd ethnocentricism which culminate in
the marginalization of other cultures. Christigisitsuperiority complex and subordination or
alienation of other faiths which continues to hatim¢ Religious Education curriculum, is
propelled by the expressions and writings of mangsionaries, evolutionary anthropologists,
theologians, historians and sociologists.

According to Mbiti (1969) earlier descriptions ofrisans, their culture and religion were largely
inaccurate, inadequate, derogatory and prejudi€ialGoncalo da Silveira, for example, once
described the Shona people as “frauds and agentisvdf, and his compatriot Fr Monclaro also
described the Shona as “lacking all manners of mprand knowledge of God” (Mudenge
1988:62). Another Portuguese, Albino Pacheco sh&l mediums trusted by people “were
charlatans, holders of illegitimate power by meafischeap and callous deception” (Lan
1985:45). Boxer in Bourdillon (1977:29) also citdatonio Gome, a Portuguese Jesuit who
described the Shona people as savages, “not true bue arboreal brutes incapable of
participating in Catholic faith.” Robert Moffat arlbhn Smith Moffat cited in Bhebe (1979:34)
described the indigenous religion as ‘pagan’ angedrpeople to turn to Christianity for
salvation. Similarly, John Lee and Joseph Lockierred to the Mwari (Shona God) ‘cult’ as
nothing but coarse ‘fetishism’ and a “den of degoig misery and crime” (Bourdillon 1977:47).
All these descriptions perpetuate Western supremaagial arrogance, cultural bias and
prejudice. These attitudes have managed to outheetest of time and are still prevalent,
covertly though, in the Religious Education curhicn. As noted by Bourdillon (:46) “the
further the culture was from European cultural netine more hotly it was condemned.” Thus,
the Religious Education curriculum as designed byisfian missionaries and Government of
the day was intended to wipe out every trace of bdbwe’s indigenous cultural heritage,
including her religious traditions. These intensiatill shadow the current Religious Education
pedagogy which continues to privilege Christiatofytreating other religions as tolerated extras
hence my call to exorcise the curriculum.
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Fieldwork observations by social anthropologistd #me coming on board of African scholars
yielded a fairly positive presentation of Africaeqple, their culture and religion. The studies
which seem to have been guided by the phenomemalogiinciples of, epoche (bracketing the
preconceived notions), empathy (putting onesethénshoes of the believer) and naming (use of
accurate and not pejorative, biased and inaccuvates) have somehow managed to change
non-Africans’ and even some Africans’ attitude tosgthe African culture and religion. This
development was embraced by some educationistsuandulum designers who then responded
by advocating the adoption of inclusive pedagogy.

Inclusivism, whose chief exponent is Karl Rahnengeged in relation to the growing pluralism
and Roman Catholic reforms since the Second Vatoancil, hence Knitter, quoted in Ataman
(2008:14), calls it the ‘Catholic model.’ Inclussts, according to Ataman (:14), uphold that the
saving and self-revealing God of Christians “whgides everyone to be saved and come to the
knowledge of truth” (Timothy 2:4) is present andwnadrk in and through the world’s religions.
Thus, although God’s saving power and grace isatjverin other religions, whatever truth and
saving power to be found in other religious tramhs is fully included in Christianity. Because
Christianity is used as a yardstick for measurivgworthiness of other religions, the approach is
not free from cultural prejudice hence inadequatehandling the subject. Thus, whilst
inclusivism acknowledges the multicultural and mrdtigious nature of the world communities
it fails to do justice to the acknowledgement. Tdiistude has culminated in the marginalization
of other faiths in the curriculum on the groundtttieey are flawed human attempts at salvation
and therefore to truth. Dialoguing with adhereritetber religious traditions or atheists is not for
mutual benefit but an occasion to save the ‘losl.sdhis notion, that can be referred to as
disguised or diffused ethnocentricism, still dontésa the Zimbabwe’'s Secondary School
curriculum.

Methodology

The study relied on classroom observations, intgvgiand analysis of instructional documents,
especially the syllabi and the examination quespapers hence it is qualitative in nature.
Observation method was used with regard to stuachers who were on teaching practice in
2010 studying for the Graduate Diploma in Educatad Diploma in Education (for Secondary
School teachers) with the University of Zimbabwe &utare Teachers’ College respectively.
Because of easy accessibility to the three unityeodi Zimbabwe students, | managed to visit
and observe each of them teaching on five diffecesions. Two of the student teachers (at
Mount Pleasant High School) had both the Zimbabweiod Certificate and Ordinary level
classes, whilst the third one (at Ellis Robbins Higchool) had an Advanced level Divinity
class.
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In order to enhance the reliability of results,id dot inform the student teachers that whilst |
was assessing them, | was also carrying out a ndsem the implementation of multi-faith
approach. As such, they delivered their lessorthes ‘usually’ do. An opportunity to observe
college students was availed to me when | wasadvib externally assess Mutare Teachers’
College students on teaching practice. Six of th&seent teachers were observed teaching
Ordinary level Religious Studies and the other twere observed teaching Junior level
Religious and Moral Education at different Schodlkhough the method was quite helpful in
collecting valuable information, | must hasten tkreowledge that student teachers observed
under the given circumstances (internal and exteassessment) tend to be affected by fear and
anxiety to the extent that they could have failedperform or exaggerated their day to day
classroom practices. | also informally intervievted same university students and their mentors
as | conversed with them soon after classroomantems. The techniques enabled me to collect
data concerning factors that aid and militate agjaime implementation of multi-faith pedagogy.

In order to obtain a broader picture about thehwmcand learning of Religious Education, |
went on to interview teachers who have been tegctiie subject for at least five years. The
sample comprised thirteen Bachelor of Education aight Master of Education students
specialising in Religious Education at the Univigraf Zimbabwe. Information from these

participants gave a valid picture about the teahagtitude towards multi-faith pedagogy and
the way they are handling the subject. Some op#récipants hold senior position ranging from
heads of department, deputy heads to heads of Bcimsuch, | managed to collect data from
policy implementers and classroom practitionersnfidifferent parts of the country. The choice
of the sample was further influenced by easy adwe®e participants.

| also interviewed an official from the CurriculuBevelopment Unit (C.D.U) responsible for

Religious Education, four church (Christian) offild; two Roman Catholic and two Anglican,

because these churches are key stakeholders inothwry’s education system as they own
numerous Schools commonly referred to as Missiom/€irun Schools and two representatives
from the Traditional Religion.

Findings

From the analysis of instructional documents, oket@yns and interviews, the study established
that Religious Education pedagogy is perpetuatingofentric and Christian values at the
expense of other values, including the indigenomsso Bachelors and Masters Students who
participated in this study talked about the strapgeadox that exist between the aims and
content of the syllabi documents. Whilst the aiespecially at the Junior and Ordinary levels,
are multi-faith, the content used to pursue theemivthemes is very much Christian.
Consequently, it is the teacher’s initiative todarmorate other religions. This is not an easy task
for most teachers as confirmed by the same paatitgpand my observations with university and
college student teachers.
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Shortage of resources on other religions was aited serious inhibitor towards multi-faith
pedagogy by most participants. Students on teagiractice noted that they are always working
under pressure and could not find time to searclkedatent which relates to other religions. This
compels them to zero down on Christianity whosekboare readily available. It was also
disheartening to note that all students | obserweaching were either exclusivistic or
inclusivistic in approach and not multi-faith. lew instances where Traditional religion was
referred to, it was to support a particular Chaistidoctrine or thinking.

Some participants noted that teaching from a nfaitir perspective is taxing as it requires a lot
of research. One ought to be extra resourcefutderao master traditions, doctrines and values
expressed in various religions. Some felt that nfaith pedagogy is not rewarding because the
examinations set by the Zimbabwe School Examinati@ouncil (ZIMSEC) are Christian
oriented. Thus, if one dares to employ this pedgdwor she is likely to produce poor results
and the school authorities, as well as the communmitll judge him or her harshly. All the
participants concurred that they ‘teach for examd @othing else.” An official from the C.D.U
interviewed in connection with the aforementione@rdma expressed his awareness of this
challenge and attributed it to the failure by higamisation to effectively discharge its duties due
to acute shortage of resources, particularly, fagdo carry out research and produce teaching
and learning materials. He also cited lack of pmit will and the economic challenges the
country has been facing ever since the adoptiorthef Economic Structural Adjustment
Programme (E.S.A.P) in the early 1990s. For himtladl practical initiatives to make the
Religious Education curriculum multi-faith endedstubefore the introduction of E.S.A.P,
thereafter all the efforts became mere talk-sh@wsis, as long as the country is in the economic
doldrums, multi-faith pedagogy is likely to remamream.

Three of the Church officials vehemently opposedithplementation of a multi-faith pedagogy.
For them, Religious Education is synonymous to &iam Education. They categorically
registered their reservations about a curriculuat thlutes their children’s faith. One of them
actually saidChii chaipa nekufundisa chikristu? Munoda kuti vareu vahedhuke? Vashaye
pavamire;loosely translated as, ( what is wrong with treckeng of Christian faith? You want
our children to become atheists/freethinkers orapagwho do not subscribe to any religious
tradition). These sentiments represent the att#twaa® views of many Christians who sincerely
believe that their own faith is uniquely true anglwto have this invaluable truth transmitted
from generation to generation without being ‘coefiiswith ‘false’ beliefs of other religions.
The other Church official sees nothing wrong wittnalti-faith pedagogy but was quick to point
out that only ‘good elements’, especially from fheaditional Religion, should be infused to
enhance Christian teachings. He emphasised thatthieulum should at all cost avoid Islamic
teachings because they promotes ‘terrorism.” Fropih@omenological perspective, this study
contend that these views and sentiments carryralilbiases and should not be condoned
particularly in pluralistic settings like Zimbabvaed her educational institutions.
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These views however, do not represent the offip@adition of the Churches concerned as
evidenced by a pastoral statement on educatiordsby the Catholic Bishops Conference in
1987 to the effect that the Church fully supportmdabwe’s search for its genuine culture
(Nondo, 1991).

The Traditionalists condemned the current Secon@miyool Religious Education syllabi as

discriminating against the African beliefs. Theyribtited problems such as individualism, moral
decadence and intolerance, to the absence ofitraalitbeliefs, practices and values in the
curriculum. They also bemoaned identity crisis thed gripped the young generation which they
think is due to the education system’s negatiothefAfrican culture. Their desire is to see a
Religious Education curriculum that recognises aocbmmodate African beliefs and practices
because it is culture that gives citizens theinidg. They were, however, not averse to the
teaching and learning of diverse cultural elemdris other religions as this may promote

unity, tolerance and harmonious co-existence.

From analysing the instructional documents, paity, the syllabi as well as interaction with
participants, | realized that the current Religi@aication pedagogy is faulty, biased and not in
tandem with the multicultural environment. Whilstet Junior level syllabus is inclusive, the
Ordinary level syllabus is quasi-inclusive and #Advanced level syllabus is exclusive. Syllabi
documents in the quasi-inclusive to inclusive moeigard Christianity as a normative religion
but also seem to acknowledge that because Chitgtimay not provide the absolute truth there
is need for students to learn from other religioks.such, the documents maintain the Christian
thrust and seek to develop new perspectives onstimity by drawing insights from other
religions. The syllabi do not seek to promote tlseeptance of other religions but rather to
develop some respect for people who hold diffebetiefs.

By contrast, the exclusivist model which charasesi‘A’ level Divinity syllabus has a clear link
with the confessional approach. For Edwards andsbiob(1999), the major problem with
exclusivism is the presupposition that only one @ud possible range of religious truth is valid
without adequate exploration of the alternative®. dpportunity is provided for open and
genuine educational engagement with other religeyséems. The approach would best suit a
mono-faith society which hardly exists anywherehe world today. This syllabus, therefore,
requires exorcism. The Zimbabwe School ExaminatiQ@aincil (ZIMSEC) seem to have
realised the awkwardness of this syllabus and loanvekly responded by asking questions that
goes beyond the requirements of the syllabus,ighatontextualising and indigenising the ‘A’
Level Divinity examination questions. The curricululseems to be pointing towards dual-faith
rather than multi-faith approach. The move by ZIMSBf putting the cut before the horse, has
caused unnecessary confusion and anxiety amonigetesaand students.
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Although dual-faithism and inclusivism have managdedinitiate a move towards a more
objective curriculum where various religions argegi equal respect, Christian tradition still
enjoys a higher status in Zimbabwe’s Schools culuim. Other religions, African Traditional
Religion included, still find themselves in a presef emancipation.

Towards a Multi-faith Pedagogy

Many scholars like Goldman, Loukes, Smart and Ayave influenced curriculum reforms in
Religious Education in many countries and the 11E&ember 1989 conference entitled
“Multi-faith Issues and Approaches in Religious Edtion with Special Reference to
Zimbabwe” (Nondo 1991), held at the University ainbabwe could have been a by-product of
their influence. These scholars have noted the \aitdnce of learners toward Religious
Education because the content is too distant fleim bwn experience and the mode of teaching
boring (Gates in Jackson, 1982). The observatitruésof Zimbabwe where most families, 50%,
according to http://www.indexmundi.com/zimbabwefeins.html, are dual faith bearers, in that
African traditional and Christian belief and praes melt and naturalise upon them. Thus, a
pedagogy that focuses on Christianity at the expeafsother faiths, particularly, traditional
religion, fails to meet the desires and aspiratiohthe learners and the society. Globalisation
has provided fertile grounds for the blossomingotiier faiths such as Islam, Hinduism,
Buddhism, Baha’i Faith, Judaism, and atheisticvitllials and groups as well as quasi-religious
movement. Thus, teaching one religious traditionsiich a milieu, is tantamount to cultural
segregation.

In such multicultural environments Loukes, citedJiackson (2004), recommends a Religious
Education that concentrates on human experiencesif the key role of Religious Education
is to explore pupils’ questions and concerns in tomtext of a liberal and secularised
Christianity. For us in Zimbabwe and perhaps Afridae context is not that of liberal and
secularised Christianity but pluralism. In a plisttt environment, good teaching is not
synonymous with giving more focus and emphasis opadicular religious tradition or
interpreting other religious systems in relationtthe one perceived to be uniquely true but an
occasion to dialogue about experiences. In the saire Smart, quoted in Jackson (2008),
argues for the secularisation of Religious Educatiad shifting of its focus to the analysis of
religion seen in a global context, yet still attémmg@ to relate it to pupils’ personal and
epistemological questions. In a pluralistic socikgke Zimbabwe, Religious Education can no
longer find its rationale in promoting a Judeo-Ghan national religious and moral identity.
There is need to draw back from making assumptataait beliefs and values of learners, some
of who cannot publicly express them due to the malchangover that regard religions other than
Christianity as heathen, barbaric, devilish, demoumncivilized and archaic.
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Multi-faith approach emerged as a reaction agaihmgt discriminatory and reductionist

tendencies of exclusivism and inclusivism. The apph, if used properly, can redress the
pedagogical concerns of Religious Education inuwaghistic environment, in that, it rejects the
claim that there is a religion which is uniquelydrand superior to others. Its conviction is
summarized in Hick’'s observation that all religiomse culturally conditioned ways of

responding to similar basic questions confrontifighamans, hence all religions are equally
valid and equally salvific (Ataman, 2008).

Following this, Hick, cited in Hobson and Edward9£99:53), avers that Religious Education
pedagogy should emphasis the notion that becaugarious geographic, historical and cultural
factors, different groups “perceive the transcendbrough the lens of a particular religious
culture with its distinctive set of concepts, mythsstorical exemplars and devotional or
meditational techniques.” This means all religiopomote in their distinctive ways the
soteriological goal of transformation from egocamity to reality centeredness.

This pluralistic view is opposed to the pedagogat thails to account for the particularity and
uniqueness of the individual religion by treatigem all as having a common essence. The
current Zimbabwe’s Secondary School Religious Etlocasyllabi can hardly be exonerated
from this accusation because the indigenous aner ¢éliths and customs contained therein are
Christian tinted. Multi-faith approach, advocatestdin, allows for an impartial engagement with
a variety of religions and permits each religion de presented and dissected in its own
distinctive terms and as worthwhile in itself. lhis regard, Woodward, cited in Jackson
(1982:41), avers that “to describe a selectioradhs is essential, to derive insights from them is
natural, to reflect within oneself on these insiyistthe sine qua non of Religious Education.”

The approach, according to Smart (1995), helpswégarto view every religion as an aspect of
life and tries to understand it historically andss-culturally. Multi-faith seeks to find out what
the world looks like from another person’s or sbgge point of view and is dispassionate.
Wright, in Hobson and Edwards (1999:59), concuas the primary aim of multi-faith pedagogy
should be *“allowing pupils to become literate rigsly, to be able to think, act and
communicate intelligently about the ultimate quassi that religion asks” and to be able to do so
irrespective of whether the pupils are believegsostics or atheists.

Multi-faith pedagogy places the learner at the mentather the subject matter of religion. It
relates content to the pupils’ experience, insslaigainst the risk of indoctrination and produces
an ideal blend of description, insight and reflecti World societies have numerous equal,
independent and alternative cultures existing bidside and Religious Education should expose
and prepare pupils for the encounter with theswud. This is saliently captured in Jackson’s
(1982) observation that the exploration of worltB#igions is imperatively important since it is
necessary for people of different religio-cultupsrsuasions and customs to interact and live
together in their immediate environment and theldvat large.
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As such, Religious Education which is not multidfiais therefore not educational, especially if
Starkings’ definition that education is “culturerpetuating itself” is upheld (Jackson, 1982:68).
Thus, Religious Education’s contribution to edumatconstitutes the processes of learning about
and learning from other religions. Despite the faméntal pedagogical benefits that multi-faith
approach offers, its implementation remains fakett

Implementation Hindrances

Factors militating against the implementation ofltrfaith approach vary from theological to
pedagogical ones. Many stakeholders who includestmofficials, C.D.U officials, church-run
Schools and teachers who sincerely believe that ol religion is uniquely true advocate the
teaching of this important truth to their childrefthout confusing them with the ‘false beliefs’
of other religions. Such pious stakeholders woubdegterything in their capacity to insulate
learners from religious diversity. This probablyp&ins why we have Christian, Islamic and
Hindu Schools in Zimbabwe. Three of the Churchotdfs interviewed concurred that they are
diametrically opposed to the multi-faith Religio&&lucation pedagogy because for them it
dilutes, confuses and reverses the gains of eliamgendoctrination and nurturing done by the
clergy.

They alluded to the idea that most Christian fasilivould withdraw their children from multi-
faith religious classes if such pedagogy is intcstl The situation is aggravated by the fact that
the Zimbabwean society still suffers from the caddijinx that downgrade and disregards non-
Christian belief systems. The past experience irchvthe study of religion was seen largely
within the context of commitment to Christianitylldhaunts the education system. Thus, half of
the Masters students confessed that because of eékperiences as pupils and Christian
upbringing, they find it difficult to teach with pen minds and empty hearts.’

Pedagogically, reservations are that multi-faitHigk@us Education overburden learners with
information some of which is irrelevant to theirpexiences. This criticism, however, does not
hold water because multi-faith pedagogy prepargslpto encounter the wider world where

they interact and interface with people from dieersligio-cultural backgrounds. Moreover, if

properly implemented, thematically or otherwise,ltiiaith broadens pupils’ knowledge; help

them to learn about and from as well as appregatther people’s culture thereby cultivating

tolerance. Some critics argue that multi-faith aageh is intellectually demanding for young

children (Hobson and Edwards, 1999). To this enid,drticle contends that the content ought to
be adapted to the children’s developmental levdlthe more intellectually demanding aspects
be reserved for higher forms. Other sceptics thivdt the approach is too rationalistic to the
extent of neglecting the essential affective eleseoresent in all religions (Hobson and

Edwards, 1999). This is not convincing because irfaith does not prohibit the treatment of the
experiential side of religion.
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The essential teaching documents, particularly syiabi, compound the problem. As noted
earlier, the syllabi, especially the Ordinary lewsle, is self-contradicting in that the aims are
multi-faith but the content to pursue the aims gi§€-centric. Thus, including content which is
multi-faith is the teacher’s initiative. Teachetsaafind themselves in a dilemma in that whilst
the syllabi aim for a multi-faith pedagogy, theioaal/public examinations from the ZIMSEC

are largely bible oriented. Following this, teachesort to exclusivist or inclusivist approach in
order to enhance their students’ chances of pasafteg all their worthiness depends on pupils’
pass rate.

Most interviewees also noted that multi-faith pemtpagis taxing in that it requires thorough and
wide reading on the part of the teacher in ordehdawe a grasp of the belief systems and
practices fundamental to different believers. Thusyti-faith teaching requires well trained,
motivated, dedicated and disciplined teacher. Seclchers are hard to come by in today’'s
Zimbabwe, where because of poor remuneration; npesiple have joined the teaching
profession due to desperation. Furthermore, matesaurces to inform and guide teachers and
learners are hardly available.

Conclusion

The world has shrunk due to technological develagmand movements of people have created
the phenomenon of religious pluralism. Contrastiegjefs and practices now face each other
and have become a strong sense of self-identiffer@nt traditions interface and cross-pollinate
to the extent that it is no longer possible for raditionalist, Muslim, Hindu, or Christian to
isolate him or herself from other faiths. Even réenareas which seem to be isolated are not
insulated from pluralism. It is against this baakgrd that this article argues for a multi-faith
Religious Education pedagogy. The Religious Edooaturriculum and the society at large
must embrace this diversity and benefit from ithess. It is my conviction that if properly and
fully implemented multi-faith pedagogy can remedyng of the societal problems that relate to
African identity, cultural, ethnic and religiousffédrence. Exclusivist and inclusivist approaches
that still haunt the Religious Education curriculatndifferent levels with varying intensity are
not consistent with the subject’s educational gaald the pluralistic nature of the Zimbabwean
society. The pedagogy should unapologetically tat@ cognisance the cultural diversity of this
nation in order to dismantle the colonial jinx dretesy associated with it.
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