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Editorial
Welcome to the National Institute for
Educational Development’s (NIED) 2022
Volume 30, Issue 1of the Namibia
Educational Reform Forum Journal. This
volume includes nine most recent articles
contributed by our readers which include
titles like: Students’ perceptions of the use of
Moodle in English language teaching and
learning at the Namibia University of Science
and Technology; An investigation of the
Information and Communication Technology
(ICT) integration strategies used by Junior
Primary teachers in teaching phonemes in the
Oshana region; Learner Representative
Council (LRC) voice and leadership in a
newly established school in Namibia; and
Effects of remoteness and hardship allowance
in retaining teachers in rural schools in the
Oshana region in Namibia. This latest
publication fulfils NIED’s mission of
dissemination of educational information,
experiences and the results of studies
which is an essential part of the Institute’s
mandate, closely linked with its (teacher)
training,
research
activities
and
curriculum development. We invite you to
it down while you read this edition with
great interest and think about contributing
an article towards the next publication.
The reader should visit our website:
www.nied.edu.na where you will find the
latest titles in the Namibia Educational
Reform
Forum
Journal
(all
downloadable), as well as additional

information on the Institute and its
programme of activities.
Our journal, Namibia Educational
Reform Forum, as a periodical, is
distributed freely to all University of
Namibia Campuses of Education, The
International University of Management
Campuses
of
Education,
Namibia
University of Science and Technology
Campuses of Human Sciences, Regional
Education Offices, Teachers’ Resource
Centres, National Libraries, Schools and
other educational institutions in Namibia.
It is published to stimulate discussion
about educational development and to
further the “reform” in Namibia. Authors
are fully responsible for the contents of
their opinions freely on professional
matters. The Editorial Committee reserves
the right to edit articles before publication
as they see fit. Opinions expressed in the
Namibia Educational Reform Forum
Journal do not necessarily reflect the
opinions of the Ministry of Education, Arts
and Culture, the National Institute for
Educational Development (NIED), or the
Editorial Committee. Kindly, contact us if you
are interested in contributing an article or
subscription (juugwanga@nied.edu.na or use
our mailing address: Private Bag 2034,
Okahandja,
Namibia,
tel:
+264-625090000/9023).
The Editorial Committee
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Factors affecting Mathematics teaching and learning at junior secondary
schools in Katima circuit, Zambezi region: Teachers, learners, and
administrators’ perspective
1

1&3
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1
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Abstract
This study examined factors affecting the teaching and learning of mathematics in junior secondary
schools in Katima Mulilo, Zambezi region in Namibia. The study used a mixed methodology through
the use of the survey design and a descriptive exploratory research design. The study used an in-depth
face to face interview with nine teachers and seven learners in Katima Mulilo circuit who were
selected through purposeful sampling strategy. The study also made use of a closed ended
questionnaire which was administered to 120 participants (teachers and learners) who were selected
through stratified random sampling. This study revealed that misconceptions on the part of the
learners were one of the factors affecting the teaching and learning of mathematics in Katima Mulilo
circuit. In addition, the study established that lack of adequate teaching materials and resources also
affected the teaching and learning of mathematics. The study also revealed that low teacher
qualifications and low working experience in the teaching and learning of mathematics affected the
success of the learners in mathematics in Katima Mulilo circuit. The study revealed that there were
several factors affecting the teaching and learning of mathematics in Katima Mulilo circuit. The study
found that learners in Katima Mulilo withdrawing from mathematics and from school as a result of not
are failing mathematics. In addition, the study also found out that these factors were the leading
factors of the currently faced negative emotional effects in mathematics teaching and learning. More
so, the study found that these factors lead to decreased learner enrolments in schools in Katima Mulilo
and are also contributing to some of the currently experienced psychological impacts among the
learners. The study recommended that the provision of the teaching and learning resources need to be
done in Katima Mulilo circuit in order to improve the teaching and learning of Mathematics. In
addition, the study also recommended that the improvement of syllabus coverage would also make an
impact in improving the teaching and learning of mathematics in Katima Mulilo circuit. Apart from
that, the study also recommended that improvement of parental involvement would also improve the
teaching and learning of mathematics in Katima Mulilo circuit.
Keywords: mathematics, factors, teaching, learning, Katima Mulilo
Introduction
Before Namibia became independent in 1990,
indigenous black Namibians were the
colonialists were of the view that
“Mathematics was not necessary for the black
Namibian because their (the black Namibian’s
environment did not require the use of
mathematics” (Kasanda, 2015, p. 78). After
independence, the government decided to
rapidly reform the education system. The
challenge was due to the fact that not much
preparation was done for a smooth transition.
This was so because the new government was
on a move to establish more and better schools
and to break away from the South African
Bantu system (Kasanda, 2015). As a result,
within a short space of time, a range of policies
were drawn and a lot of changes made. One
such policy was the language English
becoming a medium of instruction. The

challenges that were encountered were: lack of
competent and qualified teachers, lack of
teaching and learning materials, poor learning
facilities, and higher learner-teacher ratios
(Kapenda, 2007).
In 1992 a new education system called
Cambridge system was adopted and launched
through the Education for All. It was based on
the following pillars; equity, accessibility,
quality and democracy with the purpose of
suiting the needs of Namibian citizens.
Mathematics was also one of the subjects that
included for reformation as a compulsory
subject. Apparently, despite the change in the
education system, mathematics performance
was still very low since the programme did not
address the inherited problems nor provide
adequate training for the teachers (Kasanda,
2015). The programme was rushed through
4
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and educators were incompetent, thus failed to
adequately equip teachers to properly impart
conceptual
understanding
to
learners
(Kandumbu, 2005). The teachers in the service
were also given a run through type of an inservice training which did not really made an
impact in improving their pedagogical skills.
The programme such as the Basic Education
Teachers Diploma (BETD) required much
attention to be given so that teachers would
know how to teach, exercise and perform the
rights and duties associated with real life
situations (Kandumbu, 2005). The Ministry of
Education should know that for educational
transformation to take place there is a need for
participation
of
teachers,
parents,
administrators and the community at large. In
other words, there should be power sharing,
participation and consultations at all levels of
stakeholders in decision making. The purpose
of this study was to investigate factors
affecting the teaching and learning of
mathematics in junior secondary schools in the
Zambezi region in Namibia. The study sort
answers to the following research questions:
(1) What factors affect learner performance in
mathematics at junior secondary school level
in junior secondary schools in the Zambezi
region in Namibia? (2) What are the effects of
poor mathematics teaching and learning of
mathematics in junior secondary schools in the
Zambezi region in Namibia? (3) What
strategies can be used to improve the teaching
and learning of mathematics in junior
secondary schools in the Zambezi region in
Namibia?
Theoretical framework and literature
review
The study utilised the constructivist theory as
its theoretical lens. Constructivism theory is a
theory of learning where learners construct
their own learning through interaction with the
phenomenon. It is believed that learners make
sense of the phenomenon as they come into
contact with it (Aipinge, 2007; Bécares, 2015).
They evaluate its evidentiary merits,
experiences and as they attempt to make sense
of it within the acceptable context which is
prior knowledge. It is a theory that is grounded
on observations and scientific study (Kandubu,
2010). Constructivists regard learning as a
process which is active. This is where learners
construct and internalize new concepts,
knowledge and ideas that are based on the
learners’ own past and present experiences and
knowledge is constructed and not received by

learners’ cognitive processes and structures
(Cohen et al., 2010). Constructivism view
point is mostly based on different
methodologies that are used in teaching to lead
learners to relate their learning to real life
situations. It also involves the scientific
method that enables learners to acquire
knowledge through discussions, and in this
case a teacher acts as a facilitator when
learners are on task (Cohen et al., 2010).
Some
of
the
characteristics
of
constructivism are that “learning is not
passively received, but it is actively assembled
by a learner, learning is self-directed and is
active; it also involves high order thinking
skills that enable a learner to make sense of the
world” (Cohen et al., 2010, p. 182). Jacobs,
Vakalisa, and Gawe (2010, p. 134) contend
that “constructivism is based on the belief that
learners should be helped to construct
knowledge that is meaningful and useful in
their own lives”. This means that the
knowledge that the learners gain must be used
in their daily lives since the learnt or mastered
skills must be important than the content.
Conceptual understanding is required for
knowledge to become meaningful to be used in
learners’ daily lives for improved performance,
particularly conceptual understanding of a
subject like mathematics that is applicable in
all aspects of life. Learners are assisted to
develop new knowledge through an active
construction process, and to go beyond rote
learning, which is memorization (Miranda,
Nakashole,
&
Chirimbana,
2013).
Constructivism is a theory that blends well
with learners’ understanding of mathematics
and therefore this study is underpinned by this
theory.
Factors affecting learner performance in
mathematics
The performance of learners in Mathematics
seems to be generally declining for the
majority of countries. For example, the 2019
Kenya National Examination Council (KNEC)
report emphasized that ‘for many years’
performance in mathematics has been
declining hence the need for immediate
intervention. Kenya National Examination
Council (KNEC) report (2019) reports that,
“there is an unhealthy education system
competition and much emphasis is on teaching
for examination instead of teaching for
understanding and that there is no correlation
between curriculum content and the time
allocated to cover the content’ (p. 4). The study
5
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by Wang (2014) indicates that students with
high socio-economic status (SES) achieve
higher than those students from low socioeconomic status. In the same vein, Spaull
(2011) asserts that “there is a big performance
gap between learners with low socio-economic
status (SES) as compared to those learners
with high socio-economic status in South
Africa” (p. 1).
In Nigeria the concern of high failure rate in
public schools’ dates back to decades ago
(Chirimbana, 2014). Factors such as lack of
necessary skills, inadequacy of teachers, lack
of qualified teachers, learners’ negative
attitudes, and unsuitable textbooks among
others, were identified as contributing to poor
performance of the learners in Mathematics in
schools, and it is revealed that the above
factors contribute much to the poor
performance of learners in mathematics
(Avong, 2018). The factors that contribute to
poor performance in Nigeria seem to be some
of the factors that contribute to poor
conceptual understanding of mathematics at
junior secondary schools in Katima Mulilo
circuit, Zambezi Region. In a study done in the
United Kingdom by Karingi and Wario (2015)
it was revealed that a positive attitude is
acquired through the learners’ interaction with
the curriculum and the learning process,
learners’ attitude towards mathematics as a
subject. The study conducted by Karingi and
Wario (2015) shows that learners’ attitude
towards mathematics creates a big impact on
mathematics as a subject. Karingi & Wario
also indicate that when mathematics teachers
get into a class, learners make comments such
as, “I have been performing poorly in
mathematics, I will never pass this subject” (p.
320). It is therefore the duty of teachers to
show positive attitudes when teaching
mathematics, that learners develop a positive
attitude towards the subject which may help
them to learn mathematics for conceptual
understanding
and
better
performance
(Northwest Regional Laboratory, 2018).
Cotton (2018) contends that “standards for
classroom behaviour are explicit. Teachers
should let the learners know that there are
standards for behaviour in the classroom, and
consistent, equitable discipline is applied for
all students” (p. 67). Furthermore, personal
interactions between teachers and learners
should be positive; teachers should pay
attention to learners’ interests, problems and
accomplishments in social interactions both in
and out of the classroom. Teachers should also

show learners that they really care for them
(Cotton, 2018). A high ratio of learners to the
teacher makes teaching and learning for
conceptual understanding difficult. Such a high
learner/teacher ratio leads to failure for the
teacher
to
give
individual
attention
(Chirimbana, 2014). This has a high impact on
learners with respect to learning facilities and
receiving individual attention. The high
learners to teacher ratio would likely result in a
sabotage of attention for each learner by the
teacher. The result of such a status quo would
likely have a negative impact on learners’
performance since inadequate assistance would
be given by a teacher in such large classes.
The teacher’s teaching method and the
classroom atmosphere greatly affect students’
performance. A properly arranged method and
environment likely to motivate learners (Even
& Bruckheimer, 2004). Students will pay
attention and follow the content being taught if
a classroom is well managed and the teacher
uses clear pedagogical language in the teaching
and learning of mathematics. The method of
teaching must be able to address the students’
personal needs (Jalbani, 2014). Rote learning
methods of teaching dampen the learners’ zeal
to learning for conceptual understanding,
hence the poor performance. Teachers’
knowledge of the subject – research has
confirmed that teacher content knowledge has
an impact on learners’ performance (Pia,
2015). Thus, high quality teachers should be a
prerequisite for cultivating learning of
mathematics for conceptual understanding and
improved performance in secondary schools
generally. This has had a negative impact on
the learners leading to their poor performance.
Chirimbana (2014) noted that teachers who
have low knowledge levels in the teaching and
learning of mathematics face challenges in
teaching the subject and thereby leading to
learners’ poor performance in mathematics.
Such teachers are likely to be the ones who
make the learners develop negative perceptions
towards the learning of mathematics thereby
impacting on the performance of the learners
negatively.
Michael (2015) recommends that video
recording, various mathematical teaching
concepts and techniques can improve the
teaching and learning of Mathematics.
Mbugua et al. (2012) take a firm stand that
mathematics performance of learners can be
improved by making sure that teachers
working conditions are improved, teaching and
learning materials are provided, curriculum,
6
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motivation and attitudes. On the other hand,
Gitaari et al. (2013) postulated that, ways of
improving performance of students in
mathematics include creation of positive
attitude towards mathematics, administering of
more examinations and quizzes, provision of
adequate teaching and learning materials,
motivation, completion of the syllabus on time,
provision of adequately trained mathematics
teachers, using variety of teaching methods as
well as monitoring of lesson by the school
administration. Care and Amukowa (2013)
assert that the provision of instructional
materials, library, laboratory and other
physical facilities, developing good rapport
with parents by the head teachers, reducing
students and teacher ratio of manageable size
are some of the ways of improving
performance in mathematics.
Methodology
The study used a mixed methodology through
the use of the survey design and a descriptive
exploratory research design. The study used an
in-depth face to face interview with nine
teachers and seven learners in Katima Mulilo
circuit who were selected through purposeful
sampling strategy. The study also made use of
a closed ended questionnaire which was
administered to 120 participants (teachers and
learners) who were selected through stratified
random sampling. This study followed a mixed
methods approach design by using a
quantitative descriptive survey method which
is in the form of a questionnaire and a
qualitative research strategy where interviews
were used in order to describe and explore the
factors that affect teaching and learning of
mathematics at junior secondary school level.
The qualitative dimension of the study utilized
a descriptive exploratory research method,
while the quantitative dimension of the study
used the survey method. Cresswell (2017)
identifies two types of mixed methods research
designs which are the convergent parallel and
the explanatory sequential method. In the
convergent parallel method both the qualitative
and
quantitative
methodologies
and
instruments are administered at the same time,
while in the explanatory sequential is
administered and the findings are analysed
leading to the development of the second
method. The current study employed the
convergent parallel mixed method where both
qualitative and quantitative instruments were
administered at the same time to the
participants.
The
targeted
population

comprised all the 10 junior secondary schools
in Katima Mulilo circuit, which they included
teachers offering mathematics at junior
secondary school level.
The schools were purposely sampled and
involved seven grades 8 to10 classes (2 grade
8, three grade 9 and two grade 10 learners).
Schools were purposely sampled because they
were within reach. The participating schools
were those schools where learners’ poor
understanding of mathematics was observed to
be low as established from the Examination
Reports for 2017 and 2018 academic year. Due
to a high number of class sizes, convenience
and simple random sampling were used in this
study to select participating classes and
teachers. Convenience sampling is done in
situations where elements are selected based
on the fact that they are easily and
conveniently available (Maree, 2012). In the
current study, nine teachers and seven learners
for mathematics were purposefully sampled to
participate in the interview. That is the
quantitative tool had 120 participants while the
qualitative tool had 16 participants.
Questionnaires and interviews were used to
collect data from learners and teachers on
factors affecting the teaching and learning of
mathematics in Katima Mulilo circuit,
Zambezi region. Firstly, quantitative data was
analysed using Microsoft Excel and SPSS and
presented in the form of tables, graphs and
charts (Creswell, 2012). All the qualitative
responses from the teachers and learners in this
study was read carefully, codes were identified
by the researchers and the identification of
subthemes and themes was done, and these
themes which emerged in the study were
aligned to answer the research questions of the
study.
Results and discussion
Theme 1: Factors affecting the teaching and
learning of mathematics in Katima Mulilo
circuit in Zambezi region
Sub-theme 1.1: Misconceptions
Misconception is a term used to describe deep,
intuitive
misunderstandings
about
mathematics. This form when students get an
idea in their heads about how something works
that makes intuitive sense to them (Chilenje &
Mwanza, 2012). This sub-theme provided
views of the participants on what a
misconception is perceived to be accepted
among learners or Mathematics teachers which
might be wrong and need to be corrected as
such. With regard to this subtheme, one
7
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principal said that “there is a higher level of
misconception
among
learners
that
Mathematics is difficult and it cannot be
studied” (Principal 15). Whilst, Teacher 14
indicated that “the misconception stemmed
from early years at primary level where
learners could possibly not attain the basic
competencies”. Teacher 13 was of the opinion
that “the culture of fear among learners is
hindering their perception to deepen the
mathematical philosophy”. In addition, the
learners added their voices that some
developed
negative
attitudes
towards
Mathematics understanding from the teachers
as well as peers who discouraged them; “there
is still time I feel like, I will never learn
anything mathematics” (Learner 2). Another
learner said that “I have encountered many
challenges with Mathematics subject since my
primary education, sometimes I feel like it is
not my favourite subject at all” (Learner 8).
Sub-theme 1.2: Lack of teaching and learning
materials
This sub-theme provided the responses from
the participants on the lack of teaching and
learning materials. Participants believed that
teaching and learning materials were some of
the factors that have contributed to poor
performance in Mathematics at Grade 8-10
level. Almost every participant narrates their
own experiences of the situation at their
school. Although schools may differ in their
needs and wants in terms of teaching and
learning materials there are general patterns of
similarities. For instance, almost every
participant alluded to the need to have a
functional computer lab where learners engage
themselves with internet sources where they
can learn a lot and discover simpler methods of
approach in calculations. One of the teacher
participants added that “sometimes I feel like
the school is not exposing us to more
supportive learning material like computer
games, reading more books with challenging
Mathematical calculations all the school
provided with a library” (Teacher 2). Teacher
12 also commented that “our school need new
facilities like library, computer lab and to
acquire new books as reference materials”.
Whereas, Teacher 15 said that “it will be more
appropriate if a fund for the school library,
science lab and computer lab can be secured
than our school will be fully equipped”. In
addition, Teacher 12 expressed the view that
“to some certain degrees some teachers
misinterpret the syllabus, give less practical

activities”. In the same vein, Principal 16 was
of the same opinion to say that “whenever she
goes for classroom observation teachers
sometimes are found with no daily
preparation”. As a result of teachers’
unpreparedness in some extreme cases where
learners still lack basic skills of Mathematical
calculations can contribute immensely to poor
performance. Teacher 14 revealed that “poor
performance in Mathematics is fuelled by lack
of supervision and monitoring of mathematics
and that, bad attitudes are observed by
teachers”.
Sub-theme 1.3: Teachers qualifications and
work experiences
This sub-theme provided the views of the
participants on qualifications and work
experience that could be the factor contributing
to poor performance of learners (Channon,
Smith, Head, Macrae, & Chasakara, 2003).
Participants were of the view that,
qualifications and work experience determined
the competency of the teacher to perform as
expected. The reviewed literature reviewed
also revealed that teachers with higher
qualifications and teaching experiences boost
performances in Mathematics (Dhillon &
Wanjiru, 2013). According to Teacher 13,
“teachers must challenge themselves with new
skills and knowledge to be able to provide a
better technique in teaching learners
Mathematics at an advanced level”. This fact
was further strengthened by Teacher 15 who
indicated that “sometimes, their problem is the
weakness of inexperienced teachers to
approach well experienced teachers in the field
of Maths and Science to tap from their wisdom
and their pedagogical approaches”. Learner 7
indicated that “sometimes I have a tendency to
question whether our teacher really
understands the contents for Mathematics. Or
even ask myself why almost half of the class is
still struggling”. Teacher 14 commented that
“the more the teacher gives easy work, the
fewer learners feel challenged to grow
mentally in most cases it creates doubts
whether such teacher has received adequate
training before qualifying to be a professional
teacher”. While Teacher 14 opined that
“sometimes poor performance in Mathematics
is caused due to lack of pedagogical skills by
the teachers, to demonstrate higher order of
thinking capacity that infuse critical thinking
among learners themselves”.
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Sub-theme 1.4: Poor learner discipline
This sub-theme provided verbatim expressions
by participants on learners’ indiscipline in
school as well as to a lesser extent at home and
how it affects or influences learning. Teacher
15 and literature reviewed revealed that
barriers to learning are largely too contributed
by lack of discipline among learners (Geoge,
2014). A learning environment becomes more
favourable when the teacher has disciplined
learners. Absenteeism, social problems,
misbehaviour while the teacher is teaching,
these are some of the common indiscipline that
leads to poor performance as identified by the
teacher, principals and learners’ participants.
Principal 15 also indicated that “dealing with
indiscipline decisively creates an aura of
harmony between the staff members and
learners”. And Principal 16 mentioned that “in
the past discipline of learners used not to be
the problem since many of the learners were
fearful of the authority and power that learners
have towards teachers”. Whereas, Principal 15
stated that “this is not the case today, since
many of our learners misbehave starting from
home, disrespecting their parents and then
when they come to school they do not longer
fear teachers”.
Sub-theme 1.5: Teachers high workloads
Workloads are some of the factors that
continue overburdening the teachers especially
when they work in an environment that is
overcrowded and not conducive. Participants
in the study had these to say about workloads.
Teacher 11 argued that “sometimes when you
give a lot of activities to the learners it is your
responsibility as a teacher to mark learners’
activities and provide them with feedback this
take up a lot of time because a class might be
crowded”. On this note Teacher 12 said that
“teachers should not be overburdened with a
lot of administration work but their focus
should about the teaching facts as well be
there to give compensatory lessons to
learners”. This was echoed by Teacher 13 who
noted that “workload has killed the motivation
and the appetite for teachers to be focused”.
On this note, Teacher 14 indicated that “it is
critically important teachers plan effectively
and efficiently for time on task and so that time
management cannot be ruled out”.
Theme 2: Effects of poor performance by
learners in Mathematics at JSC
This theme discusses and provides empirical
evidence of the effects of poor performance by

learners in Mathematics at Grade 8-10 level.
Similarly, the views of the participants
confirmed that indeed there is lack of interest
in learning Mathematics as such teachers
should instil and motivate learners to do better
in Mathematics. Some participants responded
to the issue as follows: For instance, Teacher
11 said that “learners developed phobia for
Mathematical challenges that they are exposed
to everyday. Therefore, they are losing interest
in this school”. Learner 6 added that
“teamwork is not fully utilised as result,
cooperative learning is not taking place in
Mathematics lessons”. However, Principal 16
indicated that “I observed several lessons for
Mathematics teachers and made a number of
recommendations on how they can enhance
their teaching to be better; however, teachers
do not consider the inputs. As a result, learners
are repeatedly failing. This kind of attitudes
has led to even some learners losing faith in
the teachers’ approach”. On the other hand,
Teacher 13 stressed that “there is seems to be
no proper teamwork in the department which
created disunity and fall from grace to
disgraceful results”. In addition, Teacher 9
stated that “there are some of us who are fully
committed to do better, however some learners
with negative attitudes are giving us bad
influence”. Furthermore, Teacher 13 recalled
that “whenever a learner repeats a subject
there is negative feeling developing in such a
learner which drastically makes a learner lose
interest in learning”. Most significantly,
Teacher 13 echoed the views of other
participants by saying that “when the
performance going down, it forces more and
more researches to be conducted in order to
get to the bottom of the root cause”. According
to Learner 2, “if learners continue to perform
poorly they start to develop a negative mindset”.
Sub-theme 2.1: Withdrawal of interest to learn
Mathematics
Under this sub-theme, a comprehensive
discussion centred on withdrawal of interest to
learn Mathematics by learners. Participants
were of the view that fear is the main problem
as the students start to dislike mathematics and
even went to an extent of disliking the
mathematics teacher which eventually led
learners to lose confidence and withdraw from
the teaching and learning of mathematics. The
participants’ responses regarding the learners’
withdrawal from mathematics as a school
subject are indicated below. Principal 15
9
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opined that “since Maths is tough from Grade
1-12, as a compulsory subject it brought some
fear into learners who are not good with
numbers; they start to have negative feelings of
withdrawal and would never want a pass”.
This was supported by Teacher 13 who added
that “students have withdrawn their interest to
discover, explore and investigate anything that
has to do with quantities just because of fear
and being afraid to be labelled”. Teacher 12
also had this to say “when a learner starts to
withdrawal they no longer have the capacity
show eager, motivated, resilient and
determined to learn”.
Sub-theme 2.2: Psychological impact on
learners
This sub-theme provided comprehensive
details of the psychological impact on children
if learners continuously failed the subject.
Mathematics being a requirement in some
courses at tertiary level, it will not be
appropriate if learners’ foundation is not fully
concretized
or
reinforced
with
best
pedagogical approaches to remedy their
performance in mathematics (Carrell &
Hoekstra, 2009). Teacher 15 offered
alternative approaches to restore learners’ ego
by stating that “the overall performance of the
learner is affected; learners may develop the
notion that they are not good in Mathematics,
leaners may not be able to choose career of
their choice if they do not pass mathematics”.
Accordingly, Learner 6 indicated that “in most
cases whenever learners have failed a task, it
leads to completely withdrawal which results
in a learner being rebellious to carry out with
correction”. Whereas, a brilliant answer from
Learner 8 was that “it has a psychological
effect sometimes when a learner gets stuck
with Mathematics he/she can develop hate
feelings towards the teacher, eventually when
the learner starts to dislike the teacher, it
multiply into disliking the subject as well”.
Sub-theme 2.3: Emotional negative effects on
the learners
Beneath, is the discussion about emotional
negative effects, the participants elucidated
that the main effects of negative emotions are
that it leads to poor performance. The main
concern here is also the poor interpersonal
relationships among learners themselves
(Osaki, 2007). Geoge (2014) and Khalid and
Mehmood (2017) reiterate that learners’
emotions and its effects affect learners’
performance. Some responses of participants

on the issue were that “the culture in
Mathematical domain of learning should be
maintained to distil fear so that learners
accept the right of attitudes for best learning
practices” (Principal 15).
According to
Teacher 13, “learners seem not to be prepared
mentally and physically to challenge the
intellectual capacity”. And “when I reflect
back at the lesson, I question learners’ fear so
much. I create a scene at the back of mind to
try to find a solution to their problems but it
seems to be insurmountable” (Principal 15).
Poor interpersonal relationship will start to
develop, poor performing learners will feel
isolated, rejected, dumped and eventually
withdraw completely from the task as Principal
15 elaborated that “when one become
emotional, it causes depression and stress to
both the learner and the parents or parent”.
On the other hand, “emotional intelligence is
what most learners need to learn in order to
associate with others and due to withdrawal
(Teacher 13).
Enrolment of learners at school has been
always a subject of contention for sometimes
now. Therefore, when it comes to the decrease
in enrolment, the root cause of this is drop outs
(Dhillon & Wanjiru, 2013). The views of the
various participants on the issue were as
follows as Learner 1 remarked that “learners
are losing interest in Mathematics because
they failed in numerous topics that they
attempted”. Learner 2 narrated that
“sometimes I felt giving up on learning
Mathematics because all along with my friends
and classmate always talk of Mathematics as a
difficult subject”. Teacher 14 opined that “the
problem with Mathematics is that, most of my
classmates do not perform well, they are
demotivated to learn. Again, there are times
when some withdraw from group work
activities”. Learner 7 stressed that “some
learners are not progressing to the next grade
because they either fail Mathematics or
English and these subjects are compulsory in
calculating the minimum required points for
one to be promoted to the next grade. As a
result, these have led to most learners
dropping out of school”.
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Parental involvement not only enhances
academic performance, but it also has a
positive influence on student attitude and
behaviour.
A
parent's
interest
and
encouragement in a child's education can affect
the child's attitude toward school, classroom
conduct, self-esteem, absenteeism, and
motivation (Hamukoto, 2016). Parents can
support their children's schooling by attending
school functions and responding to school
obligations (parent-teacher conferences, for
example).

Strategies that can be used to improve the
teaching and learning of mathematics in
junior secondary schools in the Zambezi
region in Namibia
Improving on parental involvement
Parental involvement means the participation
of parents in regular, two-way, meaningful
communication involving student academic
learning and other school. This including
ensuring that parents play an integral role in
assisting their child with learning activities
(Dhillon & Wanjiru, 2013).

Improving parental involvement
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Figure 1: Improving parental involvement
Figure 1 shows that 56 learner participants
strongly agree that improving parental
involvement in the teaching and learning will
improve the learners’ performance, 34 agree,
13 disagree, 12 strongly disagree, five were
uncertain about this assertion. After combining
the responses (agree and strongly agree, then
disagree and strongly disagree), it was found
that 90 learners agreed while 25 disagreed. On
the issue of parental involvement, Ernest
(2009) noted that many parents have almost
handed over their parental role/responsibilities
to the teachers and school authorities forgetting
that the school alone cannot be able to provide
all the necessary support to the learners
without the involvement of the parents. A
school that creates a good networking between
the teachers and parents on a one-on-one
mutual agreement contract become more
involved in helping their children improve
their school work by providing encouragement,
arranging for appropriate study time and space,

modelling desired behaviours (such as reading
for pleasure), monitoring homework, and
actively tutoring their children at home.
Parental involvement in their children’s
education appears to be a constant in children’s
academic achievement and social adjustment
(Joel & Ruhan, 2006).
Improving syllabus coverage
The well-designed syllabus provides a solid
beginning to the semester, sets the tone for the
course, provides a conceptual framework for
the course, serves as a “virtual handshake”
between the instructor and students, and
becomes a resource that is referred to over the
course of the semester (Chilenje & Mwanza,
2012). Since the syllabus guides the content
that has to be taught, this means that teachers
need to make sure that the whole syllabus
content is covered and as such, time needs to
be availed to make sure that the intended
content is fully covered (Crossman, 2019).
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Improving syllabus coverage
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Figure 2: Improving syllabus coverage
After the responses were combined (agree and
strongly agree, then disagree and strongly
disagree), Figure 2 shows that 91 of the
participants agreed and 21 disagreed with the
statement of improving syllabus coverage
would improve the teaching and learning of
mathematics in the Katima Mulilo circuit
among the Grade 8-10 learners. These findings
support the findings by Even and Bruckheimer
(2017) who indicated that the syllabus is an
important ministerial document that guides
how competencies and learning objectives of
Mathematics can be achieved through teaching
the right subject content as prescribed by the
National Curriculum for Basic Education
(NCBE). Syllabus completion is a key
important factor in fulfilling the curriculum
intents, objectives as well as making sure that
learners
achieve
their
basic
competencies/learning objectives as set out in
the syllabus for Mathematics for junior
secondary school. On this note, Brodie (2013)
recommends that teachers should plan well,
cater for the slow learners, learners with

challenges in the teaching and learning of
mathematics should set up plan or program for
holiday classes, evaluate and reflect whether
they are on the right track. The most critical
component is that many learners have
developed phobia for Mathematics because of
the pressure and the stress they have on the
process of learning Mathematics topics at the
pace outlined in the scheme of work and the
syllabus and the inadequacies of time and
attention given to learn (Brodie, 2013;
Chirimbana, 2014).
Changing teaching strategies
Strategies promote
flexible
thinking,
encourage independent learning and teach
students the importance of shifting their
approaches to different tasks (Ganaprakasam
& Karunaharan, 2020). Students need to
understand their own learning profiles and
needs as learners and to recognize how and
why strategies can help them attain academic
success (Even & Bruckheimer, 2004).

Changing teaching strategies
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Figure 3: Changing teaching strategies
Figure 3 shows that 67% of the participants
strongly agreed that changing teaching
strategies would help improving the teaching
and learning of Mathematics at Grade 8-10

level in Katima Mulilo circuit, 19% agreed,
11% strongly disagreed, two percent disagreed
and one percent was neutral. After these
responses were combined (agree and strongly
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agree, then disagree and strongly disagree), it
was found that 83% agreed and 13% disagreed.
These findings substantiate the findings by
Miranda, Nakashole, and Chirimbana (2013)
who indicated that the use of different teaching
strategies help to capture the learners various
and diverse learning strategies. Miranda et al.
(2013) further argue that the school must come
up with Mathematics Clubs that brings learners
together to compete when the teachers
organize Maths games and competitions and
that the schools within the circuit should
organize a Mathematics symposium whereby
learners can be taught for a period of time
during the holidays. This should particularly
involve learners who are struggling most of the
time.
Improving learner motivation strategies
Motivation is described as a state

energizes, directs and sustains behaviour.
Motivation involves goals and requires
activity. Goals provide the impetus for and the
direction of action, while action entails effort:
persistence in order to sustain an activity for a
long period of time (Geoge, 2014). There are
recognised indices of motivation that are
important to be aware of. Indices typically
place a value or quantity on an idea; in this
case, we can understand the value or quantity
of motivation for an individual by these four
indices (Himonga, 2018).
Motivation impacts the desired effect of
learning by the student, including goals, effort,
persistence, and performance. The importance
of motivation in an educational environment
can be characterized by indices that are fuelled
by situational motivation wherein the learner is
already partial to specific subject matter.

that
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Figure 4: Improving learner motivation strategies
Figure 4 shows that 50 participants strongly
agreed that improving learner motivation
strategies would improve the teaching and
learning of mathematics; whereas, 37 agreed,
50 strongly disagreed, and two disagreed. After
putting these responses together (agree and
strongly agree, then disagree and strongly
disagree) it was found that 87 of the
participants agreed while 33 disagreed. These
findings are in support of the findings by
Chirimbana (2013) which demonstrated the
importance of the domains of motivational
orientations, self-regulated learning strategies,
and social/interpersonal abilities in facilitating
academic performance. Chirimbana (2013)
further reported that students who became
more self-aware and confident regarding their
learning abilities, who were more motivated,
who set learning goals, and who were

organized in their approach to work (selfregulated learning) performed better in
schools.
Improving learner behaviours
Behaviour learning is linked to improved
social language, better communication skills,
and more peer interaction or social play. On
the academic side, autistic children can
develop greater focus, increased class
participation,
and
enhanced
motor
development (Channon, Smith, Head, Macrae,
& Chasakara, 2003). Learning Behaviour
emphasises the crucial link between the way in
which children and young people learn and
their social knowledge and behaviour. In doing
this the focus is upon establishing positive
relationships across three elements of self,
others and curriculum (Geoge, 2014).
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Improving learner behaviors
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Figure 5: Improving learner behaviours
Figure 5 shows that 55 learners strongly agreed
that improving learner behaviours would
improve the teaching and learning of
mathematics. After the responses were
combined (agree and strongly agreed, then
disagreed and strongly disagreed) the study
found that 83 participants agreed and 32
disagreed to the statement. These findings are
in agreement with the views of Han and
Carpenter (2014) who claimed that attitudes
which are negative towards mathematics will
always make learners fail to perform well in
mathematics. On this note, Chirimbana (2014)
argues that learners feeling confident in doing
mathematics are linked with being successful
in mathematics, which is regarded as a positive
behaviour. This issue is further supported by

Baldirstone (2000) who indicated that when
students are not confident in doing
mathematics, they may not experience success,
and unsuccessful behaviour is regarded as
negative feelings.
Provision of more teaching resources
A teaching resource is a material that is
designed to help facilitate learning and
knowledge acquisition (Bécares, 2015). The
purpose and importance of teaching and
learning materials is to make lessons
interesting, learning easy and enable teachers
to easily express concepts. Learning materials
can
significantly
increase
learners’
achievement by supporting learning (Geoge,
2014).
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Figure 6: Provision of more teaching resources
Figure 6 shows that 65 participants strongly
agreed that provision of more teaching
resources would mitigate on the predicaments
encountered in the teaching and learning
challenges in mathematics in Katima Mulilo
circuit. The study established that 97
participants agreed and 21 disagreed with the
statement. These findings validate the findings
of Ernest (2019) who indicated that teaching
resources are needed in the teaching of
mathematics if successful teaching and
learning is to be achieved. On this note,

Chirimbana (2014) argued that most schools in
Namibia are under resourced and this could be
one of the main factors contributing to
learners’ poor performances in schools.

14

Namibia Educational Reform Forum Journal, Volume 30(1), August 2022

Overall ranking of the recommendations for
improving teaching and learning in Katima
Mulilo circuit

The study established the overall ratings of the
various factors affecting the teaching and
learning of Mathematics in Katima Mulilo
circuit in Zambezi Region. The table below
gives the results on this aspect.

Table 1: Overall ranking of the recommendations for improving teaching and learning in
Katima Mulilo circuit
Recommendation
Improving on parental involvement
Improving syllabus coverage periods
Changing teaching strategies
Improving learner motivation strategies
Improving on learner behaviours
Provision of more teaching resources
Table 1 shows that the commonest
recommendation was the provision of the
teaching and learning resources (1) followed
by the improvement of syllabus coverage (2),
improvement on parental involvement (3),
improving learner (4), motivation strategies in
the teaching and learning of mathematics (4),
improving teaching strategies for mathematics
(5) and finally improving learners’ behaviours
in the teaching of mathematics (6).
Discussion of the results
The findings in the study support the findings
by Baldirstone (2019) who attributed poor
performance in mathematics to parental
attitude, interrupted teaching, poor teaching
and
miscalculate.
Furthermore,
more
misconception surrounding understanding
mathematical concepts remain a terrain of fear
as some participants expressed that, poor/low
understanding will demoralize many learners
to learn. The findings also uphold the findings
of Brodie (2013) who pointed out that, lack of
meaningful libraries and laboratories qualified
teachers, home environmental factors and
family backgrounds as well as little
participation of parents in the education of
their children as the main causes of poor
performance in mathematics. In support of this
view, Chirimbana (2013) attributed poor
performance in mathematics to parental
attitude, interrupted teaching, indiscipline and
poor teaching. The study findings also
corroborate with the findings by Collins (2020)
who pointed out that lack of meaningful library
and laboratory, qualified teachers, home
environmental factors and family backgrounds
as well as little participation of parents in the
education of their children were the main

Agree
90
91
84
87
83
97

Disagree
25
21
13
33
32
21

Rank
3
2
5
4
6
1

causes of poor performance in mathematics.
Most participants further indicated that, to
build a strong foundation in mathematics,
schools do not possess the following; libraries,
mathematics laboratories, lack of teaching
games and mathematical sets. Even and
Bruckheimer (2017) argues that teacher
knowledge is supreme and repeatedly
discussed as being encompassed of three
elements: content knowledge, pedagogical
knowledge, and didactical knowledge.
Furthermore, Joel and Ruhan (2006)
explicate that content knowledge pertains to
mathematical concepts, use of mathematical
techniques, mathematical reasoning, proof, and
so forth. Pedagogical knowledge is subject
independent and deals with general principles
of education, such as theories of learning;
sociological, psychological, and ethical aspects
of education and its functions (Baldirstone,
2000). Chirimbana (2013) states that it is
important for teachers to be highly trained and
skilled to enable them demonstrate didactical
knowledge that shape conditions and ways of
mathematics teaching and learning. But, the
main challenge is whether teachers are well
equipped to give relevant knowledge and skills
in mathematics. The findings of the study are
in line with the findings of Channon et al.
(2003) who stated that best performing
teachers in mathematics should share their
strategies.
Conclusion
This study revealed that misconceptions on the
part of the learners are some of the factors
affecting the teaching and learning of
mathematics in Katima Mulilo circuit. In
addition, the study established that there is lack
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of adequate teaching materials and resources
which also affect the teaching and learning of
mathematics. The study also revealed that low
teacher qualifications and low working
experience in the teaching and learning of
mathematics affect the success of the learners
in mathematics in Katima Mulilo circuit. Apart
from that the study also found that poor
learners’ discipline affects the success of
learners in mathematics. In terms of
availability of teaching and learning materials,
learners share books in the ratio 1:10. Results
obtained through observations and interviews
indicate that, learners in most of the schools
change to other classes to borrow books in
order for them to do class, assignments and
home work.
The study also revealed that there are
several effects of the factors that affecting the
teaching and learning of mathematics in
Katima Mulilo circuit. The study found that
learners in Katima Mulilo are withdrawing
from mathematics and from school as a result
of not achieving any successes in mathematics.
In addition, the study found that these factors
are the leading causes of the currently faced
negative emotional effects in mathematics
teaching and learning. More so, the study
found that these factors lead to decreased
learner enrolments in schools in Katima Mulilo
and are also contributing to some of the
currently experienced challenges in the
teaching and learning of mathematics.
Recommendations
The study recommends that the provision of
the teaching and learning resources need to be
done in Katima Mulilo circuit in order to
improve the teaching and learning of
mathematics. In addition, the study also
recommends that the improvement of syllabus
coverage would also make an impact on
improving the teaching and learning of
mathematics in Katima Mulilo circuit. The
study also recommends that improvement of
parental involvement in their children’s
education would also improve the teaching and
learning of mathematics in Katima Mulilo
circuit. The study also recommends that
improving learner motivation strategies in the
teaching and learning of mathematics would
improve the teaching and learning of
mathematics. Finally, the study recommends
that improving learners’ behaviours in the
teaching of mathematics would ultimately
improve
students’
performance
in
mathematics.
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Abstract
Competency in the English language is a challenge in the Namibian education sector at large and at
the Namibia University of Science and Technology. Moodle could be used to enhance students’
English language proficiency, but some researchers in the field argue that the use of Moodle remained
undesirable across the disciplines at the institution under study. It was thus essential to investigate and
establish students’ views regarding the use of Moodle for improved educational practice in English as
a Second Language. The main objective of the study was to investigate and establish how students
involved in English language service courses at the institution under study used Moodle as an elearning tool to enhance ESL teaching and learning. The sub-objectives arising from this main
objective were to investigate how students involved in English language service courses used Moodle
features for enhanced English as a Second Language teaching and learning, to establish successes
students have experienced in the process of using Moodle, and to identify challenges that students
experienced in the process of using Moodle.
The study adopted a social-constructivist approach as a lens to investigate and understand how
students’ interaction with Moodle as a mediating tool impacted the development of their English
language skills. The research employed a case study design that involved classroom observations and
focus group interviews with eighteen students who were purposely selected. The students who
participated in the research were students doing one of the three English language courses offered in
the Department of Education and Languages, and they had to be students using Moodle for English
language teaching and learning during the period of data collection. Four key themes emerged from
the analysis of data: the uses of Moodle and its mediating tools, impact of Moodle on the English
language skills, the challenges constraining the use of Moodle in English language teaching and
learning, as well as suggestions for improved educational practice. The research revealed that
although efforts had been made to use Moodle in English language teaching and learning at the
research site, there was still a need for enhanced interaction with Moodle and its sub-tools to create
better opportunities for both comprehensible input and comprehensible output to develop students’
English language skills.
Keywords: students’ perceptions, Moodle, English as a Second Language, teaching and learning,
social constructivism, tertiary education
Introduction
The use of technology in teaching and learning
has become imperative globally. For example,
Toland, White and Bolliger (2014) explain
how Learning Management Systems (LMS)
have become important tools for English
Language Teaching (ELT) in higher education,
while Penãfiel, Navarrete, Vásquez and LujánMora (2016) acknowledge how the use of
Information Communication Technologies
(ICTs) adds quality to educational programmes
in higher education. Likewise, it was
mandatory for lecturers at the research site to
incorporate technology into their teaching and
learning. The Namibia University of Science
and Technology e-learning policy (Polytechnic
of Namibia, 2010) clearly stipulates how
Moodle had been identified as a suitable tool to

supplement face-to-face teaching, as well as
how it was mandatory to use technology in all
the courses that were offered at the institution.
Moodle was the Learning Management System
in use at the research site by the time the study
was conducted.
Literature in the field points to the need of
studies investigating the use of Moodle in
English Language Teaching and Learning
(ELTL) globally and in the country (Jose,
2015; Mässing, 2017; Ramanair, 2014; ŞahinKizil, 2014). Also, the reviewed literature at
the inception of this study indicated how
research on perceptions of students on the use
of
Information
and
Communication
Technologies in general is abundant, but there
is inadequate research on the perceptions of
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students on the use of Moodle in English as a
Second Language (ESL) explicitly (Carvalho,
Areal, & Silva, 2011; Muñoz-Repiso &
Tejedor, 2012). Also, Suppasetseree and
Dennis (2010) acknowledge the importance of
exploring views regarding the use of Moodle
for ELT from both students’ and lecturers’
perspectives. The current study fills this gap by
exploring students’ viewpoints regarding the
use of Moodle in ELTL. The research idea
originated from anecdotal observation of the
phenomenon of using Moodle for ELTL at the
research site, where apparent uncertainties had
been observed. Overall, the research aimed to
investigate and establish how Moodle was used
at the institution under study to enhance ELTL,
based on students’ perspectives.
Statement of the problem
As echoed by researchers in the field (Iipinge,
2013; Ola-Busari, 2016), competency in the
English language is a key challenge in the
Namibian education sector at large, as well as
at the institution under study (Frans, 2016;
Namibia University of Science and
Technology’s Institutional Planning, 2019;
Mungungu-Shipale, 2016). Although the ICT
tools that are available on the institutional
LMS, Moodle, could be used effectively to
enhance the English language skills of the
students, Albee, Haggar, Paula, and PerezRogers (2012) argue that the use of e-learning,
and Moodle specifically, remained undesirable
across the disciplines at the institution under
study. Albee et al. (2012) further
recommended investigation of the tools used
on Moodle, and the students’ and lecturers’
proficiency regarding Moodle usage. It is on
this basis that this study aimed to investigate
students’ views with respect to the use of
Moodle at the research site, for improved
educational practice in ESL.
Research objectives
The main objective of this study was to
investigate and establish how students
involved in English language service courses
use Moodle as an e-learning tool to enhance
ESL teaching and learning. The sub-objectives
emanating from this main objective were:
1. To investigate how students involved in
English language service courses use
Moodle features for enhanced English as a
Second Language teaching and learning.
2. To establish successes students involved in
English language service courses have

experienced in the process of using
Moodle.
3. To identify challenges students involved in
English
language
service
courses
experience in the process of using Moodle
for enhance ESL teaching and learning.
4. To formulate guidelines that can be used
for the effective use of Moodle to enhance
ESL teaching and learning at tertiary level.
Literature review
Students’ experiences of using Moodle for
English language teaching and learning
Muñoz-Repiso and Tejedor (2012) argue that it
is of utmost importance to know the views of
instructors and students regarding the use of
technological tools in institutions of higher
education, to determine the willingness and
ability to use the tools and to discover the
challenges the instructors and students are
facing. Among studies involving the
viewpoints of the students, Liu (2013)
interviewed ESL students who were doing
grammar and reading courses and had
experience of using the LMS, to find out their
experiences of using it. The students revealed
how they found it interesting to use the LMS
for learning (Liu, 2013). They found Moodle
to be an indispensable tool that enabled them
to develop English grammar and reading skills,
as well as to acquire knowledge of other
aspects of the English language (Liu, 2013).
In a similar vein, Alhothli (2015) conducted
a study on the impact of using Moodle as an elearning tool for students in an English
language institute. The findings of the study
revealed that most of the students liked the
overall experience of using Moodle for their
English language course. However, there was a
limitation in the sense that Moodle was found
to be an unconventional way of learning as
students had been accustomed to what they
perceived to be a more convenient way of
learning
in
a
face-to-face
learning
environment. The student participants in
Alhothli’s
(2015)
study
suggested
improvements they wanted to be made to their
Moodle platform, as explained in the following
subsection. The necessity for improvements
seems to indicate indirectly some degree of
dissatisfaction regarding the use of Moodle, a
situation that prompts further analysis of
Virtual Learning Environments. Similarly,
although the student participants in the study
of Suppasetseree and Dennis (2010) indicated
how they found Moodle interesting to use, they
revealed that they preferred face-to-face
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interaction over Moodle. These findings point
to the key role human touch plays in a face-toface learning environment as opposed to an
online learning environment.
Impact of Moodle on English language
teaching and learning
Al Zumor, Al Refaai, Eddin and Al-Rahman’s
(2013) study on students’ perceptions of
blended learning in a language course
addressed the impact of blended learning on
the development of a variety of English
language
skills.
Although
students
acknowledged that blended learning was
beneficial compared to the face-to-face
instruction, it is worrisome to note that the
students found the LMS only beneficial in the
development of reading and vocabulary,
amongst a total of eight language skills that
were investigated, others being writing,
listening, speaking, spelling, grammar, and
pronunciation (Al Zumor et al., 2013). There
was inconsistency regarding these other
language skills as students were uncertain of
the development of these skills, a situation that
points to the need for more research. Al Zumor
et al. (2013) further reported that some
students suggested the eradication of the LMS
as, in their opinion, it was useless. However, it
should be noted that the LMS that was used in
this study was Blackboard. Yet, this scenario
serves as evidence that not all is positive with
blended learning, thus calling for more
investigation into the matter.
Nevertheless, Al Zumor et al. (2013)
mention that the students had misconceptions
of what reading was as they were not referring
to reading skills such as scanning or skimming,
but rather to reading a variety of texts on the
LMS, including instructions for assignment
tasks. Also, the researchers attributed this
ambiguity of the development of other
language skills to English language instructors’
inadequacy of skills to integrate technology. It
is thus worth noting how the challenge of
inadequate knowledge and skills to use the
LMSs spill over to the undesirable
performance of students. Also, the researchers
found that the results contradicted what other
studies in the field had already established, that
LMSs had the potential to improve some
English language skills, such as listening and
speaking
(Liu,
2013;
Shahrokni
&
Talaeizadeh, 2013). Irrespective of these
explanations, this scenario points to the need
for more research in to arrive at a more
convincing conclusion.

On a more positive note, students who
participated in Zyad’s (2016) study indicated
that they found Moodle collaborative writing
activities useful, and their participation in the
forums had a positive impact on their learning.
Multi-media files that had been uploaded onto
the Moodle platform were also found
beneficial, for example videos, book chapters
and PowerPoint presentations (Zyad, 2016).
However, it is worth noting that not all the
participants considered Moodle beneficial to
improve their writing skills. In a similar vein,
the discussion and chat forums emerged as the
favourite tools that students used in
Suppasetseree and Dennis’s (2010) study, in
which discussions were linked to previous
lessons. Likewise, student participants in
Hirschel’s (2012) study found the discussion
forum to be the favourite among other Moodle
tools.
Overall, the reviewed literature in this
section regarding students’ perceptions of
blended learning and the use of Moodle for
ELTL reveals that the use of Moodle has some
benefits, but that it is a fluid situation that
needs to be investigated further. The student
participants in numerous studies have not only
shared their experiences but have also
suggested recommendations for successful
second language blended learning. These are
presented in the next section.
Students’ recommendations for successful
blended learning in English as a Second
Language
The recommendations given by the students
who had first-hand experience of the
challenges encountered in the process of using
an LMS could serve as a foundation for a
favourable environment for Moodle or blended
learning at large. Although some of the studies
that have been conducted are qualitative and
not thus generalizable by nature, there are
valuable lessons that can be learned, resulting
in improved educational practice in numerous
educational settings.
Among the suggestions given by the student
participants in Alhothli’s (2015) study are
changes such as a variety of exercises and
activities to be added to Moodle; more video
exercises, especially on listening; improvement
of the Moodle interface; and adding more to
the course content. Moreover, Dias and Diniz
(2014) investigated how Moodle could be
improved in higher education from the
students’ perspectives. The student participants
suggested training of faculty to enable them to
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use a variety of Moodle tools, to make the
overall use of Moodle mandatory, as well as to
make discussion forums compulsory to
enhance the use of the LMS (Dias & Diniz,
2014). These findings suggest the need for
instructors to examine Moodle platforms in
their own educational contexts to determine if
these challenges serve as drawbacks to
effective integration of technology in their own
contexts and to find viable solutions.
Furthermore, Al Zumor et al.’s (2013) study
resulted in a number of recommendations from
the students pertaining to how an LMS could
be improved. The student participants
proposed three key recommendations: finding
a solution to technical difficulties they had
been experiencing, proper training of students
to be able to use the LMS; and increasing the
number of computer laboratories (Al Zumor et
al., 2013). In addition, the students suggested
awarding of distinguished performance in
using the LMS to motivate the use of
technology for ELT, providing students with
personal computers, as well as encouraging
instructors to use technology for ELTL (Al
Zumor et al., 2013). However, no specific
suggestions or guidelines were given on how
instructors could be encouraged.
Theoretical underpinnings
The current study adopted a socialconstructivist approach to learning. One of the
key tenets of social constructivism is the fact
that it facilitates collaboration which enables
negotiation of meaning when students are
working with one another to construct new
knowledge. According to Beatty (2010),
constructivists view learning as “a process by
which learners (students) construct new ideas
or concepts by making use of their own
knowledge and experiences” (p. 99). When the
students create their own knowledge, they
become active participants in the learning
process. Ally (2010) further explains that
constructivism is based on the principle that,
effective learning takes place when teachers
and students communicate effectively by using
tools and interacting with tools and the
environment. These mediating tools facilitate
interaction and collaboration in the process of
constructing knowledge, and this is how
Moodle was perceived to be a mediating tool
in this study.
The importance of interaction, guidance and
the use of tools in the learning process are
some of the key tenets of Vygotsky’s (1978)
socio-cultural historical theory of learning,

which is also rooted in constructivism. Zhou
and Brown (2015) note that, this theory is
based on the assumption that “development
depends on interaction with people and the
tools that the culture provides to help form
their own view of the world” (p. 30). Again,
this line of thinking supports the use of Moodle
as a mediating tool in this study, thus
facilitating various forms of interaction in the
learning process.
Design and methods
The study adopted a pragmatism philosophical
position of viewing the world, a paradigm that
can be used in social research regardless of the
research being quantitative, qualitative or
mixed methods. Morgan (2014) notes that a
pragmatism approach is suitable due to its
emphasis on human experience that is made up
of human beliefs and actions. As the nature of
the problem to be studied defines the relevant
research approach, a qualitative research
approach of exploratory nature was found ideal
due to its attribute of social construction of
reality and focusing on the process rather than
on the product like in quantitative research
(Cooper & White, 2012). The study employed
a case study design that involved collection of
data by employing classroom observations and
focus group interviews with selected students.
The study was aimed at exploring, describing
and understanding the meanings students at the
institution under study attributed to the use of
Moodle and its features.
In accordance with purposeful random
sampling strategy, eighteen students were
deliberately selected to participate in the study.
This sample was selected in line with Harding
(2013) who states that when a larger group is
to be studied, the researcher decides which
members of the population are to participate
and selects them deliberately. The students
were selected from a larger population of
students who were doing English language
service courses by the time the study was
conducted. They were selected with the
assistance of the class lecturers as they were
the ones who were in a better position to
identify students who were familiar with the
use of Moodle for ELT and could provide
insightful answers to the research questions.
They also had to be using Moodle for ELTL
during the period of data collection. The
research took place in the Department of
Education and Languages in the School of
Human Sciences at a public university in
Namibia.
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As per Creswell (2013), the researcher
adopted an inductive approach to data analysis
that entailed vigorous analysis of the interview
data, working back and forth to identify themes
and categories. The findings that emanated
from the literature review and the empirical
data are presented next, whereby discrepancies
and similarities between the present study and
the existing literature are highlighted in terms
of the themes that emanated from the empirical
study.
Findings
The findings of the current study were grouped
in four emergent categories: the uses of
Moodle and its mediating tools, impact of
Moodle on the English language skills, the
challenges constraining the use of Moodle in
ELTL, as well as suggestions for successful
use of Moodle, all from the students’
perspectives.
The uses of Moodle and its mediating tools
In congruence with findings from literature in
the field (Alhothli, 2015; Liu, 2013;
Suppasetseree & Dennis, 2010), the student
participants in the current study found Moodle
motivating to use due to its accessibility
anywhere, anytime. Student C EAP said that
“wherever you are you can access it (Moodle)
if you have Internet”; whereas, Student E PLU
indicated that “it is self-paced, like you decide
when to study, whatever time and at any
place”. Nevertheless, both previous studies
and the current study found lack of face-toface interaction to be a key challenge in the
process of using Moodle. “It (Moodle) takes
out the accessibility and the efficiency of
communicating with the lecturer” (Student C
EAP). In addition, Student C PLU attributes
that:
“One of the challenges I’ve experienced is that
sometimes you have been instructed by the
lecturer that you should listen to a certain
audio or read a certain story on Moodle;
…you can’t find the right one”.
The ability of Moodle to facilitate authentic
learning experience, for example the ability to
generate ideas to solve real-life problems, was
found to be another motivating factor to use
Moodle in the current study. To this, Student A
EAP said the following:
“You just open up a discussion amongst the
students on the high accident rates on the B1

road which was positive as you could see each
and everybody’s unique view on this whole
accidents problem. So, in that sense it assists
for us just to see or obtain different ideas from
other students”.
Other studies in the field acknowledge this
notion by pointing out the ability of Moodle to
facilitate online interaction and co-creation of
knowledge, for example by using discussion
and chat forums that have emerged as favourite
Moodle tools in some other studies (Hirschel,
2012; Suppasetseree & Dennis, 2010; Zyad,
2016). Also, the instant feedback provided by
Moodle activities was found to be a motivating
factor in the current study as it enabled
students to do more activities within a short
period of time as opposed to activities.
You get your marks there right after you just
submit your work” (Student D EAP). “It’s
usually multiple choices and then you receive
your marks as soon as you finish with the postand pre-test” (Student C EAP).
Furthermore, the student participants in the
current study found the embedded electronic
study guides and embedded web links
beneficial as they broaden understanding.
“The links are also stated within Moodle
which is linked to another application such as
YouTube or Wikipedia; so, the moment you go
within Moodle it will give you the information
you need within, with respect to that specific
chapter” (Student A EAP).
Multi-media files that had been uploaded onto
the Moodle platform, such as videos and book
chapters, had also found beneficial in other
studies (Zyad, 2016). The student participants
were also mostly in favour of online quizzes,
especially the pre- and post- assessment
quizzes that afforded them an opportunity for
self-reflection or self-evaluation. “In a sense of
the pre-test gives a little bit of self-evaluation
of where you stand before you even start to
learn” (Student A EAP).
“When you do an assessment and this grading,
then you can tell how good or where your
weak points are…, (and) where you’re
correct” (Student A EPR). “You can evaluate
the difference between how you were doing
before you were taught and after you were
taught and then you see what you learned inbetween and where else you are lacking in a
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certain topic” (Student E EPR).
Regarding video lessons, although used
minimally, the students noted the importance
of both listening to and seeing what was being
presented as it helped them to understand the
lesson content better. “The videos we watch, so
much better than in class, some of us we learn
better by watching someone say” (Student F
EPR).
“A good example I picked up was, when you
use Moodle in the English course there’s
usually videos that assist you when you don’t
understand something properly” (Student A
EAP).
This finding concurs with Alhothli’s (2015)
study in which students with insufficient
English language skills appealed for more
video lessons to be able to learn the English
language better. The appeal for lecturers to use
the Moodle tools that were not being used
effectively both in the current and previous
studies points to the potential these tools have
to enhance the English language skills.
Impact of Moodle on English language skills
The use of Moodle was found to enhance a
variety of the English language skills, namely
speaking, reading, writing, and listening, as
well as grammar and vocabulary, as illustrated
in the excerpts below:
“The level of interaction you have with other
students can also assist your English language
skills; you see how they write and how they
speak. It can improve your grammar” (Student
A EAP). “The more you use Moodle, the more
you can express yourself in terms of speaking
and writing your English” (Student C PLU).
Likewise, other studies in the field illustrate
how Moodle has the potential to improve a
variety of English language skills. Liu (2013)
and Shahrokni and Talaeizadeh (2013) explain
how Moodle has potential to improve listening
and speaking skills, while Al Zumor et al.
(2013) found Moodle to have a positive impact
on the development of reading and vocabulary.
Furthermore, Liu (2013) found the use of
Moodle beneficial for the development of
grammar and reading skills, while students
who participated in Zyad’s (2016) study found
Moodle collaborative writing activities useful.
The efforts made by both lecturers and
students to use some of the Moodle tools in

this study to enhance students’ English
language skills were hence commendable, and
the student participants acknowledged how a
variety of their English language skills have
been enhanced.
Challenges constraining the use of Moodle in
English language teaching and learning
Access to the Moodle application emerged to
be one of the challenges and threats to the
effective use of Moodle for ELTL. Accessing
the Moodle application to engage in the elearning content directly, without going
through a web browser, was found to be a
major challenge, as per the excerpt below:
“We don’t have direct access through the
Moodle app; we have to go through a web
browser” (Student A EAP).
The students’ interview data also revealed that
there was a need to keep the online course
content updated as it was found to be
sometimes disorganized and thus confusing.
This shortcoming arose from the old course
content that was not removed from the
platform even when the curriculum had
changed as illustrated below:
“Old content from when we were still
Polytech, especially some things that are dated
2013, that may not be so relevant in our
studies” (Student C EAP). “One of the
challenges I’ve experienced is that sometimes
you have been instructed by the lecturer that
you should listen to a certain audio or read a
certain story on Moodle; …you can’t find the
right one” (Student C PLU).
This finding is not atypical in educational
technology only as Carvalho et al. (2011) also
report how the student participants in their
study complained that it was sometimes a
challenge to locate the course material when
using the LMS. Another challenge that the
students’ interview data revealed was minimal
use of Moodle tools due to limited knowledge
and skills to use it, such as the discussion
forum, as illustrated in the excerpt below:
“Some of these tools are not really that active,
especially the forums and blogs and the chat; if
many people were using these tools more, and
they would improve skills” (Student D EPR).
This finding ties in well with the work of
Penãfiel et al. (2016) and Gamundani,
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Kanyangela and Chitauro (2015) whose studies
indicate that the Moodle platform was found to
be underutilised in some institutions of higher
learning. Also, Dias and Diniz’s (2014) study
reveals how discussion forum was found to be
underutilised by students in their study.
Similarly, the study by Al Zumor et al. (2013)
identified inadequate skills to use the LMS as a
threat to the learning process. Inadequate
online feedback and guidance provided in
Moodle was also found to be a challenge as
students felt that the system did not provide
constructive feedback, as reflected below:
“The activities don’t give feedback to where
you went wrong. Sometimes you get zero out of
five and then you don’t understand why”
(Student C EPR).
However, the inability to provide constructive
feedback emanated from the inability to use
the system effectively, because Moodle is
designed with feedback options that can be
employed to provide constructive feedback in
the process of language teaching and learning
(Jose, 2015; Sahin-Kizil, 2014). This problem
ties in well with the challenge of lack of
human touch to provide constructive feedback
when using Moodle that also featured in the
current study and it is a challenge that is
consistent with findings from previous studies
(Alhothli, 2015; Suppasetseree & Dennis,
2010). Technical challenges also featured on
the list of the challenges that were experienced
in the present study.
“There was a time when the problem was with
the e-learning system when it didn’t want to
work, when you couldn’t go onto the elearning platform. And we couldn’t do our
activities, we couldn’t do our exercises and
had to come back to our lecturers, like it was
during the weekend and we had to come back
to our lecturers on Monday and we had to
inform them that the platform was down”
(Student E EPR). “There would be times when
you are on Moodle, accessing your English
documents for 20 minutes. You refresh a page,
and it is just down” (Student A EAP).
There is a challenge in the consistent with
findings from other studies in the field (Al
Zumor et al., 2013; Dube & Scott, 2016; Khan,
Hasan, & Clement, 2012; Simon, 2019;
Tshabalala, Ndeya-Ndereya, & Van der
Merwe, 2014), especially in developing
countries. In the light of the challenges hereby

presented, the following sub-section presents
suggestions for improved educational practice,
emerging from the empirical data.
Suggestions for improved use of Moodle by
the students
The suggestions for improved educational
practice that emerged from the empirical study
were
in
a
way
harmonious
with
recommendations that emerged from literature
review. Consistent with the reviewed literature
findings, the student participants in the present
study appealed for more embedded video
lessons, thus confirming the notion of how
more lesson content could be beneficial to
students with low proficiency in the English
language. This finding was congruent with
Motteram (2013) who supports the notion that
video clips enhance pronunciation, and
develop vocabulary skills, and these are
essential English language skills for students
with insufficient language skills.
In a similar vein, the student participants in
the present study also expressed the need for
increased use of the Moodle tools currently
underused, such as the discussion and chat
forums and blogs. Findings from research
literature (Hirschel, 2012; Jose, 2015) indicate
that forums facilitate negotiation of meaning
which is a contributing factor to the
development of language skills, and how they
improve communication and writing skills
through interaction with other students.
Improved navigation of the Moodle course
content was found to be another shortcoming
to reconsider, especially disorganised course
content, and like other studies in the field (Al
Zumor et al., 2013; Dube & Scott, 2016; Khan
et al., 2012; Simon, 2019; Tshabalala et al.,
2014), the student participants appealed for
solutions to technical challenges, especially
improved student access to the Moodle
application.
Discussion
The study entailed an investigation of students’
perceptions regarding the use of Moodle and
its mediating tools for ELTL. Four key themes
emerged from the analysis of students’
interview data: the uses of Moodle and its
mediating tools, impact of Moodle on the
English language skills, the challenges
constraining the use of Moodle in ELTL, and
suggestions for successful usage of Moodle
were given.
In accordance with findings from the
literature review, the student participants found
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Moodle motivating to use and were mostly in
favour of the online quizzes, especially the preand post-assessment quizzes, and the video
lessons. However, the discussion forum was
found to be rarely used due to limited
knowledge and skills to use it. This finding
does not concur well with Second Language
Acquisition theory, whereby negotiation of
meaning has been found to be a contributing
factor to the development of language skills as
it creates a platform for students to produce
more language (Motteram, 2013). Discussion
forum facilitates such opportunities for
negotiation of meaning. Similarly, increased
use of the Moodle communication tools such
as blogs, chat and discussion forums, facilitate
opportunities for student-student interaction.
This enhances input and output skills that have
a role to play in second language learning as
they enhance language production.
Both findings from literature review and
primary data point to the key role human touch
plays in a face-to-face learning environment as
opposed to an online learning environment.
This points to the importance of a blended
learning approach when using Moodle, where
both face-to-face and online teaching and
learning are taken into account. This is in
accordance with Al Zumor et al. (2013) who
also emphasise the use of the blended learning
approach that has been found to be beneficial
compared to face-to-face only instruction.
Conclusion
Although the Moodle platform is becoming
increasingly used in the department under
study, the student participants in the study
acknowledged some impediments that needed
to be addressed at departmental and
institutional levels for Moodle to be used more
effectively. One of the key challenges that was
experienced was the inadequate knowledge
and skills to use the LMS effectively. The
student participants expressed the need for
more staff training opportunities so that the
lecturers were able to use the Moodle tools that
were found to be either underutilised or not in
use. Thus, the study points to the need for
enhanced interaction with the use of Moodle
tools to create opportunities for both
comprehensible input and comprehensible
output in the process of developing students’
English language skills.
Recommendations
In view of the findings of the present study, the
recommendations for educational practice are

made to the department and the institution
where the study was conducted to enhance the
use of Moodle for English language teaching
and learning. Furthermore, recommendations
for further studies are presented.
It is recommended that the department
revisits the teaching and learning approaches
that are currently in use to address some of the
challenges that emerged from the present
study, such as insufficient student-student
interaction in the online activities. Moreover,
increased moderation of online activities is
essential, for example the forums, to cater for
the scaffolding element of the learning process
that was found to be minimal in the online
activities involving the use of the Moodle
communication tools. Online assessment
methods is another area that needs
improvement from the lecturers’ side as
students in the present study found electronic
feedback to be incomprehensive to guide them
when they did not perform well in the online
activities.
It is also recommended that staff in the
department explore the functionalities of the
embedded Moodle tools that were found to be
underused or not in use. With respect to
recommendations at institutional level, there is
a need for the lecturers to be trained so that
they can use a variety of the Moodle tools that
the students felt were underutilised, especially
the communication tools, such as the
discussion forum.
In terms of further research, debates
surrounding the Moodle interface and how it
affects the performance of students in the
English language courses are one area of
research. The present study revealed how
students were dissatisfied with the Moodle
interface, which they did not find to be userfriendly, thus contradicting existing literature
in the field.
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Abstract
The intentions of teaching and learning can only be accomplished if teaching is conducted in a
language relevant to learners. A foreign language as language of learning and teaching (LoLT) does
not impact learning positively, as learners struggle to understand learning content through such a
medium. As a result, learners’ mental processes cannot advance to new levels of development as
learning becomes abstract, thus not meaningful to learners. In junior primary school (JP) therefore,
the medium of instruction should be the child’s home language and/or the language in which children
are most competent, for example, their home languages, and not Silozi as is the case now in Zambezi
region. This paper thus explores the extent to which Silozi is a barrier to learners’ development of
basic literacy skills in pre-primary in Zambezi Region. The study was guided by Lev Vygotsky’s
sociocultural theory of how children learn. Six schools from three different contexts (urban, periurban and rural) were studied. Nine learners were selected from each school making a total of 54
learners. Learner sample was drawn by using stratified random sampling technique and teachers were
purposively sampled.
Data were collected through interviews, lesson observation, and the emergent Early Grade
Reading Assessment (eEGRA) test. Qualitative data were analyzed thematically, with quantitative data
analyzed statistically using analysis of variance (ANOVA). The study found that both teachers and
learners were not comfortable with Silozi being the medium of instruction in pre-primary, as they both
struggled to express themselves in Silozi consequently making it difficult for teachers to assist preprimary learners (in the selected schools) to develop basic literacy skills through the said language
medium. The study recommends that instruction in pre-primary should be conducted in learners’
mother tongue as per the policy directive, and that government should consider formalizing different
language dialects with existing orthographies for use in schools as media of instruction to make
teaching and learning more meaningful for both teachers and learners.
Keywords: pre-primary, Silozi, barrier, junior primary, medium of instruction, teaching, learning,
eEGRA, mother tongue
Introduction and literature review
Namibia is a diverse country with different
language dialects. The different language
dialects need nurturing in order to create a
strong learning base for children in the junior
primary phase in general and pre-primary in
particular. According to Namibia Ministry of
Basic Education and Culture (1996),
instruction in junior primary phase (Preprimary to Grade 3) should be conducted in the
child’s mother tongue. Despite this policy
directive, instruction in Pre-primary to Grade 3
in Zambezi region is conducted using Silozi; a
foreign language dialect (Nzwala, 2018), and a
language dialect both teachers and learners
grapple with. Due to the multilingual nature of
the Namibian society, teachers are exposed to
various constraints in establishing learners’
basic literacy skills in the pre-primary
classroom.

Multilingualism versus unilateral medium of
instruction
Children come to school with diverse dialects
absorbed from their different environments.
Therefore, pre-primary teachers should
understand that children enter a classroom with
emergent literacies in their own language
dialects and it is these language dialects that
should be developed further to develop the
languages of pre-primary children, which are
keys to shaping the acquisition of basic literacy
skills (Vygotsky, 1978). According to Namibia
Ministry of Education (2015, p. 9), “children
start with pre-primary schooling at a stage of
acquiring basic literacy skills through their
mother tongues and that mother tongue should
be used as medium of instruction (MoI) up to
Grade 3”. Therefore, teaching children in their
mother tongues up to Grade 3 helps to
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strengthen ties between the home environment
and the school environment. The use of either
a second or third language is a challenge to
pre-primary learners internalizing learning
content as they do not have the relevant speech
structures of that language. Furthermore,
Vygotsky (1978) and Eun and Lim (2009)
argue that any communication between preprimary teachers and their learners through the
use of any semiotic tool becomes possible only
if the language the teacher uses to mediate
learning is relevant to learners. For the sake of
this article, a semiotic tool (a block, beads, and
bottle tops, for example) is one a pre-primary
teacher can use to teach in order to enable a
pre-primary learner to understand and develop
basic literacy skills, but only if instruction is
conducted in a language related to learners.
Prinsloo and Harvey (2016) admit that a
child’s home language does not only form the
child’s basis to acquire an additional language
but also shapes the abilities for children to
easily acquire and internalize skills. In the
same vein, Mizza (2014, p. 101) admits that
“pedagogical practices should be practised in
the child’s mother tongue in order to support
the child’s initial stages of literacy
development”, and not in the child’s second or
third language in which the child lacks the
speech structures which help him to think and
learn (Njoroge, 2017). In the same context,
Mashiya (2011) argues that:
The language children know best (their
mother tongues) when they first enter
school (in pre-primary) is recommended
as the language of learning and teaching
and that for a child to communicate and
become a fully functional being, the
primary language of children should be
well developed not only in a home
context but should continue to the end of
the foundation phase (p. 21).
This is significant for the survival of the target
language. According to Namibia Ministry of
Basic Education, Sports and Culture (2003, p.
2), “a language is able to survive only if its
mother-tongue speakers communicate in their
mother tongue”. The Namibian pre-primary
curriculum further states that language is
important to learning and that learning in
mother tongue is essential to how children
learn basic literacy skills in pre-primary
because they “develop a better understanding
of what they learn in their own mother tongue”
(Namibia Ministry of Education, 2015, p. 9),

and can easily respond to instructions. “When
the language used for instruction is not
understood, pupils do not have the opportunity
to learn, and are therefore neither able to
understand the content nor interact with it by
participating in class” (Mizza, 2014, p. 101). In
other words, learners find it difficult to draw
on old knowledge, the basis of new
knowledge, due to difficulties in establishing
what is being taught. It is thus claimed that
instruction conducted in a language not spoken
by learners is “submersion because it is
analogous to holding learners under water
without teaching them to swim” (Benson,
2004, p. 2).
Therefore,
mother-tongue
based
multilingual education is critical as it promotes
quality education by removing language
barriers, promoting learner inclusion through
active engagement in lessons, as well as
promoting learners’ understanding of learning
content (Bang, 2015; Mashiya, 2011; Nzwala,
2007; Namibia Ministry of Education, 2015).
The Pilot Curriculum Guide for Formal Basic
Education (PCGfFBE) in Namibia directs that
“in schools with learners with different mother
tongues, every effort must be made to give
teaching in mother-tongue medium and where
there are enough learners, classes each with
their own mother-tongue medium can be
organized” (Ministry of Basic Education and
Culture, 1996, p. 22). Webb (cited in Njoroge,
2017, p. 134) claims that “using language that
is not the learners’ home language should be
discouraged as it coerces educators to use
teacher centred methods of instruction
characterized by chorus teaching and
memorization” which does not benefit
learners.
It should however be noted that there are
other pressing challenges a multilingual preprimary classroom is associated with, and one
of the biggest challenges resides in dialects
which present various challenges for the
teacher whose mother tongue is not a version
of Silozi, the LoLT. Winkler (2000, p. 79)
detected that many teachers teach learners in a
language that is “different from their home
languages, thus are not sure how to explain the
work well because they struggle with the
language”. This clearly shows that not all
Zambezi residents are subjects of the Silozi
dialect and that its adoption as LoLT may have
far reaching consequences for learners’
development of basic literacy skills in the preprimary grade.
According to Kangumu (2011), Silozi is
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only used by 21% of the total population in
Zambezi region with only 0.40% household
speakers of the said language (Kavhura, 2018).
Despite this, and learners speaking different
language dialects, schools still teach through
Silozi, a second language and in some cases a
third language. A United Nations Educational
Scientific
and
Cultural
Organization
(UNESCO) study also reports that “vast
numbers of non-Silozi learners are being
placed in Silozi medium of instruction classes
and are thus not being catered for in terms of
learning in their home languages” (Ninnes,
2011, p. 19). There is therefore conclusive
research evidence that teaching children in
their mother tongue prompts and stimulates
their literacy awareness as they learn and
develop more vocabulary with the support of
their teacher (Dorn, 1996).
Coping and intervention strategies
Research suggests that, to recognize and
celebrate diversity in a multilingual preprimary classroom, multilingual reading
materials should be availed for use by teachers
(Admin, 2014). For example, labelling
materials in languages used by learners from
various communities in the classroom, and
telling stories using different languages of the
learners. Mashiya (2011, p. 22) sees stories as
“a way of teaching and developing learners’
basic literacy skills (like listening and
speaking) in the foundation phase, and should
be done in a language a child knows”. Using
multilingual reading materials is crucial as it
does not only sharpen learners’ understanding,
but also teaches learners to “respect and
understand other peoples’ cultures and
languages” (Admin, 2014, p. 2). According to
Admin (2014, p. 3), teachers could still use
other coping strategies such as “asking other
learners (though challenging) to interpret for
their peers; employing choral chanting, singing
rhymes and songs (in different mother tongues)
in an effort to accommodate different language
dialects when teaching; as well as creating own
multilingual learning materials thus translating
them into the required languages”.
The problem statement
Namibia’s language policy for schools directs
that mother tongue shall be used as medium of
instruction in junior primary, pre-primary
included (Ministry of Education, 2015). This is
because mother tongue is the learners’ faculty
of learning strength which facilitates preprimary learners’ acquisition of basic literacy

skills
(Mashiya,
2011).
Instead
of
implementing the policy as directed, Education
Authorities (EAs) do so, on the contrary by
using Silozi as LoLT and abandoning learners’
home languages. Statistics presented to the
researcher (as previously alluded to) show that
only 21% of the entire Zambezi region
population uses Silozi with only 0.40%
household speakers of the said language
(Kangumu, 2011; Kavhura, 2018). The issue of
Silozi is not only a concern at pre-primary
level of junior primary phase as its offshoots
extend into tertiary institutions where Silozi is
offered as a module. Recent statistics show that
out of a class of 74 students who sat for an
examination in Silozi Language Education 3
(LSP 3700) in Bachelor of Education (Pre &
Lower Primary) (Honours) at the University of
Namibia (UNAM), Katima Mulilo Campus
(KMC) in 2019, only 32 students (representing
43.24%) passed, and 42 students (representing
56.76%) failed (UNAM Silozi Mark sheet,
2019). These statistics paint a bleak and
negative picture on the use of Silozi as medium
of instruction in pre-primary in Zambezi region
and [that] if there is no push for a paradigm
shift, in terms of the LoTL, to close such
policy implementation gaps and concerns,
acquisition of basic literacy skills at preprimary level in Zambezi region shall always
remain a rhetoric and an unrealized dream.
Theoretical framework
This study was guided by Lev Vygotsky’s
sociocultural theory (SCT) of how children
learn. Vygotsky (1978) believes that teachers
should use learners’ experiences, embedded in
their cultures, of which language is a
component, as the basis for teaching, claiming
that learners’ experiences facilitate both in
depth understanding and internalization of
learning contents. Vygotsky (1986, p. 188)
further claims that “the ‘social’ is, by
implication, the lowest threshold at which
teaching in any subject starts to take place and
demonstrates a certain minimal ripeness of
functions, the basis of the upper threshold,
which suggests that instruction (Obuchenie)
must be oriented toward the future”. This
implies that children acquire basic literacy
skills with the support of their social and
cultural contexts embedded in their mother
tongues (Dorn, 1996). Therefore, the learner’s
social context, which informs the learner’s
prior knowledge, expressed in their local
language dialects, positively or negatively
influences the processes involved in learners’
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quest for basic literacy skills in a pre-primary
class (Thompson, 2013). The development of
basic literacy skills by pre-primary learners,
possible only through teacher’s scaffolding,
helps to shift learners’ zone of proximal
development (ZPD) (Vygotsky, 1978), thus
preparing them to learn formally in Grade 1 the
following year.
Scaffolding in the zone of proximal
development
Verenikina (2008, p. 168) understands
scaffolding as an “umbrella metaphor to
describe the way teachers or peers supply
learners with the tools they need in order to
learn”. Therefore, the use of learners’
experiences, expressed best in their mother
tongue, as per the SCT suggests that the
teacher will introduce collaborative and
interactive learning in class through which
learners take time and effort to share their
experiences; thus unpacking their societal and
experiential knowledge to enrich their learning
(of basic literacy skills) and pedagogy.
While the concept of scaffolding is not
Vygotsky’s invention, it was introduced by
Jerome Bruner in 1976 with the purpose to
analyse adult-child interactions. Bruner uses
scaffolding as an analogy for a “mother’s
verbal assistance in maintaining conversation
with and indirectly promoting language
learning” (Sabet, Tahriri, & Pasand, 2013, p.
1894). This directly speaks to a child’s culture,
a tool that helps a learner to make sense of the
learning material when teaching is conducted
through the child’s mother tongue as
medium to “operationalise the concept of
teaching in the zone of proximal development”
(Verenikina, 2008, p. 163; Turuk, 2008, p.
251). This implies that if a teacher scaffolds a
pre-primary learner in their mother tongue, the
attainment of a new basic literacy skill will be
easily realized enabling learners to advance to
the next level of competence; to enable the
child to achieve goals so that s/he is able to
work independently on the acquired skill.
Research questions
The key focus of this article was How Silozi as
a language of teaching and learning creates a
barrier towards pre-primary learners’
development of basic literacy skills in Zambezi
Region. This key focus was explored through
the following research questions:

1. What barriers do Silozi creates on preprimary learners’ development of basic
literacy skills in Zambezi region?
2. What are the reasons for such barriers?
3. How can such barriers be mitigated or
avoided?
Methodology
The researcher used a variety of methods to
explore the research questions of this article,
and to establish how Silozi, the LoLT prevents
pre-primary learners’ from acquiring basic
literacy skills in Zambezi region of Namibia.
Research design
The study used a mixed methods approach, and
was a case study. A mixed methods case study
approach was used for in-depth exploration of
how Silozi as the LoLT creates a barrier for
pre-primary learners from acquiring basic
literacy skills at the schools that participated in
this study. Furthermore, to show how different
data sets complemented each other so as to
strengthen the context of analysis. In this
article, qualitative data were generated from
interviews and lesson observation data while
quantitative data were generated from the
eEGRA test data.
Sampling
The sample of this study consisted of six
schools, twelve teachers with two teachers
from each school (that is one pre-primary and
One Grade One teacher from each school), and
54 learners (9 learners per school). The six
schools were drawn from three different
contexts. For example: two from urban, two
from peri-urban, and two from rural contexts
respectively. Drawing of schools from three
different contexts was necessary in order to
establish how Silozi (as a medium of
instruction) influenced pre-primary learners’
acquisition of basic literacy skills in different
socio-economic and cultural contexts.
A sample of learners was drawn using
stratified random sampling technique and that
of teachers was done purposively. While
stratified random sampling draws participants
from different levels of achievement,
purposive sampling draws a sample on the
basis of their potential to partake in the
investigation (Johnson & Christensen, 2012).
Data analysis
Data analysis took various forms. For example,
qualitative data (interviews data and lesson
observation data) were analysed by narrating
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the findings from research participants to
establish themes. Quantitative data of the
eEGRA test data on the other hand were
analysed statistically using Analysis of
Variance (ANOVA) test with a significance
level of 0.05 as learners and schools
performance benchmark. The significance
level of 0.05 was treated in relation to the
probability value (P. value) to enable the
researcher to either reject or accept the null
hypothesis (H0). In other words, the P. value
and significance level of 0.05 were keys in
determining the rejection and support of the set
hypothesis. For example, if the generated P.
value is less than (p˂.05) the significance level
of 0.05, the null hypothesis is rejected and
vice-versa.

are motivated and meaningfully engaged
during lessons where they are also given the
opportunity to share their own experiences as a
way to facilitate in depth understanding of
learning content (Vygotsky, 1978).
Interview data on potential challenges preprimary teachers faced when developing the
literacy skills of children for Grade 1 showed
that the LoTL still remained a challenge. For
example, “some learners are shy and don’t
want to talk” (PuST1), “I am facing a lot of
problems because other learners they don’t
want to follow instructions” (RST1). RST1’s
expression of some learners’ inability to follow
instructions suggests that they are not
conversant with Silozi, the LoLT, thus being
not able to do as instructed.

Findings
The findings of this study established the
extent to which Silozi decelerated pre-primary
learners’ ability to acquire basic literacy skills
at selected pre-primary schools in Zambezi
region when used as LoLT. A language that
does not align with and address learners’
social, cultural and historical backgrounds does
not in any way assist learners to understand
and internalize learning content as it does not
promote a shift in learners’ mental processes.
In this section, pseudonyms1 of pre-primary
teachers are used when narrating the findings.
For example, UST1 for Urban School Teacher
1; UST2 for Urban School Teacher 2; PuST1
for Peri Urban School Teacher 1; PuST2 for
Peri Urban School Teacher 2; RST1 for Rural
School Teacher 1, and RST2 for Rural School
Teacher 2 respectively.

Lesson observation data (LOD)
Lesson observation data revealed that preprimary learners found it difficult to learn
when Silozi was used as medium of
instruction, more especially when they were
asked to carry out instructions. This implies
that when the teacher asked a question and
wanted learners to give answers, the learners
simply kept quiet, and those that answered
expressed answers in their own indigenous
languages, not minding whether or not the
switch to their indigenous language dialects
would not be considered. For example, PuST1
wanted to see if learners could respond to
instructions and in the correct manner, and said
the following to them: Ya ka ni supeza silama
sa ziba fa siswaniso fa kimaňi? (Who will show
me any body part they know on this picture?) –
Then one learner pointed at ‘milili’ (Hair) as a
body part. In another example and in a
different context, UST2 also wanted to know
whether her learners were able to recognise
different body parts on the picture and had the
following to say: Ni supeze mautu fa mubili wa
Lumba (Show me Lumba’s feet) – Then one
learner came forth to show the class Lumba’s
feet and said ‘Kia’ (here they are) but pointing
at the hands. Their inability to correctly carry
out such instructions might have been that they
did not understand instructions conveyed to
them in Silozi as they did not have concepts
for body parts in any language dialect other
than in their home languages. It is in this
context that Njoroge (2017) admits that a
foreign language disrupts learning if used as
medium of instruction as learners do not have
the relevant speech structures of that language
to facilitate learning.

Findings from qualitative data
Interview data
Interviews with pre-primary school teachers on
how Silozi constituted a learning barrier to preprimary learners’ acquisition of basic literacy
skills had various revelations. For example,
“they forget easily” (UST1), “especially this
term, they don’t listen to the teacher when the
teacher talks” (PuST2), “is like some learners,
is like they lack motivation” (PuST2), “I
noticed that most of the learners can
participate in every lesson, but some they
can’t. When you approach that learner, a
learner can’t speak, only that she can cry or
keep quiet” (RST1), “sometimes some learners
have problems of not talking” (RST2). These
responses are ‘motivation’ related in outlook
and suggest that effective teaching and
learning can only be fully realised if learners
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Findings from quantitative data
Quantitative data was derived from the eEGRA
test on passage reading. The assessor read the
passage in Silozi to learners after which
learners orally answered questions based on
the passage out of 5 marks. This was done first
to establish the extent to which learners
developed basic literacy skills (listening skills
in this case) in pre-primary for demonstration
thereof at the beginning of Grade One. Second,
it was also done to establish whether or not
Silozi as medium of instruction prevented pre-

primary learners from developing basic
literacy
skills
at
that
level
of
2
schooling. Pseudonyms of the schools that
participated in the study were used as in Table
1 below. For example: US1 for Urban School
1; US2 for Urban School 2; PuS1 for Peri urban
School 1; PuS2 for Peri urban School 2; RS1 for
Rural School 1 and RS2 for Rural School 2.
Table 1 also compares learners’ output across
the six schools thereby providing an overview
of which learner and school performed better
than others on the question and why.

Table 1: Schools and learners’ performances on the question
Schools
Learners
US1
US2
PuS1
PuS2
1
80
60
60
40
2
80
60
60
40
3
80
80
20
40
4
80
60
60
60
5
80
60
80
60
6
40
60
0
80
7
60
80
80
40
8
60
80
100
20
9
80
100
100
100
Mean
71.1
71.1
62.2
53.3
Table 1 reveals some huge inconsistencies in
the performance of learners on the activity
which could be attributed to both poor teaching
strategies of some teachers as well as using
Silozi as the LoLT. This is evident with
Learner 6 of PuS1 scoring 0% (zero) on the
activity; Learners 3 and 8 (from PuS1 & PuS2)
with only 20% each; and Learners 1, 2, 3, 6
and 7 from US1, and PuS2, with 40% each
respectively. Therefore to compare the mean
scores of various schools on the activity and to
determine whether using Silozi (as medium of
instruction) decelerates pre-primary learners’
development of basic literacy skills, the
researcher
formulated
statistical
null
hypothesis (H0) as shown below:




H0: There is no significant difference in
learners’ abilities to acquire basic literacy
skills if Silozi is used as medium of
instruction in pre-primary
H1: There is a significant difference in
learners’ abilities to acquire basic literacy
skills if Silozi is used as medium of
instruction in pre-primary

Statistics presented in Table 1 show that PuS2
performed poorly with a mean value of only

RS1
60
100
100
100
80
100
100
100
100
93.3

RS2
100
100
100
100
100
100
100
60
100
95.6

53. 3% and RS2 was the best performing
school with a mean value of 95.6%. The mean
value of 95.6% for RS2 could be characterized
by the excellent performance of Learners 1, 2,
3, 4, 5, 6, 7, and 9 with a 100% score each. On
the other hand, the low mean value of PuS2
could be ascribed to some learners performing
poorly in the activity (e.g. Learners 1=40%;
2=40%;
3=40%;
7=40%
&
8=20%
respectively). Furthermore, RS2’s high mean
value (of 95.6%) could still be attributed to
learners’ exposure to Silozi in their
communities, and PuS2’s low mean value (of
53.3%) could be ascribed to pre-primary
learners’ not understanding Silozi as medium
of instruction, thus not comprehending the
activity. Therefore the mean scores obtained
by different schools ranging from 53.3% to
95.6%, and pre-primary learners’ marks
stretching from 0% to 100% demonstrate that
the difference is significant (ANOVA Oneway, df5, 48, p=0.00021) meaning that p<.05
(See Appendix 1). Since P-value (=0.00021) is
less than 0.05, we reject the null hypothesis
(H0) and thus conclude that there is a
significant difference in learners’ abilities to
acquire basic literacy skills if Silozi is used as
medium of instruction in pre-primary (H1).
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This conclusion implied that in their preprimary year, learners did not develop listening
comprehension skill as their medium of
instruction was Silozi and not their mother
tongues. According to Mashiya (2011, p. 11),
stories serve as “a way of teaching literacy in
the foundation phase, where learners are
trained to listen and speak, and should thus be
done in a language a child knows”. The use of
either a second or a third language inhibits
development of learners’ basic literacy skills as
such language dialects are not the learners’
mother tongues and learners do not have the
relevant speech structures of the languages
(Njoroge, 2017). Supporting the use of mother
tongue, Dorn’s case study also confirms that
mother-tongue instruction gives learners the
opportunity to talk. Secondly, learners also
develop literacy awareness in the sense that
they learn and develop more vocabulary with
the support of the teacher (Dorn, 1996).
Conclusion
This paper explored Silozi as LoLT and how it
affected pre-primary learners’ acquisition of
basic literacy skills in Zambezi region. Based
on its findings, the study called for a paradigm
shift on the language of instruction in preprimary in Zambezi region to accelerate and
strengthen meaningful learning. This is due to
the fact that the current practice does not in
any form help learners to benefit from their
cultures during teaching and learning.
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APPENDIX 1 [Story reading]
Anova: Single Factor
SUMMARY
Groups
US1
US2
PuS1
PuS2
RS1
RS2

Count
9
9
9
9
9
9

Sum
640
640
560
480
840
860

Average
71.11111
71.11111
62.22222
53.33333
93.33333
95.55556

Variance
211.1111
211.1111
1144.444
600
200
177.7778

ANOVA
Source of Variation SS
Between Groups
12777.77778
Within Groups
20355.55556

df
5
48

MS
2555.556
424.0741

F
6.026201

Total

53

33133.33333

P-value
0.00021

F crit
2.408514
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Abstract
This study investigated ICT integrating strategies used by Junior Primary School Teachers in teaching
phonemes in English in the Oshana Region. The study adopted a qualitative research approach using
a phenomenological research design to collect data from the junior primary teachers. The population
of this study comprised 134 Junior Primary school English teachers in the Oshana education Region.
The sample consisted of 15 teachers selected through purposive sampling from the four schools in
Oshana region. The qualitative data was collected by means of in-depth face-to-face unstructured
interviews. Data collected from the interviews were then transcribed, presented and then analysed
using thematic analysis. The findings of the study indicated that the English teachers in the Oshana
region acknowledged the role played by ICT in the teaching of phonemes. The findings of the study
further indicated diverse varieties of ICT gadgets such as were YouTube videos, PCs and mobile
phones, the jolly phonic programs, projector, and whiteboard, which they made use of in their
teaching of English phonemes in schools. It can be concluded from the findings of this study that the
most common ICT tools used in the teaching of English phonemes by Junior Primary school teachers
in the Oshana Region were YouTube videos, PCs and mobile phones, the jolly phonic programs,
projector, and whiteboard in teaching phonemes. The study recommended better ways to improve the
ICT integration strategies for teaching English phonemes such as conducting teachers’ training or
workshops on the use of digital tools in the education sector for the benefit of all teachers.
Keywords: ICT, strategies, integration, phonemes, teaching and learning, English, teachers
Introduction
Information Communication and Technology
(ICT) covers any product that will store, retrieve,
manipulate, transmit or receive information
electronically in a digital form (Warschauer,
Zheng, Niiya, Cotton, & Farkas, 2014).
According to Kent and Facer (2014), a phoneme
is defined as the smallest unit of speech
distinguishing one word (or word element) from
one another, such as the elements p in tap or any
of the perception distinct unit of sound in a
specified language that distinguished one word
from another, for example p, b, d and t in the
English words pad, bad, and bat. English –
consisted of approximately 41 phonemes. Kent
and Facer (2014) further indicated that the
theoretical teaching of phonemes without
computer aided simulations and modelling
makes the understanding of phonemes difficult at
the junior primary school level. ICT devices such
as computers and software can help make the
teaching of phonemes effective and done
efficiently. ICT comprises computers, digital
television, email, modems and internet and it
mostly deals with how these different resources
can combine and work with each other in order

to make teaching effective and fun for learners.
ICT resources can be divided into three
categories namely information technology,
telecommunication technologies and networking
technologies. In this study, ICT in education was
taken to mean the use of digital ICT resources to
certain aspects of teaching and learning of
English specifically phonemes. The place of
English in the Namibian education system is
crucial since it is a medium of instruction to
students in the primary schools. Apart from
Oshiwambo, Afrikaans and Otjiherero, all other
subjects are taught in English. This therefore
means that for students to do well in school they
should have a good grasp of the language of
instruction, which is English. Knowledge in ICT
is a prerequisite within this modern society
where every sphere of our lives is controlled by
technology (Jackson, Von, Witt, Zhao, &
Fitzgerald, 2011).
ICT should be integrated in the English
curriculum and in the methods used to teach. In
order to produce students who are ICT literate
and who can function and fit well in this twenty
first century where technology dominated every
36

Namibia Educational Reform Forum Journal, Volume 30(1), August 2022
sphere of life. Afreen (2014) is of the opinion
that using ICT resources, especially computers,
the internet and other related technologies in the
classroom better prepares the learners for the
work place in advance where this equipment is to
be used. Students who are able to use ICT
effectively have a better chance of being
absorbed in the current globalizing environment.
It is because of this need to have an ICT literate
population that the Government of the Republic
of Namibia (GRN) continues to invest in
teaching and learning resources in these areas
especially in primary schools (Ministry of
Education, Sports & Culture, 2012).
Statement of the problem
The Namibia Ministry of Education, Culture,
Sports, Science and Technology survey
revealed that more than 33% of teachers were
unable to use a computer and less than 25%
were able to provide computer instructions
(Ministry of Education, Sports & Culture,
2012). The Namibian government is pushing
towards equipping the learners with the
adequate required skills to fit in the
technological era thereby promoting lifelong
learning by success in ICT adoption in
education. Nearly all the primary schools in
Namibia have computers but very few have the
required ICT connectivity. Well-wishers;
private sectors and the government (Ministry
of Education, Sports & Culture, 2012) aided
those schools that have ICT connectivity. It has
been difficult to develop ICT infrastructure in
primary schools; the major obstacle being lack
of internet connection. To improve on the
sharing of learning materials, there is need to
improve on the networks. Other alternative
networks like the wireless systems cannot be
used in schools because of the high cost of
installation. Few learning institutions in
Namibia can access high-speed data and
communication systems; moreover, schools in
the rural areas cannot access wireless
technology such as Very Small Aperture
Protocol (VSAT) to access internet. The
national ICT strategy for education and
training policy paper of 2014 recognizes that
Namibia lags far behind in ICT integration in
learning especially in primary schools (Kent &
Facer, 2014).
As teachers of English, the researchers
observed that teachers at junior primary school
have various ICT equipment, learning tools
and management systems but lack the relevant
strategies and modern methodologies on how
to use and integrate them into their lessons.

This occurs especially when teaching the
concept of phonemes in English which seems
to confuse both teachers and learners at the
junior primary school level. The Ministry of
Education, Arts and Culture tried to equip the
teachers with the necessary ICT skills that they
can use in the integration of ICT in various
lessons
through
the
Tech/NA!
ICT
Implementation plan (Ministry of Education,
2012) and the ICT policy in Education
(Ministry of Education, 2010). However,
learners still struggle with phonemes and
eventually perform poorly in English. The
purpose of this study was to investigate the
strategies used by primary school teachers in
integrating ICT in the teaching of phonemes in
English in the Oshana region. This study
sought to answer the following research
question:
1. What strategies are employed by junior
primary school teachers in integrating ICT
in the teaching and learning of phonemes
in English at the junior primary school
level in Oshana Region?
Theoretical framework and literature
review
Technological Pedagogical and Content
Knowledge (TPCK) model developed by
Mishra and Koehler was used as the theoretical
framework for this study (Mishra & Jaisankar,
2006). The reason for selecting this theoretical
framework was that it focuses on technology,
pedagogy and content on the integration of
ICTs in teaching and learning in classroom
settings (Archibald, 2012). Each element of
TPCK represents foundational elements of a
teacher’s expertise. Working backwards, a
teacher must first be an expert in a content area
of the teaching experience. Next, they must
possess knowledge concerning how students
might best connect with curriculum content, or
pedagogy. Finally, a teacher must possess
knowledge related to the use of the
technological tools themselves, including basic
operations and mechanical controls. Together,
these overlapping spheres of knowledge
represent broad zones of expertise for effective
teaching and learning.
The Technological Pedagogical and
Content Knowledge (TPCK) theory states that
a school is an important environment in which
students participate in a wide range of
computer activities, while the home serves as a
complementary site for regular engagement in
a narrower set of computer activities.
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Increasingly, ICT is considered a powerful tool
for educational change and reform. ICT tends
to expand access to education. Through ICT,
learning can occur any time and anywhere. In
terms of ICT, learning and teaching no longer
depend exclusively on printed materials (Kent
& Facer, 2014). Multiple resources are
available on the Internet, and knowledge can
be acquired through video clips, audio
presentations, visual presentations and so on.
The recent research has indicated that ICT
assists in transforming a teaching environment
into a learner-centred one (Dang, 2019). Voogt
(2008) stated that the integration of technology
in education practice is a complex innovation
for teachers. Voogt further stated that teachers
have difficulty in integrating technology in
their instructional processes because they have
poor background in the use of technology.
Therefore, even when the ICT application had
proven to be effective, this does not always
imply that the same effects are realised in
natural educational settings.
Literature review
Serhan (2009) stated that ICT fostered
autonomy by allowing educators to create their
materials, thus providing more control over
course content than is possible in a traditional
classroom setting. Therefore, the whole
learning process enriches students learning
skills and broadens their knowledge beyond
what they already know. By using ICT,
students’ creativity can be optimized.
According to Voogt (2008) to integrate
technology
in
educational
practice,
empowering teachers to appropriately use
technology is of paramount importance,
because knowledge of specific hardware and
software is needed to enable teachers to
understand the options from which they may
select, and operate them efficiently for specific
domain in the curriculum.
As indicated by Voogt (2008), integrating
ICT in Education empowers teachers. The
researcher strongly agrees with Voogt due to
the fact that ICT could transform teaching and
learning processes from being highly teacher –
dominated to student - centred, and that this
transformation would result in increased
learning gains for students, and allowing
opportunities for learners to learn better.
Seidenberg (2013) concluded that ICT should
be infused into the entire curriculum so that
pre-service teachers have the opportunity to
understand the educational reasons for using
ICT and experience how ICT can support

teaching and learning across different subject
domains.
The use of YouTube videos, PCs and
cellphones has gained significant popularity in
the teaching of English phonemes in schools
(Bizzocchi, 2017). Videos, PCs and cell
phones can be of great benefit in teaching
phonemes to the learners in schools as these
would allow the learners to undertake sound
and picture matches, movement and sound
play, hand on letters, sing songs that are
aligned to a specific sound (Akram & Malik,
2010). This helps learners to develop their
phonetic understanding and allow them to be
able to develop their reading of English
comprehension especially if these are applied
at lower grades. With continued practice,
learners would be able to decode skills and
become automatics that they concentrate on
and increase their understanding through
concentration with what they are doing
(Ministry of Education, Arts and Culture,
2015). Phonics raises learners’ phonetic
awareness, videos and cellphones, can be very
effective learning tools in the teaching of
English.
According to Arnell (2012) there is a
powerful relationship between phonemic
awareness and reading achievement. Many
phonemes, however, are difficult to hear
because they are pronounced or blended
together in rapid, everyday speech. Thus, in
order to help students, learn how to read, it is
important to employ teaching technology that
enables students to hear individual phonemes
in order to develop phonemic awareness
(Arnell, 2012). The Rhyme is the vowel and
any subsequent consonants (Bizzocchi, 2017).
Onset and rime was an important aspect of
phonological awareness and teaching onset and
rime was an important phonological strategy.
The ability to recognize rhyme requires an
underlying awareness that rhyming words end
with the same sound.
The integration of ICT in teaching and
learning has increasingly been used in various
schools to improve the learners’ understanding
of phonemes globally. These strategies, which
are being used in various countries, depending
on what developmental stage level that
particular country is on the international scale
(Ahmad et al., 2012). Those countries, which
are highly developed, are making use of
advanced electronic media and gadgets, which
are given to the learners, while those countries
that are still developing especially in the
African and the Latin American communities,
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are utilizing those gadgets, which they can
afford to purchase. These gadgets range from
television, laptops, projectors, downloaded
applications, YouTube videos among others
and they depend on whether the particular
teacher is able to make use of or operate such
gadgets (Ariandika & Kartikawati, 2018).
Ahmad et al. (2012) argued that the use of
ICT gadgets in the teaching of English
phonemes makes the teaching of English not
only interesting but also understandable. From
the point of view of Ahmad et al. (2012),
gadgets made the teaching not only interesting
but also understandable, the reseachers
however strongly agreed and supported this
view, as the researchers also understood and
acknowledged
that
ICT
enhances
communication, speeds up work and boosts
collaborations in a school setting. The
researchers however strongly recommended
that ICT can enhance performances and speed
up teaching and learning. On this note,
Arindika and Kartikawati (2017) stated that the
synthetic phonics approaches emphasise the
need for the child to be able to read the specific
sound of every letter in a word. The sounds of
letters are combined and the learners will be
able to read out a word. This proves that with
synthetic phonics, the learners are taught to
segment sounds represented by each letter of a
word and then blend the sounds. That means
that the use of ICT can be used to make
learners understand English phonemes better at
the junior primary school level.
Projectors, whiteboards and jolly phonics
are effective tools for lower primary learners to
learn English phonemes. Jolly Phonics is a fun
and child centred teaching approach for
teaching literacy through synthetic phonics for
each of the 42 letter sounds, the multi-sensory
method is very motivating for children and
teachers who can see the learners achieve their
best in learning (Aliaga & Gunderson, 2017).
Software programs can be used as effective
ICT tools in the teaching of English phonemes
to lower primary school learners. These
programs or software’s are effective in making
learners master and improve their phonetic
understanding at lower grade levels (Walker,
Betts, & Sainsbury, 2013). These software
programs vary from place to place and from
school to school. Some schools prefer using
Saxon phonics home study kits; the sing spell,
read and write software, K5 beginning home
school kit, happy phonics, hooked on phonics
and the phonics pathways 10th edition
(Coppola, 2006).

Methodology
This study employed a case study research in a
gualitative research paradigm, because the
researchers wanted rich descriptions of
complex phenomena. This means that the
researchers were interested in individual views
of the junior primary school English teachers
on their experiences with strategies they used
in the teaching rather than information from
books. It also means that the researchers were
also interested in subjective views of the
teachers on their views on how ICT can be
intergrated in the teaching of phonemes in
English second language. The population of
this study comprised all the 134 junior primary
school English teachers in the Oshana
education Region. The sample of this study
consisted of only 15 teachers selected
purposively from the four schools in Oshana
region. This study used purposive sampling
technique to select 15 teachers of English from
the four junior primary schools in Oshana
Region.
One research instrument was used to collect
data from the 15 teachers in this study. This
was an indepth face-to-face interview. The
face-to-face unstructured indepth interviews
with open – ended questions were conducted
with the English teachers from four junior
primary schools to allow them to express
themselves freely. Permission to conduct this
study was granted from the Oshana Directorate
of Education. The teachers were interviewed
individually face to face. The information
gathered was recorded by using an audiorecorder. The audio-recorded data collected
from the interviews were analysed by
developing themes that were aligned to answer
the research question. The researchers linked
analyses of the data to specific research
question.
Data collected from the interviews were
then presented and analysed using thematic
analysis. All the participants in the study
completed informed consent forms prior to
taking part in the study. The pilot study was
conducted at Oshakati West Primary school;
the sample population for the pilot study
comprised 3 teachers including the HoD for
Oshikwanyama/Oshindonga first language at
junior primary phase. Based on the outcome of
the pilot study double-barrelled questions were
reworded. Some questions on the interview
and questionnaire protocol that were
ambiguous were also amended based on the
pilot study results.
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Results
The results of this study were divided into two main themes
Table 1: Main themes and sub-themes with reference to the participants
Main theme
Sub-theme
Demographic information of the teachers
Strategies that can be used by junior The use of YouTube, PC, Cell phones as teaching
primary school teachers to integrate ICT strategy
in the teaching of phonemes in English at Software programs/ICT Tools teaching strategy as
the junior primary level.
teaching resources
The use of Projector, white board, jolly phonic in
teaching phonemes
Use of Television, radio teaching method
Downloaded app video as a teaching method
Theme 1: Demographic information of the teachers
Table 2: Demographic details of teacher’s gender, qualification, employment and status
Educational
Employment
Participant
Gender
Level
Status
1
Male
Master’s Degree
English Teacher
2
Female
Honour’s Degree
HoD
3
Male
Master’s Degree
HoD
4
Female
Honour’s Degree
English Teacher
5
Female
Honour’s Degree
English Teacher
6
Male
Master’s Degree
English Teacher
7
Male
Honour’s Degree
English Teacher
8
Female
Honour’s Degree
English Teacher
9
Female
Master’s Degree
English Teacher
10
Male
Honour’s Degree
English Teacher
11
Male
BETD
English Teacher
12
Female
BETD
HoD
13
Male
Master’s Degree
English Teacher
14
Male
Honour’s Degree
English Teacher
15
Female
BETD
HoD
Theme 2: Strategies to integrate ICT in the teaching of phonemes in English at the junior primary
level.
Theme 1 shows the strategies that could be
used by junior primary school teachers to
integrate ICT in the teaching of phonemes in
English at the junior primary school level in
the Oshana Region. The participants in the
study indicated diverse varieties of ICT
gadgets, which they made use of in their
teaching of English phonemes. For example,
Participant 3 had this to say, “I am making use
of videos and television sets and video
recorders to teach English phonemes at my
school”. This was echoed by Participant 10
who also stated that “I make use of radios and
YouTube videos to teach phonemes since these

are effective in allowing the learners to see
and listen”. Only 2 out of 15 participants who
have indicated the use of Rhyme generation,
multi-sensory mapping strategy, picture snaps,
sound sorts, treasure chest, etc., but seemed to
have little knowledge about it. This gives
evidence that teachers aware of the integration
of ICT in their teaching of phonemes but
seems to have little knowledge about it.
The use of videos, television sets and video
recorders enhances the teaching and learning
process as learners learn better by seeing and
imitating what they see on the videos and
television (Nomura, Matsuno, Muranaka, &
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Tomita, 2019). This finding shows that all the
15 teachers made use of videos, television sets
and video recorders to teach English
phonemes. All the 15 participants also
supported the use of videos, television sets and
video recorders in the teaching of English
phonemes. The participants revealed that
Television was more widely used at schools as
they usually gathered the learners and learned
the sounds together since they only had one
television set for the entire school. This proved
that the teachers could show their learners
these videos in their classes during teaching
and learning.
Sub-theme 1.1: The use of YouTube, PC, and
Cell phones as teaching strategy
The participants in the study indicated that
some of the most common ICT tools they used
in the teaching of phonemes were YouTube
videos, PCs and mobile phones. On this issue,
Participant 5 had this to say, “I make use of
downloaded YouTube videos to teach my
learners English phonemes and these have
proved to be very effective ICT tools in the
teaching of English”. Participant 12 also said
that “I make use of my mobile phone in the
classroom to teach phonemes and this has
proved to be very helpful”. Another
participant, Participant 14 stated that, “I make
use of a personal computer to teach phonemes
to lower grade”.
The use of YouTube video, PC and cell
phones as stated by Participant 5, 12 and 13,
who revealed that they made use of cell phones
in the class. This shows that teachers were
making use of their PCs and cell phones for the
teaching and learning process to be effective.
This therefore, showed that the use of
YouTube, PC, and cell phones could be one of
the strategies that could be used by the teachers
to integrate ICT in the teaching of phonemes.
This finding was supported by Odera (2011)
who claimed that the communication in ICT is
often carried out using PCs, YouTube videos
and mobile phones that offer voice, text, and
other communications services that the internet
may support. These findings revealed that
YouTube videos, PC and cell phones can be
used as a strategy to integrate ICT in the
teaching and learning of phonemes in English.
This finding has proved that phones and videos
could be used during the lesson as a teaching
tool to enhance teaching and learning.
Sub-theme 1.2: Software programs/ICT tools
strategy as teaching resources

On the buying of software programs to teach
English, this is what Participant 1 had to say,
“I make use of Aerobics various prices, which
is a program, used to help learners to improve
their auditory processing skills issues and
videos letter sound coordination, and which
letter makes what sound”. On this issue,
Participant 6 had this to say, “I make use of
happy phonics software to teach learners how
to pronounce letters and this software can be
downloaded on a mobile phone”.
The participants had indicated that they
made use of the fundraising money to purchase
the jolly phonic programs they had been using
in the school for the past few years and the
school had seen great performance upon
acquiring the program. All participants
revealed that they had other programs in place
that they also used to teach spellings and it
worked hand in hand with teaching letter
sounds. This showed that if teachers were
provided with software programs they could
use those programs in their class as teaching
aids to integrate ICT in the teaching of
phonemes. Without the necessary support, the
teachers would not teach with pride and
enthusiasm. Nyathi (2010) stresses that a
supportive working environment makes the
teacher to go an extra mile in their teaching. A
supportive working environment in regard to
ICT is the one that is interactive, flexible and
convenient. ICT has become the order of the
day and opens up opportunities for learning
because it enables learners to access, extend,
transform, and share ideas and information in
multi-modal communication styles and format.
Sub-theme 1.3: The use of projector,
whiteboard, and jolly phonic in teaching
phonemes
Participant 5, 6, 11 and 15 revealed that there
were many advantages in using projectors
ranging from producing much larger images
and customizing image size is quick and easy
among others. Participant 7, 9, 13 and 14 then
revealed
that
interactive
whiteboard
encourages learner’s engagement, make the
learning
process
more
enjoyable,
accommodates different learning styles and
reduces classroom costs. On the use of jolly
phonics, the study revealed that the program
improved cognitive development, confidence
and self – esteem, enhanced emotional and
social skills and improved oral communication
and motor skills. On this matter, this is what
Participant 7 said: “I make use of the
projectors and whiteboards and jolly phonic to
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teach my learners the English phonemes”.
This was supported by participant 11 who said
that “the use of ICT gadget like jolly phonics
makes learners understand phonemes better
than when other methods are used, and this
method allows learners to imitate letter sound,
and learn the formation and letter
segmentation”.
Participant 7 and 11 also presented another
way of teaching phoneme to their junior
primary school learners. Participant 7 stated
that “the jolly phonic program could be taught
to the learners through five skills and these
were, learning the letter sounds, letter
formation, and blending, identifying letters in
words and learning tricky or difficult words”.
Whereas, Participant 11 supported the jolly
phonic program, and stated that the program
allowed learners to imitate the sounds. All
these findings outlined strategies that could be
used to teach phonemes. This showed that it
was very vital for schools and all stakeholders
to support teachers by purchasing the jolly
phonic program. Without the program or the
knowledge on how to operate this program, the
integration of ICT will not be implemented
effectively. The Jolly phonic program could be
used in class to connect to the TV so that the
learners could watch the letters and hear their
sounds.
Sub-theme 1.4: The use of television, radios as
teaching method
On this issue, Participant 14 had the following
to say: “I make use of radios and televisions
which makes the teaching of English phonemes
easier and more interesting for the learner”.
On the same note, Participant 2 said that “I
make use of radios and that makes the teaching
of phonemes more meaningful to my learners
and this enhances greater understanding of the
phonemes”. In addition, Participant 13
mentioned that “At our school, we make use of
televisions in the teaching of phonemes,
learners enjoy watching the development of
phonetic language and using the television,
learning is made more meaningful and exciting
to the learners”.
The above findings indicated that television
and radios could be used to teach phonemes.
Participant 2 stated that radios enhanced
learning and greater understanding of
phonemes. The above explanation clearly
showed that radios and television had the
advantage of delivering timely messages and
stimulated learning as learners enjoyed
watching television. This finding revealed that

if teachers were provided with the necessary
ICT tools, they could teach successfully.
Schools that are led by transformational
leaders have the potential to grow as they
attract the best teachers who will also give
their input in the development of the school
(Riesen, McDonnell, Johnson, Polychronics, &
Jameson, 2012). Schools that avail televisions
and radios to their teachers can therefore
produce good results and ensure that ICT is
integrated in the teaching of phonemes
successfully.
Conclusion
The findings of this study indicated that the
Junior Primary English school teachers in the
Oshana region acknowledged the role played
by ICT in the teaching of phonemes. The
findings of the study showed diverse varieties
of ICT gadgets, which Junior Primary school
teachers made use of in their teaching of
English phonemes in schools. It can be
concluded from the findings of the study that
the use of video recorders and television as
well as radio sets enhanced the teaching and
learning process. It can also be concluded that
the most common ICT tools used in the
teaching of English phonemes by junior
primary school teachers in Oshana region
were: YouTube videos, PCs and cell phones,
the jolly phonic programs, projectors,
whiteboards, and jolly phonic in teaching
phonemes. The teachers also made use of
television sets, jolly-phonic programs,
smartphones, PCs and radios.
Recommendations
The researchers provided the following
recommendations which were based on the
research findings of the study:
1. Regional officers should be at the forefront
of making sure that Oshana Regional
schools are provided with basic
requirements in terms of ICT logistics and
equipment.
2. Schools should participate with each other
in sharing the resources they have,
especially at the school level and circuit
level where they needed more clarity on
training, ICT demonstrating program for
teaching English phonemes.
3. This study was conducted in Oshana
Region in the junior primary schools only.
More studies need to be undertaken in
other circuits or regions so that these
findings can be compared.
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Abstract
Science education in Namibia receives much attention from the Government of the Republic of
Namibia, but learners’ performance remains poor in Physical Science topics such as Forces and
Matter. Although the majority of Namibian learners rely heavily on school textbooks as learning aids,
there is a paucity of research on the nature of their textual meaning potential. School science
textbooks are multimodal with semiotic modes such as the textual/written and visual modes. The
Systemic Functional Linguistics’ textual metafunction focuses on the devices or relations these modes
could enact within or across each other for producing a cohesive piece of text. Sense-relations across
the textual and visual modes in school science textbooks potentially contribute to strengthen cohesion
and thus greater textual meaning-potential than afforded by sense relations within these modes alone.
This study builds on the discourse perspective on science education by analysing the intrasemiotic and
intersemiotic sense relations within and across the textual and visual modes for the topic of Forces in
three Namibian Grade 8 Physical Sciences textbooks. It entailed a qualitative case study framed by
Systemic Functional Linguistics more generally, and the notion of Intersemiotic Complimentarity in
particular.
The results from this study indicate which sense relations were currently playing a stronger role in
strengthening cohesion for the topic of Forces. Synonymy and repetition were found to be the most
frequently-occurring sense relations within the textual mode while antonymy, collocation and
synonymy were the most frequently-occurring sense relations within the visual mode. The main finding
of the study was that intersemiotic complimentarity in Physical Sciences textbooks contributed to
strengthened cohesion and thus textual meaning potential in the topic of Forces through the sense
relations of intersemiotic collocation and intersemiotic repetition. The study recommends that textbook
developers strengthen currently under-utilised relations within and across modes, in order to
strengthen textual meaning-potential for the topic of Forces. The study also recommended that the
Namibian science textbook publication criteria should include textual-visual intersemiotic
complementarity as one of the evaluation criteria for school science textbooks.
Keywords: forces; semiotic modes; multimodal school
complementarity; Systemic Functional Linguistics; intrasemiotic
Introduction
Science education in Namibia receives much
attention as evident in Namibia’s National
Textbook policy highlighting the sciences as
critical subjects (Ministry of Education, 2008).
Strong emphasis is placed on learners’
understanding of the physical and biological
world (Ministry of Education, Arts & Culture,
2015a). Despite such attention and emphasis,
the problem of poor learners’ performance in
subjects such as Physical Sciences persists.
Namibia’s national results for Grade 10
Physical Science indicated the percentage of
learners who scored A-C symbols in 2015,
2016 and 2017 as 28.3%, 32.2% and 30.0%
respectively (Ministry of Education, Arts &
Culture, 2015-2017). ‘Forces’ is one example
of a Physical Sciences topic in which learners
experience challenges (Ministry of Education,

science

textbooks;

intersemiotic

2015-2016). Due to the visual nature of the
topic, many teachers and learners utilise
textbooks when covering it. This is no surprise
considering that school science textbooks play
a significant role as mediating tools in
facilitating learners’ meaning-making of
scientific knowledge (Ndumanya, Ramnarain,
& Wu, 2021).
Martinec (1998, p. 161) explains that
“textual meaning is about the devices which
the semiotic modes have for producing a
cohesive piece of text rather than a random
collection of acts” and that this applies to all
semiotic systems, “whether it be that of action,
language, images, music, or an inter-semiotic
one”. Due to the multimodal nature of science
and in line with school science textbooks
worldwide (Wanselin, Danielsson, & Wikman,
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2021), Namibian school science textbook
discourse involves both textual and visual
modes. The cohesive devices in question can
thus
exist
within
individual
modes
(intrasemiotically)
or
between
modes
(intersemiotically). The particular cohesion
achieved across modes in a text such as
textbooks, empirically reveals its specific
intersemiotic texture. Liu and O’Halloran
(2009) single out intersemiotic texture as a
property of coherent multimodal texts crucial
for coherence.
While it is important to have an
understanding of how semiotic modes work
together to help the learners make meaning of
science, insufficient research has been carried
out on the nature of the meaning relations
between modes in explaining the “features that
make multimodal text visually and verbally
coherent” (Royce, 2007, p. 63). There is a
knowledge-gap in the literature pertaining to
textual-visual cohesive relations even though
such relations can possibly strengthen the
textual meaning potential of Namibian school
science textbooks. This is particularly
problematic in African countries such as South
Africa and Namibia, where there is a history of
strong reliance on science textbooks due to
most learners studying science in the medium
of a second language – often by teachers who
are also not proficient in this language
(Alexander, 2001). The knowledge gap,
together with learners’ overall poor
performance in the topic of Forces, provided a
strong rationale for analysing intrasemiotic and
intersemiotic sense relations for the topic of
Forces in Namibian Grade 8 physical sciences
textbooks.
The research questions which drove this study
were:
1. What is the nature of the intrasemiotic
sense relations for the topic of Forces in
Grade 8 Physical Sciences textbooks
within the textual and visual modes?
2. How are the textual and visual modes for
the topic of Forces related in terms of
intersemiotic complementarity?
It was anticipated that the findings of this study
would inform school science textbooks
developers in terms of how textual meaning
could be strengthened within and across the
written/textual and visual modes. Furthermore,
the results might have the potential to
empirically inform Namibian science textbook

criteria focused on by Namibian textbook
evaluation panels.
Review of literature
The topic of Forces
The topic of Forces in the Namibian Junior
Secondary Phase (JSP) Physical Sciences
syllabus for Grade 8 is divided into five subtopics: “The nature and effects of Forces”;
“Weight and Mass”; “Work”; “Energy”; and
“Friction” (Ministry of Education, Arts and
Culture, 2015a, p. 20). The acquisition of
knowledge and skills in these sub-topics by
learners is important for the reasons stipulated
by Namibia’s Ministry of Education, Arts and
Culture (2015a): firstly, they help learners
foster an understanding of the interaction of
human beings and the environment; and
secondly, they help learners understand the
physical and biological world around them.
Although significant, these sub-topics have
proven to be a challenge to the success of the
Namibian science education curriculum, as
indicated by learners performing poorly in
them (Ministry of Education, 2015).
School science textbooks as discourse
artefacts in Bernstein’s Pedagogic Device
Basil Bernstein, one of the most influential
theorists on the sociology of education (Singh,
2002), introduced the notion of the pedagogic
device as a possible explanation for the relative
stability of formal education systems across
contexts. The Pedagogic Device is explained
as a “process by which discipline-specific
expert
knowledge
is
converted
or
pedagogised” (Singh, 2002, p. 572), i.e. made
suitable for the learning process. The model
provided by the pedagogic device is useful for
this study because it situates textbooks
theoretically in the broader educational
landscape. From the perspective of the
pedagogic device, school science textbooks are
curriculum artefacts of the recontextualisation
field which lays between the knowledge
production and knowledge reproduction fields.
The field of recontextualisation according to
Bernstein (1990) comprises two sub-fields:
The Official Recontextualising Field (ORF),
and the Pedagogic Recontextualising Field
(PRF). The PRF consists of textbook
publishing houses, professional teacher
associations, and other non-governmental
educational institutions. Thus, the work of
developing and publishing school science
textbooks (such as the ones explored in this
study), lies within the PRF. Multimodal school
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science textbook discourse is thus a pedagogic
recontextualisation
of
the
multimodal
discourse of scientists in the knowledge
production field, for use by teachers and
learners in the knowledge reproduction field.
This highlights the significant role of science
textbooks in science education of developing
countries such as Namibia.
The significance of science textbooks within
the school curriculum
School science textbooks are considered
globally to be important agents of school
curriculum implementation. The importance of
school science textbooks in general within the
education system is recognised by many
scholars (Ndumanya et al., 2021). School
science textbooks influence science teachers’
implementation of a school curriculum
(McNeill, Berland, & Pelletizer, 2017). During
the school closures due to the COVID-19
pandemic from 2020 to 2021 and with the
resulting expectation of increased independent
study by learners in countries like Namibia
where online learning is constrained by Wi-Fi
limitations, their significant role in mediating
learning was magnified. In effect, many
science learners in contexts of poor Wi-Fi
infrastructure or access such as Namibia and
for whom online learning was thus not an
option, would have experienced school science
teachers being largely replaced by school
science textbooks as the primary avenue of
science discourse.
Cohesions across the Textual and Visual
modes in school science textbooks
Some scholars define semiotics as the study of
meaning-making through signs (Jamani, 2011).
The field of semiotics aims to characterise the
different kinds of signs that compose different
semiotic resources (Machin, 2016). According
to Jamani (2011), the textual and visual modes
are
examples
of semiotic
resources
contributing to the meaning potential of
scientific texts. Each semiotic modality
expresses a slightly different meaning
(Roehrich, 2016). There is meaning that the
textual mode can individually afford that the
visual mode alone cannot, and vice versa
(Roehrich, 2016). For example, the textual
mode plays a significant role in facilitating
symbolism (Machin, 2016).
Hsu and Yang (2007) cautioned that school
science textbooks often contain unique
terminologies that differ from everyday
language. The textual mode is thus

indispensable in differentiating between every
day and scientific discourse. In terms of the
visual mode, Machin (2016) highlighted their
iconic nature in resembling the objects being
depicted. Visuals in school textbooks can
shape readers’ sensory perceptions of the
represented world (Haiyan, 2018). Roehrich
(2016) highlights that the visual mode allows
for communication that is impossible with
words alone. This is why abstract concepts in
science textbooks are often described and
explained via visual representations (Wanselin
et al., 2021). The different modes can
complement each other due to the additive
nature of their meaning affordances (Royce,
2002).
The relation between semiotic modes such
as the visual and textual is reported by Siefkes
(2015) as a relatively under-explored area of
multimodality research. The connection
between semiotic modes is related to cohesion
(Jones, 2012). Ali (2021, p. 277) describes
cohesion as “the relation of meaning, the
connection or the ties which exist within a text
and provide the semantic unity required in the
structure of that text”. Cohesion is of utmost
importance in science textbooks because it
pertains to all the metafunctions (ideational,
interpersonal, and textual) of semiotic systems
according to Systemic Functional Linguistics.
Cohesive relations thus also contribute to
textual meaning potential of the textual/written
and visual modes (Roehrich, 2016).
Theoretical framework
Intrasemiotic and intersemiotic sense
relations
The theoretical orientation of this study drew
from Systemic Functional Linguistics (SFL)
theory devised by Halliday (1978). SFL
considers language to be a social semiotic
system, and initially focused primarily on
spoken language and the associated written
text (Halliday, 1978). SFL proposes that the
meaning-making functions of language are
categorised into three metafunctions: the
ideational, the interpersonal, and the textual.
The current study did not focus on power
relations involved in the language use and so
the interpersonal metafunction was not
relevant. The ideational metafunction refers to
the content function of semiotic modes
(Halliday, 2007) and the textual metafunction
“concerns organisation of the text and how
meaning is presented to make it coherent”
(Wanselin et al., 2021, p. 3) – it is thus the
textual metafunctions which is of strongest
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relevance to the current study.
Later interest in exploring how different
semiotic modes interact in multimodal texts
resulted in the evolution of SystemicFunctional Multimodal Discourse Analysis
(SF-MDA) (O’Halloran, 2008). The SF-MDA
approach to language and other semiotic
modes, particularly in terms of their
metafunctional meanings, offered a framework
by which the textual and visual modes
appearing in Namibian school science could be
analysed. The textual metafunction can be
explored in terms of the cohesion that occurs
between the written/textual and visual modes,
achieved through the six sense relations
highlighted by Royce (2002, 2007): repetition
(when the meaning of two semiotic modes is
exactly the same), synonymy (when the
meaning of two semiotic modes is similar),
antonymy (when the meanings from two
semiotic modes is in opposition), hyponymy
(classification of the meaning relations
between the general class and its sub-classes),
meronymy (classification of the meaning
relations between a whole and its constituent
parts), and collocation (concerned with the
relationship of semiotic modes that regularly
co-occur). For the study reported in this paper,
these sense relations were explored within and
across the textual and visual modes for the
topic of Forces in three Namibian Grade 8
Physical Sciences textbooks in order to address
the research questions. These are: Platinum
Physical Science Grade 8 Learner’s Book
(Haimbangu, Poulton, & Rehder, 2016), Living
Physical Science Grade 8 Learner’s Book
(Jones, Larceda, & Roebert, 2016), and Solid
Foundations Physical Science Grade 8
Learner’s Book (Van Niekerk, 2016).
Intersemiotic complementarity
Intersemiotic complementarity is an approach
of SF-MDA for studies involving the analysis
of multiple modes, and some recent studies
used intersemiotic complementarity for
exploring meaning potential of multimodal
texts (Nakakuwa & Jawahar, 2020; Royce,
2007). In order to understand how the visual
and verbal modes work together in a
multimodal text, Royce developed the
framework to analyse the intersemiotic
complementarity between the visual message
elements (VMEs) and lexical items in printed
text. According to Royce (2002, p. 191), “the
visual and verbal modes complement each
other to realise an intersemiotically coherent
multimodal text”. Of particular relevance to

the object of analysis in the study reported in
this paper – textbooks, he suggests “that the
intersemiotic resources used to realise this
complementarity can be readily explored for
pedagogical purposes’’ (Royce, 2002, p. 191).
Research design
Research methods
This study entailed a qualitative case study of
three Namibian Grade 8 school science
textbooks in order to explore intrasemiotic and
intersemiotic relations of the textual and visual
modes. The selected Physical Sciences
textbooks that constituted the data in this study
were explored in-depth via document analysis.
In the document analysis method, existing
documents are the source of data (Bertram &
Christiansen, 2015) making it different from
other methods of collecting data such as
interviews, which requires data to be elicited
by the researcher for the purpose of the
research (Pennington, 2017).
Research site, objects of analysis, and
sampling
The study was carried out in Namibia and the
objects of analysis were Namibian Grade 8
Physical Sciences textbooks. These textbooks
were developed and evaluated following the
most recent curriculum changes in the country.
For all textbooks submitted for evaluation to
subject panels (including Physical Sciences
textbooks), a maximum of three of the best
titles per subject per grade are approved
(Ministry of Education, Arts and Culture,
2019). In Namibia, an approved textbook is
“one which has been evaluated by the National
Institute for Educational Development (NIED)
in accordance with the specialised procedures,
methodology, criteria and mark schemes for
the revised curriculum” (Ministry of
Education, Arts and Culture, 2015b, p. 4).
Current criteria do not include intersemiotic
complimentarity.
The sample for the study included three
Grade 8 Physical Sciences textbooks endorsed
by the Namibian government at the time of this
study being conducted (referred to in this paper
as Textbook A, Textbook B and Textbook C).
These textbooks were selected purposively
because of the defining characteristic of their
being endorsed by the government following a
formal evaluation process conducted by
NIED’s textbook evaluation panel. The
sampling was also purposive in terms of the
focus on Grade 8, because the implementation
of Namibia’s revised curriculum for Grade 8
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started in 2017 when this study began
(Ministry of Education, Arts and Culture,
2015a). In addition, the study focused only on
the topic of Forces because of its significance
in Physical Sciences, coupled with the poor
performance of learners in it (Ministry of
Education, 2015).
Approach to data analysis
The analysis of data in this study was
undertaken in three phases. The first phase
aimed at providing a description of the textual
and visual modes in terms of the common
features of science discourse. Examples of
these common features are keywords
highlighted in bold face, and photographs and
diagrams as types of representations occurring
in the textbook section on Forces. The second
phase dealt with analysis of intrasemiotic sense
relations within each of the textual and visual
modes for the topic of Forces. The researcher
used both deductive and inductive approaches
in developing the codes to analyse the
intrasemiotic sense relations within the textual
and visual modes. The deductive approach to
data analysis involves an advance formulation
of categories of information required from the
data (Bertram & Christiansen, 2015). An
inductive approach to data analysis is primarily
a form of pattern recognition in data where
themes or concepts are derived from the
readings and interpretation of raw data without
the restraints imposed by theory (Cohen,
Manion, & Morrison, 2011).
The information that related to words,

concepts, and other textual elements were
coded as words. Information relating to letters,
mathematical operations, and numerical values
were coded as symbolic letters, mathematical
symbols, and numerical values respectively. In
addition, the information relating to the use of
arrows was coded as arrows. The words
referred to as keywords in the Physical
Sciences textbooks and which appear in bold
font, highlighted in colour, or written in italics
were coded as technical words. The diagrams
and photographs were coded as visuals. Some
diagrams and photographs in the topic of
Forces for the three Physical Sciences
textbooks were paired. The paired diagrams
and photographs were coded as paired visuals.
The diagrams and photographs in the topic of
Forces that appeared singularly were coded as
singular visuals. Phase Three focused on
analysis of intersemiotic complementarity
between the textual and visual modes for the
topic of Forces.
Results and discussion
What is the nature of the intrasemiotic sense
relations within the textual mode for the topic
of Forces in Physical Sciences textbooks?
The results as shown in Figure 1 revealed that
synonymy and repetition were the most
frequently occurring sense relations within the
textual mode. This suggested that the cohesive
affordances of these sense relations were
prioritised (whether knowingly or not) over
others in facilitating meaning-making for the
topic of Forces.

Figure 1: The average percentage frequencies of the sense relations for the textual mode themes
Synonymy occurred most frequently for the
sense relation themes “symbolic letters”,
“arrows”, and “numerical values” in the
Physical Sciences textbooks. Examples of
synonymy identified for the sense relation
theme “symbolic letters” for the three Physical

Sciences textbooks included the textual
elements N and newton, m and mass, g and
gravitational field strength, and w and weight.
The frequent occurrence of synonymy within
the textual mode of the topic Forces is
beneficial, in light of the fact that synonymy
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helps avoid monotonous sentences in addition
to being a cohesive device (Sidabutar, 2021).
However, it was found that synonymy
occurred less frequently for technical words
that appeared in bold font, highlighted in
colour, or written in italics. Learners as the
main readers of these textbooks would stand a
better chance of learning the vocabulary of
science (Webb, 2007) if synonymy occurred
with a higher frequency for technical words.
The results suggest that learners could be
missing out on this opportunity. This is a
possible contributing factor to learners
performing poorly in the topic of Forces.
The results for repetition indicated that it
occurred most frequently for the sense relation
themes “technical words” and “mathematical
symbols”. Examples of repetition identified for
the sense relation theme “technical words”
encompassed the textual elements contact
force, non-contact force, mass, weight, and
kinetic energy. This study adds science
textbooks to the range of data sources
(telephone conversations, English and Spanish
conversations, and non-narrative texts)
reported by Malah (2015) for which repetition
is reported as the most frequent form of
cohesion. The results also indicated that
collocation, hyponymy, antonymy, and
meronymy were the least frequently occurring
sense relations within the textual mode. Their
low occurrences have implications for science
education in terms of the missed opportunities
for the cohesive affordances of these sense
relations. Examples of collocation identified
for the sense relation theme “technical words”
for the three Physical Sciences textbooks
include the textual elements, contact force,
which is used together with other words such
as, pull, push, mass, weight, and gravitational
field strength. Examples of hyponymy

identified for the sense relation theme
“technical words” included the textual
elements, contact force > frictional force
(meaning that contact force is the hypernym of
frictional force) and strain potential energy <
potential energy (meaning that strain potential
energy is a hyponym of potential energy).
Examples of antonymy identified for the sense
relation theme “technical words” include the
textual elements, contact force and non-contact
force, renewable energy sources and nonrenewable energy sources, as well as gravity
and upward force. Examples of meronymy
were identified only in one of the three
Physical Sciences textbooks in the sense
relation theme “symbolic letters”. The
examples included the textual elements, N <
force meter (meaning N is a meronym of force
meter). The examples provided from the
textual mode illustrate the same 6 senserelations subsequently explored for the visual
mode and across the textual and visual modes.
What is the nature of the intrasemiotic sense
relations within the visual mode for the topic
of Forces in Physical Sciences textbooks?
The results as shown in Figure 2 indicated that
the sense relations which occurred most
frequently within the visual mode were
antonymy, collocation, and synonymy. This
suggested that the cohesive affordances of
these sense relations were prioritised (whether
knowingly or not) over others in meaning
potential for the topic of Forces. The results
indicated that antonymy occurred most
frequently between visuals containing arrows.
This result suggested that arrows played a
significant role in the meaning potential for the
topic of Forces in the three Physical Sciences
textbooks.

Figure 2: The average percentage frequencies for the sense relations within the visual mode
themes
50

Namibia Educational Reform Forum Journal, Volume 30(1), August 2022

The results revealed collocation as the sense
relation occurring most frequently for the
visuals that were paired. The results showed
that synonymy is sense relation which occurred
most frequently for the visuals that appeared
singularly. When visuals that were related in
meaning appeared independently of each other
in a textbook, the intrasemiotic visual cohesion
might be weaker since the relationship between
the visuals needed to be made by the learner
themselves. Some learners would likely not
realise the full meaning potential of such
separate visuals, resulting in negative
consequences for the overall meaning potential
of the textbook.
How are the textual and visual modes for the
topic of Forces related in terms of
intersemiotic complementarity?
The results as shown in Figure 3 indicated that
the occurrence of intersemiotic sense relations
for the topic of Forces across the three Physical
Sciences textbooks differs. While intersemiotic
repetition occurred most frequently between

the textual and visual mode for the topic of
Forces in Textbook A, intersemiotic
collocation was the most frequently used sense
relation in Textbook B and C. This difference
in the occurrence of these intersemiotic sense
relations suggested that it could be based on
authors’ or publishers’ understandings of
which sense relations provided the best
cohesive affordances in communicating
scientific knowledge for the topic of Forces.
For example, as stated earlier, repetition was
the most direct form of cohesion and this could
account for this sense relation being the one
most frequently used in Textbook A. For
Textbooks B and C, the results suggested that
there were missed opportunities for the
cohesive affordances of repetition in
supporting the learning content in the topic of
Forces. The results further suggested that
Textbook B and C considered intersemiotic
collocation, which was also a contributor to
cohesion, as significant for cohesion and thus
meaning between the textual and visual modes
for the topic of Forces.

Figure 3: Percentage frequencies for the sense relations identified between the textual and visual
modes in all three textbooks
On the other hand, the low occurrence of
intersemiotic collocation in Textbook A meant
that fewer opportunities were provided for the
cohesive affordances of this sense relation in
the topic of Forces. Overall, the results
indicated that both the textual and visual
modes in the topic of Forces complemented
each other towards strengthening cohesion and
thus textual meaning potential. These results
provided empirical insight into Namibian
science textbooks in terms of their
intersemiotic texture - highlighted by Yiu and

O’Halloran (2009, p. 365) as “an essential
property of multisemiotic texts’’.
Conclusion
It is believed that science learning materials
(such as textbooks) which are well-designed
have the potential to facilitate conceptual
learning (Khine & Liu, 2017). Ryu et al.
(2021) recommend that text features such as
cohesion should to be carefully considered during
textbook development. The study reported in
this paper which explored intrasemiotic and
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intersemiotic cohesion in three Namibian
Grade 8 science textbooks, contributed to the
broader discussion on cohesion towards textual
meaning in science textbooks. The results from
this study indicated that particular sense
relations were currently playing a stronger role
than others in strengthening intrasemiotic
cohesion for the topic of Forces, within the
Physical Sciences textbooks. While synonymy
and repetition are the most frequently
occurring sense relations contributing to
cohesion within the textual mode, antonymy,
collocation and synonymy are the most
frequently
occurring
sense
relations
contributing to cohesion within the visual
mode. There is thus room for science textbook
developers to draw more strongly on the
cohesive
affordances
of
intrasemiotic
collocation (especially for arrows and numeric
values), hyponymy (for symbolic letters,
arrows and numeric values in particular), and
meronymy (across all sense relation themes)
for text about Forces. Furthermore, textbook
developers should draw more strongly on the
cohesive
affordances
of
intrasemiotic
meronymy (especially for arrows) and
hyponymy (across all sense-relation themes)
for visuals about Forces.
The findings of the study further revealed
that intersemiotic complimentarity between the
textual and visual modes in Physical Sciences
textbooks increased the overall number of
sense relations possible from the text and
visuals. The greater total number of sense
relations (due to the instances of intersemiotic
collocation and intersemiotic repetition
identified in this study), strengthens cohesion
for the topic of Forces beyond just the cohesive
affordances of intrasemiotic sense relations
with the textual and visual modes. In terms of
the pedagogic device, these findings illustrated
the particular intersemiotic texture by which
the Pedagogic Recontextualising Field
currently allows for specialised scientific
knowledge on Forces to be pedagogised
cohesively.
Recommendations
The study recommends that textbook
developers draw strongly more strongly on the
cohesive
affordances of
intersemiotic:
synonymy,
antonymy,
hyponymy
and
meronymy, in order to strengthen the
intersemiotic texture for the topic of Forces in
three Namibian Grade 8 science textbooks.
Due to the separate cohesive affordances of the
textual and visual modes being strengthened by

sense relations that occur across these modes,
the study also recommends that school science
textbook selection panels include textual-visual
intersemiotic complementarity as a textbook
evaluation criterion.
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Abstract
A case study was conducted to explore learner voice and leadership development within a structure of
Learner Representative Council (LRC) at a newly established school in the Erongo Region in
Namibia. Interpretive methods were used in the study which was set to gather participants’
understanding of the phenomenon of learner voice and leadership in the school, leadership
development opportunities existed in the school and factors constraining the development of LRC
voice and leadership in a newly established school. Distributed leadership theory was used as the
conceptual framework of the study. Participants for this study were purposively chosen to provide
researcher with sufficient information to answer the research questions because case-study research
often involves a smaller sample size. Thirteen LRC members, three LRC guardian teachers, one Head
of Department (HoD) and one school principal were the participants of the study. Data was generated
through document analysis, individual interviews, questionnaires and observations. Documents such
as, the Educational Act of 2001, School Development Plan [SDP] of 2008, Regulations made under
Educational Act of 2001 were used to gather and triangulate information, specifically on how learner
leadership was promoted in the policy documents.
Individual interviews were conducted with the HoD who was the former acting principal, the
principal, and one LRC guardian teacher to find out their understanding of learner leadership in the
school, as well as leadership development opportunities for the LRC. Questionnaires were
administered to the 13 LRC members and the 2 LRC guardian teachers. This was done to understand
the current condition of leadership development opportunities for the LRC in the school. To get a
holistic picture of LRC voice and leadership in the school, observation was also very useful in this
study because it enabled the researcher; during the eight-week period the researcher spent in the
school, to look afresh at everyday behaviour that otherwise might be taken for granted. Data
generated were inductively analysed using content analysis. Data revealed that learner leadership was
largely understood as managerial roles carried out by the LRC in the school. Unlike many schools in
Namibia, this case-study school offered numerous leadership development opportunities for the LRC.
The community networking events such as: School Exchange Programmes, Town Council breakfast
and Junior Regional Council, were opportunities offered to the LRC to solicit information, exchange
ideas and discuss matters of common interest with the LRCs of the fully established schools. However,
there were a number of challenges that constrained LRC voice and leadership development, the major
one being the fact that this was a newly established school.
Keywords: Learner Representative Council (LRC), learner leadership, learner voice, distributed
leadership, leadership development opportunities, decision making
Introduction and background
In Namibia, prior to independence in 1990, the
right to freedom of expression and the right to
be heard in schools was restricted amongst the
majority of learners (Ministry of Basic
Education, Sport and Culture, 2001). During
this time, there was a learner representative
body, called the ‘prefects’, which consisted of
senior students in secondary schools (Uushona,
2012). There were limited opportunities for
democratic participation in decision-making
amongst these learners under the South African
Bantu Education system in Namibia (Ministry
of Education and Culture, 1993). This means

that learners were hardly given opportunities
for their voices to be heard and were forced to
accept all rules imposed on them (Ministry of
Basic Education, Sport and Culture, 2001).
After gaining independence in 1990,
Namibia was faced with the immense task of
reconstructing its education system. Soon after
independence, the prefect body of learners was
replaced with the Student Representative
Council (SRC) (Ministry of Education and
Culture, 1993). The SRC continued to serve as
representatives of school management, just like
the prefect system, rather than being an
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authentic representative body of learners. As a
result, the SRCs in schools still had little
influence in the decision-making process
(Uushona, 2012). As a solution to this
problem, Education Act 16 of 2001 was
legislated in an attempt to involve all
stakeholders in education and ensure broad
participation for learners in the decisionmaking process (Ministry of Basic Education,
Sport and Culture, 2001). The Education Act
60(1) of 2001 stipulates that “every state
secondary school must establish a body of
learners to be known as the Learners
Representative Council (LRC)” (Ministry of
Basic Education, Sport and Culture, 2001, p.
33). Moreover, the policy states that the role of
the LRC is to provide a voice and to promote
learner leadership in schools, since LRC
members are also to participate in decisionmaking bodies, such as the school board and
School Management Team (SMT) meetings
(Ministry of Basic Education, Sport and
Culture, 2001).
Currently, in Namibian schools, learner
voice and leadership are being promoted
through the Education Act 16 of 2001 which
provides an opportunity to establish Learner
Representative Councils (LRCs) in secondary
schools. However, recent studies conducted on
learner leadership by Uushona (2012) and
Strydom (2016) have found that this body of
learner leaders do not function all that
effectively and sometimes exist in schools for
the sake of adhering to the Education Act.
Statement of the problem and research
objectives
From my experience as a high school teacher
for nine years, I have observed little leadership
opportunities within the structure of the
Learner Representative Council (LRC). This
means that LRC members are seldomly
consulted in decision-making, and teachers
often speak and decide on behalf of the
learners (Grant & Nekondo, 2016).
Consequently, the elective learner body – the
LRC – at some Namibian schools exist purely
for the sake of adhering to the Educational Act
16 of 2001, but authentic inclusion of learners
in organisational decision-making does not
often happen. This contradiction between
policy and practice interested me, and it was
the stimulus to carry out a study to explore the
underlying factors constraining LRC voice and
leadership in one newly established school in
the Erongo region in Namibia and, in so doing,
expand knowledge on learner leadership.

Findings of other studies on learner
leadership provided additional motivation for
me to conduct a study of this kind. In a study
of learners’ participation in leadership in a
Namibian school, Uushona (2012) found that
“schools do not represent the interests of
learners as [the learners] are not part of
important decision-making platforms” (p. 105).
Uushona argues that learners are not
empowered and accepted as leaders who are
able to act responsibly and maturely. In
another Namibian study of learner leadership,
Shekupakela-Nelulu (2008) found that
“learners in our society are essentially viewed
as children who should not have a voice in
decision-making” (p. 1). In much the same
way, a South African study conducted by
Sithole also supports the above argument.
Sithole (1998) found out that on cultural and
traditional grounds, elderly people do not
discuss important matters in the presence of
children, and “to do that now would tarnish the
respect which children must accord their
elders, and bring about decay and morass in
the traditional value system” (p. 93). This
again roused my interest to carry out research
in a newly established school in the Erongo
region to learn more about the significance of
learner voice and leadership. As other
international studies have found, school leaders
can make a difference in school and learners’
performance, if learners are granted autonomy
to be part of the decision-making process
(Leithwood, as cited in Swaffield & MacBeath,
2009, p. 12). Hence, it was my hope that this
research would also develop a strong
foundation of learner leadership practice at a
school which was newly established.
It was against this background and in the
light of my experience that there was a need to
enhance learner voice in school leadership. In
much the same way, Grant (2015) suggests that
there is a “need for research on learner voice”
(p. 96) because, although research on learner
voice has been growing internationally, it is
very limited in South Africa and other African
countries including Namibia. Through this
study I wished to contribute to the body of
knowledge on learner leadership, an “underresearched area in Namibia” (Uushona, 2012,
p. 112). This is primarily because much of the
school leadership literature has conventionally
focused on those in formal management
positions, particularly principals (Bolden,
2011).
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Research questions
Guided by the research goal, namely learner
leadership developed in a newly established
school. The study was done to develop a deep
understanding of the current leadership
practices of the Learner Representative
Council (LRC) in the school and to provide
answers to the following research questions:
1. How is learner leadership understood in
the school?
2. What
leadership
development
opportunities for LRC exist in the school?
3. What underlying factors constrain the
development of LRC voice and leadership
in the newly established school?
Literature review
Distributed leadership
This study was informed by the distributed
perspective of leadership as it focused on the
leadership activities of learners. There are
competing
and
sometimes
conflicting
interpretations of what distributed leadership
actually means. This means that there is no
universally accepted definition of distributed
leadership in a comprehensive review of the
literature on distributed leadership. Harris and
Spillane (2008) emphasise that distributed
leadership recognises that there are multiple
leaders in an organisation and leadership
activities are widely shared within and between
organisations (p. 31). Distributed leadership is
primarily concerned with the practice of
leadership rather than specific leadership roles
or responsibilities (Spillane, 2006). It equates
with shared, collective and extended leadership
practices that build the capacity for change and
improvement. In the school context, this means
that leadership does not reside within the
principals’ offices, but schools require multiple
leaders including teachers, parents and
learners. The current favoured framework of
distributed leadership moves away from
hierarchical structures of organisational
leadership, where one individual provides the
leadership and visions for a school (Bolden,
2011). Within this study, distributed leadership
is seen as a model or lens to develop
individuals (learners) so that they can be
agents of change, because it has shifted the
focus from a leader to leadership as a property
of the organisation.
According to Bennet et al. (as cited in
Bolden, 2011), one of the characteristics of
distributed leadership is “an emergent property
of a group or network of interacting

individuals” (p. 257). This implies that the
essence of teamwork is the most important
aspect of distributed leadership. Literature on
teamwork shares the view that working
together produces results over and above what
would be expected from individuals working
alone (Spillane, 2006). In the education
context, distributed views of leadership shift
from the school principal and other formal
management positions such as Heads of
Departments, to a web of leaders, followers
and their situations that give form to leadership
practice (Spillane, 2006). In post-independent
Namibia, schools have adopted a “strategy to
increase school autonomy and devolve
decision making to teachers and sometimes to
parents, students and community leaders”
(Pomuti & Weber, 2012, p. 1). This implies
that opportunities for distributed leadership are
provided to those who are close to the school
so as to be included in decision-making when
the need arises – this indicates distributed
leadership as an emergent property of
interaction. However, Gunter and Thomson
(2007) contend that, “within the emergent field
of school leadership, children are a virtual
absence” (p. 23).
Distributed leadership as recognition of
expertise is another distinctive characteristic of
distributed leadership (Bennet et al., as cited in
Bolden, 2011). This means that numerous
responsibilities within the school require
different expertise and all expertise do not
belong to one person at the top of the
organisational hierarchy – that is to those who
are in formal management positions such as
the principals and School Management Team.
Schools nowadays are complex and require
assistance from all the stakeholders such as
teachers, learners and community members in
the activity of leading (Uushona, 2012). This
extending of leadership practice beyond the
school principal position does not in any way
undermine the vital role of the principal and
School Management Team in the school, but
instead shows that leadership is often a
collective rather than an individualistic
endeavour (Spillane, 2006). Recognising
leadership within various individuals in
schools can also motivate entire stakeholder
groups, such as learners, teachers and
community members, to feel valued. Pomuti
and Weber (2012) highlight that in Namibia,
School-Based Management was implemented
on the assumption that school management
would improve through sharing resources,
experiences and expertise. This reform
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assumes that sharing resources, experience and
expertise will be achieved through shared,
collaborative leadership and collaborative
learning networks among learners and
teachers.
The third distinctive characteristic as
identified by Bennet et al. (as cited in Bolden,
2011) is that distributed leadership suggests
openness of boundaries. While distributed
leadership is generally explored from the
perspective of the principal and Heads of
Departments, it could also include all
stakeholders in the school, as stated earlier.
Distributed leadership theories on this point
emphasise that trust and support are crucial in
any organisation (Bolden, 2011). In the school
community, learners are the majority group
making up membership of school organisations
(Woods, 2012, p. 75). It is therefore important
to include them in all the school leadership
activities, as in the end, this can “develop
agency by expanding opportunities for learners
to work in participatory ways with their peers
on issues that are of concern to them” (Woods,
2012, p. 16). Hence this is a more democratic
way of working, where learners feel trusted
and supported by their school’s authority and,
in the process, develop leadership. This in
short means that leadership is to be open to all
people in formal and informal management
positions, as Spillane (2006) argues the
distributed perspective of leadership involves
both “mortals and heroes”.
Learner voice and leadership
There is no generic definition in literature of
the concept ‘learner leadership’ (Uushona,
2012), as research regarding learner leadership
is under-researched (Whitehead, 2009).
According to Theron and Botha (as cited in
Uushona, 2012), “learner leadership is a
system of pupil leadership found in every
school by means of which pupils take an active
part in activities in a directive capacity” (p.
22). The above definition alludes to learners’
participation in a directing capacity, which
may sometimes imply a management aspect,
but does not extend to the outcomes or purpose
of learner leadership (Uushona, 2012).
However, learner leadership in this study can
be understood as leadership that is distributed
to include those who are not in formal
positions – learners. This implies that learner
leadership within the distributed perspective is
typically viewed as being “less hierarchical
and more collective, dispersed down and
across hierarchies” (Coleman, 2005, p. 7). As

Spillane (2006) advises, the “education policy
makers must acknowledge that the work of
leading schools involves more than the
leadership of the principal” (p. 101). Through
this Act of 2001, it became compulsory for all
secondary schools to have a Learner
Representative Council democratically elected
by learners at a school (Ministry of Basic
Education, Sport and Culture, 2001). The
Learner Representative Council in turn elects
two learners who have to represent them in the
School Board (Ministry of Basic Education,
Sport and Culture, 2001). Hence, assigning
learner leaders in the school leadership ensures
that the skills and expertise of different leaders
complement one another, by this, leadership is
distributed.
International literature refers to the voices
of learners as ‘student voice’ and the concept is
used to describe the range of ways in which
learners can share in decision-making in
schools (Mitra & Gross, 2009). However,
because Namibia uses the term ‘learners’ to
refer to school going youth, ‘learner voice’ in
this study was a concept used rather than
student voice. In the context of this study,
learner voice is about true democracy within a
school and is also a “potential catalyst for
learner agency” (Grant, 2015, p. 95). The
prime purpose of learner voice is to capacitate
learners for leadership roles while they are still
in school. This means that allowing learner
voice equally allows learners to take part in the
overall leadership of the school. The rationale
for this research is the absence of learner voice
in schools, as a study conducted on learner
leadership by Uushona (2012) found that LRC
in schools are rarely involved in decision
making. It is for this reason that this study
aimed to develop agency in those who were
largely silent in school, the learners. Learner
leadership is not common as a concept or a
practice in the majority of schools in African
countries including Namibia (Grant &
Nekondo, 2016, p. 26). However, within the
limited studies done on learner leadership,
researchers such as Uushona (2012), Strydom
(2016) and Shekupakela-Nelulu (2008) have
found it beneficial to learners and to the school
at large.
The benefits of learner voice and leadership
in schools
Developing a sense of ownership in learners is
considered as one of the most important
aspects of practicing learner leadership in
schools (Mitra & Gross, 2009). If learners are
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accepted as important people who can
positively contribute to the development of
their school, learners feel valued, and as a
result, they can freely express themselves in
matters around the school; this is democracy
(Thomas, 2006). Thus, learner leadership
promotes learner democracy in practice.
Apart from democracy and the sense of
ownership in learners that can be achieved
through learner voice, Mitra and Gross (2009)
additionally suggest that the other benefit of
learner leadership is to “help in increasing the
tension and focus on pressing issues when
needed” by means of “calm turbulence in areas
that need solution” (p. 538). This means
learners are equally positioned in identifying
and finding solutions to pressing matters that
might be somehow overlooked by the School
Management Team (SMT) and teachers; they
can also help in calming disorder, as well as
stimulating teachers to act upon such issues.
This is supported by Osberg, Pope, and
Galloway (2006) who argue that “student data
can galvanise otherwise sceptical teachers to
make changes” (p. 329).
Factors hindering learner voice and
leadership in schools
Adult power relations is one of the major
challenges hindering learner leadership in
schools is the issue of authority and power
being hierarchical, ‘given’ to learners through
the perception of teachers being in control.
Strydom (2016) claims, even if a teacher tells a
learner in the class that he/she is in control of
the class, as soon as something happens (a
learner falls or bumps his/her head), the
teacher immediately takes back the power in
the relationship and tends to act. The possible
reason for this phenomenon could be that
teachers do not trust learners; they therefore
fail to give them full authority when deciding
and acting on matters. Teachers are afraid that
if learners are left to decide and act on their
own without strict supervision, things will fall
apart at the school.
Thus, teachers do not realise that it inspires
learners when they are given control and
responsibility and are placed in the driving seat
(Flutter, 2006). Legitimating how much
authority or power learners are allowed
presents a challenge, as it limits them from
fully exploring ideas and expressing what they
feel would be best in certain situations. Silence
of learner voice in decision-making is another
challenge hindering learner leadership in
schools. As mentioned earlier, the Namibian

Education Act of 2001 mandates that
secondary school learners who are members of
the Learner Representative Council should be
part of the school governance through the
participation in the School Board (Ministry of
Basic Education and Culture, 2001). Research
carried out in South Africa and Namibia,
shows that the LRC are often not afforded full
opportunities to participate in crucial decisionmaking processes by adult members of the
School Board, directly or indirectly (Mncube,
2008; Uushona, 2012; Strydom, 2016). As a
result, learner voice in decision-making is
silenced in schools, because “arguably learners
lack experience in the education matters”
(Mncube, 2008, p. 78). Silencing the voice of
the learners implicitly affects learner
leadership development in schools (Mncube,
2008). Whilst learners are made to believe that
they have an equal contribution in school
affairs, in reality when it comes to actual
decision-making and a final say, their views
are mostly not considered. By this, the
researcher means that learners are not given
fair chances to air their opinions and concerns
on what matters to them, and, as a result,
learner voice is silenced in the school. Gender
stereotypes have a power in hindering learner
leadership in school. In many organisations,
there is an indication that males are still seen
as dominant (Strydom, 2016, p. 69). This
portrays that gender stereotyping remains one
reason for the under representation of female
leaders in schools (Chabaya, Symphorosa, &
Newman, 2007). A study by Mncube (2008)
found that female learner leaders tend to be
less vocal than male learner leaders, and
relinquished decision-making activities to their
male counterparts. Power relations also play a
significant role in relation to gender issues, as
the learner leadership studies of Uushona
(2012) and Strydom (2016) have shown. Often
there are suggestions that even learners at
school hold on to the notion that males are
seen as dominant (Strydom, 2016). Arguably,
this deprives learner leadership development
within female learners in a school.
Research method and design
The study adopted a qualitative research
approach, and within this design a case-study
design was employed to get a holistic picture
of learner voice and leadership in the school.
According to Leedy and Ormrod (2010),
qualitative researchers believe that the
“researcher’s ability to interpret and make
sense of what he or she sees is critical for
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understanding any social phenomenon” (p.
135). A qualitative design was suitable for this
study as it assisted the researcher to make
sense of how participants viewed learner voice
and leadership in the school. A case-study is a
“systematic and in-depth study of one
particular case in its context” (Bertram &
Christiansen, 2014, p. 42). This study fulfils
the requirements of a case-study as it examines
the single case of developing learner voice and
leadership within the structure of the LRC in a
newly established school.
Document analysis was used in this study
as it is “less time –consuming since it requires
data selection rather than data collection”
(Bowen, 2009, p. 31). Documents such as the
Education Act of 2001, School Development
plan [SDP] of 2008, and Regulation made
under Education Act of 2001 were analysed to
gather the information on how learner
leadership for LRC was promoted in schools.
Observations were done during the eight weeks
at the research site to get a holistic picture of
learner voice and leadership in the school.
Individual interviews with the principal, the
HoD and one LRC guardian teacher, and
questionnaires were administered to 13 LRC
members and 2 guardian teachers.
Data analysis
An inductive analysis was utilised to identify
multiple realities potentially present in the data
(Nieuwenhuis, 2007). This inductive process
used content analysis where the researcher
looked for similarities and differences in the
data that would corroborate or disconfirm the
theory. With this, data from both individual
transcripts,
questionnaires,
and
both
observation notes were analysed inductively.
This meant that the researcher used inductive
reasoning to analyse data that she generated
using the aforementioned methods. By using
content analysis, the researcher analysed data
by noting themes and categories emerging
from the data. After identifying these themes,
she then arranged them into meaningful
segments and used them to frame my narrative
(Bertram & Christiansen, 2014).
Case study school
The study was carried out at a High School
which only opened its doors in January 2016
and teaches learners from Grade 7-12 at that
time. From the contextual profiling of the
school, this school appeared to have come into
existence to accommodate children who
moved with their parents in search of work

(Amadhila, 2017). This is because the school is
situated in a harbour town where many people
migrate with their children to find jobs
(Amadhila, 2017). As a result, the region
struggles every year to find space for all the
children in other schools around town, as they
have reached their full capacity. Most parents
of the learners at this school were working
class families and lived in a nearby informal
settlement. Parents don’t pay school fees, since
all public schools in Namibia offer free
education. At the time of this study, the school
comprised 724 learners, a principal, two Heads
of Departments, 24 teachers, one secretary and
three support staff. The school offered three
fields of study, namely: Commerce, Social
Science, and Science. Mathematics, Biology,
English, and Afrikaans were compulsory for
all the learners. The school had a functioning
School Board which comes in existence in
January 2017, a School Management Team, a
Staff Development Programme, as well as the
LRC.
Ethics
When working with individuals, it is important
that the researcher follows and abides by the
ethical guidelines (Nieuwenhuis, 2007).
Participants were fully informed about the
research goals and their rights. The researcher
also explained what the research was all about
and made it clear to the participants that they
had the right to withdraw from the study at any
time. Pseudonyms were used to ensure
anonymity. In addition, as a researcher, she
again explained to the participants that they
should feel free to answer the questions with
honesty, as she would not reveal anyone’s
responses shared during this study. The results
of the study were presented in an anonymous
manner in order to protect the participants’
identities (Nieuwenhuis, 2007).
Research findings
Understanding of learner leadership
Across all the data sets, learner leadership was
repeatedly understood as the structure of the
Learner Representative Council (LRC) in the
school. The following citation form the
participants support the claim. The HoD during
the interview shared her understanding that:
“Learner leadership is the way of giving
authority to a group of learners to represent
others in the school and to act as leaders.
Learner leadership is constituted within those
learners who are in the capacity as LRC
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members”. “Learner leadership is when
learners who are LRC members are involved
in many decision-making, voicing on behalf of
other learners in the school” (Guardian 1).
In addition, an LRC understood learner
leadership in the same way as she also
mentioned in the questionnaires that “learner
leadership involve learners that stood up for
other learners in the school and being their
voice for them” (LRC 1). On the other hand,
the principal understood learner leadership as a
policing role that the LRC had, in helping the
teachers to maintain order and discipline in the
school. “Roles given to learners in the school
community to supervise their compatriots”
(Principal). Another participant had a mutual
understanding of the concept learner leadership
as the principal, that “learner leadership is
being the LRC’s role of supervising,
controlling and monitoring other learners to
maintain discipline in the school” (LRC 6).
Roles such as supervising, controlling and
monitoring resonate with the traditional
thinking of leadership (Tng, 2009). This
showed that leadership of learners in this
school was viewed in a managerial way, where
learners were strictly adhering to and following
a set of rules (Mullins, 2010) this, as Uushona
(2012) rightly argues, is not leadership. During
my stay at the school, the policing roles of the
LRC became obvious. The researcher observed
that some of the LRC members during breaktimes used to stand at the gate supervising
other learners not to sneak out of the school
premises. Within this restricted understanding
of learner leadership, as confined to the
leadership of the LRC, it is evidently arguable
from the above data that voice of the voiceless
and a policing role were merely the overall
understanding of learner leadership in the
newly established school.
Leadership development opportunities existed
for the LRC
Leadership development opportunities are
referred to be the empowerment programmes
existing in (and outside of) the school for the
LRC, to equip them with necessary skills and
knowledge to take up their roles and functions
in the school more effectively (Uushona, 2012,
p. 72). Participants from the study showed that
there were various opportunities offered by the
school for leadership developments of the
LRC. The following citations from the
participants support the claim:

“Leadership training camp is one of the
leadership opportunities offered to all our LRC
members immediately after their appointment
to the council” (Principal). This opportunity
was clearly explained by the HoD in the
interview as she mentioned that, “leadership
training camp is the form of training that is
offered outside town where our LRC are
engaged in different activities to build and
empower them on how to handle conflict, guide
them on how to lead and work as a team and
also to allow open communication”.
The Principal argues that “this type of training
have a potential to develop the LRC members
with some leadership skills”. Such exercise is
also supported by McGregor (2006) who
affirms that learner leaders gain necessary
leadership skills and knowledge by engaging in
organisational projects outside the school.
“The LRC community networking events are
also one of the opportunities availed by this
school, to help our LRC to establish effective
links with LRCs of other schools” (HoD).
“These events are organised to allow the LRCs
of different schools within the community, to
exchange information by interacting with each
other, and sharing their expertise, equipment
and experiences” (Guardian 3).
Across all data sets, participants showed that
three types of community networking events
are offered to the LRC, school exchange
programme, town council breakfast and junior
regional council.
“The school exchange programme is when the
LRC of one school visit the LRC of another
school within the community to solicit
information on good practices from each other
and adapt those that fit their context”
(Principal). “A Town Council breakfast
sponsored by the municipality of the town for
the LRCs of all high schools in the town is also
another networking event offered. The main
aim of this breakfast is to allow the LRC of
different schools to interact and develop each
other professionally and socially through
contact” (HoD).
This constituted an example of the distribution
of leadership amongst learners, across the
various schools in the community.
“The other community networking event
availed is the Junior Regional Council. This
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opportunity is availed by the regional office
where the school chose four LRC members
who are academically performing learners, to
serve in the Junior Regional Council” (HoD).
The HoD further explained that “this
opportunity allowed the four elected LRC
members from the school to enhance their
public participation in the law-making
process”.
However, this selection is likely to be based on
characteristics reminiscent of ‘trait theory’ that
focuses on leaders who possess certain
qualities which in this case, were to be
academically gifted (Mullins, 2010). Surely
there are benefits to this type of activity, and
despite being elitist, it was certainly a great
opportunity and good experience for leadership
development for the few chosen.
“Mentoring programmes is another form of
leadership development for the LRC at the
school (Guardian 2). Mentoring programmes
were equated to the LRC meetings at the casestudy school said the Guardian 2. The Principal
also claims that “we have three guardian
teachers who act as mentors to our LRC,
through mentoring, the LRC members are
likely to develop leadership because teachers
are expected to act as learners’ role models”,
who display “interpersonal skills, a positive
outlook, a commitment to excellence, growth
and leadership qualities” (Wright & Carrese,
2002, p. 639).
Social activities in the school, according to the
Regulation made under the Education Act of
2001, one function of the LRC is to “undertake
projects and programs aimed at providing
cultural, sport and social activities for learners”
in the school, (Ministry of Basic Education,
Sport and Culture, 2001, p. 19). Social
activities include extra-mural activities such as
sports coaching, bazaar, fundraising activities
and others (Ministry of Basic Education, Sport
and Culture, 2001). Across the data sets,
hosting fund raising events was highlighted as
a leadership development opportunity by
almost all participants.
“Fund raising events such as a fete (school
bazaar) and beauty pageant event are placed
in the hands of the LRC in the school to gather
some funds, which the school can use for
development” (HoD). “We host different
fundraising events to collect money to build a
school hall for conducting our morning

assemblies” (LRC 11).
The HoD claims that “organisational skills are
believed to be developed within the LRC
members in taking part in the social events”.
This is in line with the view of Grant and
Nekondo (2016) that organising skills are
important in the development of learner leaders
(p. 25). Organizing such events resulted in
developing LRC voice and leadership since
they were engaged in consultations, marketing
and also in creativity to make sure such events
were a success. In support of this, Grant and
Nekondo (2016) argue that learners get
inspired when they are given an opportunity to
be in the driving seat (p. 25).
Factors constraining LRC voice and
leadership development
Findings revealed that the newness of the
school seemed to have the potential to hinder
the development of LRC voice and leadership
at the newly established high school. During
this study, the Principal, HoD and LRC
Guardian Teacher 1 were asked during the
interviews if they had encountered any
challenges on working with the LRC. The HoD
made it clear during the interviews that “the
LRC in this school are always suggesting
unnecessary things to their guardian teachers,
forgetting that this is still a new school”. The
principal similarly asserted that “our LRC
members suggest for things that they see at
other schools which are not possible; we
cannot take everything said by them because
this is still a new school”. These excerpts
suggest that the status of the case-study school
as a new school was not considered a real
opportunity for the development of voice and
leadership in learners. Ironically, the adults in
the school did not see the newness of the
school as a good opportunity to open up new
possibilities for the development of LRC voice
and leadership. They were unwilling to listen
to learner ideas which could likely contribute
to the development and growth of their school
(Mitra & Gross, 2009). From the findings it is
evident that the newness of the school was
used as a reason to suppress learner input.
The absence of the school’s vision and
mission statement also seemed to be a
challenge experienced in developing LRC
voice and leadership in the case-study school.
“Our school had been in existence for almost
two years without a vision and a mission
statement” (Guardian 1). The HoD and
Principal also claimed that the school did not
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yet have a vision and mission statement and is
in the process of formulating one. According to
the policy document School Development Plan
of 2008, “once a school is established, it has to
develop its own mission and vision statements
and display it in the foyer of the school for
everybody to see” (School Development Plan,
2008, p. 2). The policy document also states
that “The vision and the mission statement of
every school must guide and determine the
school’s decision-making process”, this means
that the vision and mission statements should
inspire and direct the school team as to why
the school exists (School Development Plan,
2008, p. 2). From this finding the researcher
argues that the absence of a vision and mission
statements indirectly became a challenge,
which had the potential to hinder leadership
development of the LRC in the school because,
without a vision and mission statement, the
school lacked direction (Ipinge, 2003). A
vision and mission statements are supposed to
provide motivation and guidance to all
stakeholders in a school, including the LRC
(School Development Plan, 2008, p. 2).
The Absence of the LRC constitution in the
school was seen as another challenge which
had a negative impact on the members of the
LRC. The LRC constitution is a prescribed
document with a list of duties and functions of
the LRC. According to the Education Act of
2001, the LRC should be “in accordance with
the prescribed guidelines which must
determine the composition of the duties and
functions of such council” (Ministry of Basic
Education Sport and Culture, 2001, p. 33). By
law every school is entitled to compose its own
LRC constitution in line with the Regulation
made under the Education Act of 2001. The
school existed for almost two years as I stated
earlier; however, data from questionnaires
revealed that the LRC at this high school
functioned without an LRC constitution. As an
LRC member wrote in his questionnaire that
“we do not an LRC constitution which can
guide us on what to do, and sometimes some
LRC do duties which are not for LRC” (LRC
1). I argue that this was a challenge
experienced in the school by the LRC, because
a constitution as a document is supposed to
assist the LRC members to be aware of their
roles and functions within their school.
Conclusion
The study was limited to 13 LRC members, the
principal, one HoD and three LRC guardian
teachers of a newly established school and did

not represent similar situations of other new
schools in Namibia. Since the case-study
findings cannot be generalised because of the
small population, transferability is therefore
only applicable in this study. The researcher
hopes that the insight gleaned from this study
may help to stimulate discussion and debate
amongst the educators as the findings revealed
that leadership was indeed distributed in the
school, to some degree. However, there was a
need for expansion, and it was recommended
that the school created additional platforms
where more learners could involve themselves
in leadership development activities. These
might include afternoon school learner
leadership clubs (Grant, 2015; Grant &
Nekondo, 2016). Involving learners in
different clubs could provide them with an
opportunity to develop learner voice and
leadership in school; hence, leadership is likely
to be widely distributed to involve those who
are not in formal management positions.
Learner voice and leadership is an underresearched topic in Namibia. More vigorous
research is needed to grow this body of
knowledge. For this reason, the researcher
suggests that future Namibian researchers and
scholars
conduct
and
explore
more
comprehensive and large-scale studies in
different schools, including newly established
schools in different regions. A comprehensive
study has the potential to explore more
information about learner voice and leadership
practices in schools.
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Abstract
This descriptive study was aimed at investigating rural secondary school teachers’ perceptions of the
implementation of Biology revised curriculum (2015–2022) in Onathinge circuit, Oshikoto region,
Namibia. The study adopted a qualitative approach in which three secondary schools, three principals
and six Grade 8–12 Biology teachers were purposively sampled in Onathinge circuit to participate in
the study. Results indicated that inadequate training and support, lack of instructional materials and
overcrowded classrooms were some of the challenges Biology teachers experienced in the
implementation of the revised Biology curriculum. The study recommended that teachers needed
support and monitoring if they were to implement the revised Biology curriculum effectively. In
addition, adequate training and resources needed to be availed and verified for effectiveness before
implementation takes place before implementation takes place.
Keywords: revised Biology curriculum; challenges; rural secondary schools; curriculum
implementation; content knowledge
Introduction
In Namibia, a second revised primary and
secondary school curriculum was introduced in
2015. As a major subject in science studies,
Biology has been included as an important
subject in the basic education curriculum to be
studied in secondary school learners. However,
like many other sciences curricular, Biology
curriculum implementation is compounded by
a number of impeding factors which
curriculum implementers or educators should
take note of. Since, it is one of the poorly
performed subjects in Oshikoto region which
registered below 60% pass rates in both junior
and ordinary level public examinations for the
years 2016 - 2018. In most cases, the practical
paper is not well performed compared to
papers 1 and 2. Teachers are qualified or
trained to teach Biology at the higher level but
the results are not reflecting it since the 2017
to 2018 national Higher Level results for the
region fell below 50% pass rate. Higher Level
Biology Paper 3 requires a high demand of
critical thinking, but the learners end up
showing poor interpretation of instructions as
commented in the Biology Paper 3 Examiners’
Reports 2016 - 2018. In this study, the
researcher focused on the implementation of
the new Biology curriculum in rural secondary
schools in Oshikoto region in Namibia from
2015 to 2022.

Background to study
According to Fullan (2001), implementing an
innovation is an overwhelming undertaking
because it involves changes in multiple
dimensions including materials, teaching
approaches and beliefs. Among these, changes
in beliefs are most important and also most
difficult to achieve. Further, Fullan (2001)
pointed out that “changes in beliefs and
understanding are the foundation of achieving
lasting reform” (p. 45). Without the changes in
beliefs, changes in practice may be cosmetic
and superficial, and thus reform may be fragile
and transient (Cuba, 1990). The importance of
changes in beliefs of implementers has also
been recognized by many other researchers
(Ding, 2006; Spillane, Reiser, & Reimer, 2002;
Xu, 2003).
In recognising the importance that Biology
as a subject plays in fulfilling Vision 2030,
from 2012 the Ministry of Education made
Biology an important subject to be studied at
secondary school level (Grade 8-12) for the
development of science and technology
(Ministry of Education, 2010). The Ministry of
Education believes that Biology would assist
students to pursue human development studies
like forensic sciences, medical sciences, and
also have a more understanding of the living
organisms / species in their natural
environment. However, it seems that most
schools have challenges in implementing the
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subject. Ministry of Education, Arts and
Culture (2018) stated that enrolment for fields
of science in local universities were very low
compared to other fields because high school
graduates failed to meet the requirements.
Ponte (1994) in her study of curriculum
reform of the Education system in Portugal
reported that teachers believed that the new
curriculum
would
bring
significant
improvements for sciences learning, but during
the implementation of the new curriculum, the
same teachers felt overwhelmed with work and
were not well prepared to successfully
implement the reforms. In a related case on
implementation of a new curriculum in
Nigeria, Bandele & Faremi (2012) reported
that teachers and instructors reported some of
the challenges they faced. These included
unstable government policy, lack of
standardized workshop practical work, lack of
in-service training for teachers, out-dated
equipment and lack of related modern
instructional material. To further elucidate on
challenges
that
teachers
face
on
implementation of mandatory curricula,
Sidiropoulous (2008) also reports in her study
that teachers in South Africa experienced the
following challenges: lack of textbooks, big
class sizes, inadequate resources, and
unmotivated learners that do not do well in
Mathematics when it is mandatory.
Implementation difficulties of new curricula
are recorded extensively in literature.
Sidiropolous (2008, p. 46) states that “in
developing countries it is often the case that
shortage of resources, both material and in
terms of human capacity, affect the
implementation pathway of curricula as
intended”. It is possible that Biology teachers
in Namibia too may lack motivation, skills and
learning equipment to assist Biology learners.
From the researcher’s experience as a
secondary school teacher, she has seen many
school teachers struggling to implement the
changes in curriculum. Only when teachers’
perceptions of the challenges affecting
implementation are identified can the Ministry
of Education realize success of the Science
curriculum innovation. To the best of the
researcher’s knowledge, no study has
specifically been carried out in Namibia related
to teachers’ perceptions on the implementation
of Biology curriculum 2015-2022 in rural
secondary schools. Given this background, the
researcher has decided to conduct this study to
find out the teachers’ perceptions of the
implementation of Biology curriculum in the

rural secondary schools in Onathinge circuit,
Oshikoto region in Namibia.
Research questions
Main research question
The major question to be addressed by the
study was, “How is the implementation of the
revised Biology curriculum 2015 to 2022
perceived by teachers in rural secondary
schools in Onathinge circuit, Oshikoto
region?”
Sub-questions
The above question was further sub-divided
into the following questions:
1. How is the Biology curriculum
implemented in rural secondary schools of
Onathinge circuit in Namibia?
2. What are the factors that influence the
implementation of Biology curriculum
2015-2022?
3. What challenges are encountered by
Biology teachers in the implementation of
Biology curriculum 2015-2022?
4. How can the implementation of the
Biology curriculum 2015-2022 be
improved?
Theoretical framework
This study was based on the theory of
curriculum
implementation
(Rogan
&
Grayson, 2003). Regan and Grayson (2003)
state that although research has already
affirmed the various factors compounding the
complexity of curriculum delivery, a focus on
the “what” of desired educational change,
neglecting the “how”, and a lack of clearly
thought-out implementation strategies have
brought out failures of well-intentioned, welldesigned curriculum reform programs,
especially in the developing countries.
Implementing a curriculum change involves
three distinct steps namely: initiation,
implementation and reutilization (Waugh &
Godfrey, 1995). The authors further state that
in most planned changes that occur the focus is
almost exclusively placed on formulation of
policy
(initiation
phase)
and
the
implementation phase is hurried in order to get
to the reutilization stage. It was therefore this
neglect in the implementation stage that led to
Rogan and Grayson (2003) coming up with the
theory of curriculum implementation. The
theory uses three constructs that form the heart
of curriculum implementation, namely: profile
of implementation, capacity to innovate and
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outside support. These three constructs can all
be measured by means of indicators and are
broad enough to include related factors, or subconstructs such as the nature of classroom
interaction, physical resources and additional
opportunities for teacher learning about the
subject matter about the overall reform ideas.
Literature review
Curriculum implementation
Obilo
(2010)
defines
curriculum
implementation as the act of translating the
curriculum document into action in the
classroom by the teacher. He adds that
concluding any issue on curriculum
implementation without mentioning the teacher
will be like one going for a cry and leaving
his/her eyes behind. This means that
curriculum implementation is the arduous
work of the teacher. Ogwu (2012) notes that
curriculum implementation refers to what
actually happens in practice as compared to
what was supposed to happen. This includes
the provision of organised assistance to staff in
order to ensure that the newly developed
curriculum and the instructional strategies are
actually delivered at the classroom level. This
ropes in the teachers again, meaning to say the
absence of the teacher makes curriculum
implementation a non-event. In the same vein,
Mitchell (2011) views implementation of a
curriculum as a specified set of planned and
intentional activities designed to integrate
evidence-based practices into real-world
settings. Mitchell (2011) further claims that
approaches, practices and interventions
delivered in real-world school and classroom
often look different from what was originally
intended. A possible reason for such a
difference may be that principals and teachers
may decide to adopt elements of a programme,
but barriers in the school system may prevent
them from fully realising their intended results.
Lewy
(1990)
views
curriculum
implementation as a process and not an event.
He claims that feasibility studies need to be
made in the early stages of the curriculum
change process by asking whether the new
curriculum will offer significant benefits and
whether it can be implemented successfully.
Ornstein and Hunkins (2009) indicated that
educational authorities should consider the
critical factor of how different the new
curriculum is from the existing curriculum
with which teachers are familiar. This is
supported by Hasan (2007) who observes that
in many cases of unsuccessful curriculum

change, the key factor is the level of difficulty
they present to teachers. Of the same opinion is
Pinar (2005, p. 73) who notes that in some
contexts, education systems suffer from
“initiative overload”, whereby teachers may be
weary as a result of constant change and
morale maybe low. The current study sought to
establish the challenges faced by teachers
during curriculum change and identify
potential problems in the implementation of
the Biology 2015-2022 curriculum in Namibia.
Chan (2010, p. 98) suggests that curricula
developers should carry out “laboratory tryouts” whereby, elements of the curriculum
may be tested with individuals or small groups.
In this case, responses of learners are observed
through their diverse characteristics and
modifications to the curriculum materials may
be suggested. Thus, pilot testing tries to
highlight the possible challenges teachers or
implementers are likely to experience hence
modifications can be made before the actual
implementation of a new curriculum. Where
pilot testing is absent challenges are likely to
be encountered. This study sought to establish
whether there was effective pilot testing of
new Namibian Biology school curriculum.
Curriculum implementers
Related literature presents the principal and the
teacher as the two major players in curriculum
implementation. Kobola (2007) claims that it is
a must that the principal knows how to manage
and lead the process of curriculum
implementation. He adds that the principal
should ensure that he/she has the necessary
policy documents, circulars and guidelines at
hand. He/she should study these documents
and internalise all the fundamentals of the
curriculum changes. Kobola concurs with
Briggs and Sommefeldt (2002) who argue that
change means that the principal must work
through the following phases with his/her staff:
diagnosing the problem, planning for change,
implementing the change and reviewing
developments. Working as a team with the
staff would ensure that those who are affected
by the implementation of change are involved
from the beginning in the planning. Whoever
makes the final decision, the staff must feel
that they were consulted as a group as well as
individuals and that their opinions had some
influence on the final decision. The above is
supported by Chan (2010) who claims that the
principal is responsible for curriculum
implementation and for determining the most
effective ways of providing organised
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assistance and monitoring the level of
implementation. Whether school principals in
Namibia were providing the needed assistance
and monitoring of the implementation of the
Biology curriculum 2015-2022 is what the
study would like to establish.
While the state often dictates the skills
covered by the curriculum, a teacher provides
insights into the types of materials, activities
and specific skills that need to be included
(Wallace & Fleit, 2005). Teachers from
different grade levels may collaborate to
identify skills students need at each level in
curriculum implementation and ensure that the
curriculum adequately prepares students to
advance to the next grade. Educational policy
makers and curriculum planners need to
recognise that teachers interpret, filter, modify
and implement the curriculum depending on
their beliefs and the context in which the
curriculum innovation is being implemented
(Borg, 2006). This implies that teachers’
beliefs and their implementation contexts need
consideration by educational policy makers
and curriculum planners. Posner (2004) argues
that the curriculum in use is related to how
teachers interpret and put the official
curriculum into operation.
Implementing new curriculum
Lambart, Velez, and Elliot (2014) outline what
educators need to consider when implementing
a new curriculum. Teachers are expected to
interpret the curriculum objectives and
determine the methods for achieving them. A
study carried out by Huntley (2008) on
beginning teachers’ conception of competence
found that they placed importance on their
ability to interpret the curriculum document.
Another task to be considered by educators is
the selection of instructional materials. Huntley
(2008) believes that teachers’ pedagogical
knowledge has also been found to be of help in
selecting teaching strategies and learning
experiences that engage students in all aspects
of classroom tasks. Also, educators are
expected to organise classrooms into a second
teacher by making sure the classrooms are
welcoming and friendly. Igbokwe (2009) states
that classroom decisions are greatly
determined by the personal beliefs and values
of the teacher and his feelings towards the
students. In addition, teachers should ensure
active participation of students when
implementing a new curriculum. To make
learning effective, teaching must involve the
active and meaningful participation of learners,

“provoke and guide their thinking, stimulate
their imagination and finally effect transfer of
knowledge” (Azikiwe, 1994, p. 182).
Teachers’ perceptions towards curriculum
reform
Research carried out by Nzekwe (2013)
revealed that many teachers seem to be
confused and lack understanding of what
curriculum reform in science subjects is. This
concurs with the findings of Wallace and Fleit
(2005) who noted that teachers and
administrators are faced with the degree to
which they choose to accept or reject change.
Such perceptions may arise as a result of lack
of clarity concerning innovation skills and
knowledge, as well as lack of the required
instructional materials on the part of the
principals and teachers. Lyman (2005) carried
out a research in which he concluded that the
reality of teachers’ resistance to change had led
to a huge amount of literature dealing with
understanding of the curriculum reform
environment and the development of the best
strategies to achieve curriculum change. In
Namibia, Ottervanger (2016) reported that
teachers were still struggling with the sudden
change of policies and approaches in the
curriculum, and were still facing the
challenges.
Challenges in teaching Biology
Related literature reveals a lot of challenges
that teachers are likely to face when teaching
Biology. Shalala (1990) argues that most
Biology teachers scramble to incorporate new
topics and illustrations into their courses to
keep them current and lively. This is reflected
in a study carried out by Raizen (1991) where
he revealed that there is rapid generation of
new knowledge in the field of Biology.
Medium of instruction is also cited as one of
the challenges in Biology teaching. Ludi
(1980) argues that someone’s first language is
crucial in setting up the basis for lifelong
learning. However, the Namibian Constitution
article 3 of 1990 states that English shall be the
official language of instruction in all public
schools and government offices. The 20152022 revised Biology curriculum in Namibia is
taught in English.
Like many other African countries,
Namibia faces an acute shortage of qualified
teachers. Tabaundule (2014) revealed that
Namibia had over 24 660 teachers of which
1 208 were without teaching qualifications
while 3 000 were under qualified. The
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introduction of the new curriculum forced the
under-qualified group to increase because
teachers teaching the new curriculum had been
trained to teach the old curriculum.
Overcrowded classrooms are also a cause of
concern in many African countries. Uugwanga
(1998) observed that large classes impede the
quality of teaching in most Namibian schools.
Research methodology
A qualitative research paradigm was preferred
in this study. Qualitative research uses
naturalistic paradigms that help to understand
phenomena in context – specific settings such
as “real world setting where the researcher
does not attempt to manipulate the
phenomenon of interest” (Paxton, 2001, p. 27).
To develop information that is accurate and
interpretable, the researcher adopted a case
study. The target population in this study
consisted of six Grade 8–12 Biology teachers
from three rural schools in Onathinge circuit
and three principals from the three schools.
The participants were pseudo named T1 up to
T6 for teachers and P1 up to P3 for principals
for anonymity and confidentiality. The
researcher used purposive sampling to select
the participants. The researcher administered
open–ended questionnaires to collect data from
the teachers, and semi–structured interviews
were conducted with the principal participants.
Permission and consent to participate in the
study was sought and ethical principles of
confidentiality and anonymity were adhered to
(Marshall & Rosman, 2011). The data gathered
were analysed by working from the particular
to
generalised
perspectives
through
segmentation, codes, categories and themes
(Creswell, 2014).
Findings
Data constructed during in-depth semistructured
interviews
and
open-ended
questionnaires are presented in this section.
Analysis of data was done thematically which
indicates a shift from reporting facts to making
interpretations of people and activities
(Creswell, 2008; Chireshe, 2008). The
researcher sorted out the data into themes, and
as such was able to distinguish what was
relevant from what was not.
Implementation of the Biology curriculum
2015–2022
Teacher participants were asked to explain
how they implemented the new Biology
curriculum at senior secondary school level.

All teacher participants indicated that they
implemented according to syllabus guidelines.
T1stated:
“I draw my aims and objectives from the topics
and competences laid out in the syllabus. I
then find suitable methods to achieve the
objectives and appropriate teaching aids. I
always set questions or tasks to assess how far
my learners have understood”.
A similar response was presented by T2 with
the following additions:
“I often use group work or presentations made
by learners to make my teaching as learner
centred as possible. We are no longer allowed
to lecture to them except demonstrations where
presentations are not clear”.
Responses from teacher participants were
mainly based on how they were teaching the
new Biology curriculum according to the new
approaches they were trained to use. Only T5
said, “I was not been trained for the new
curriculum and I rely on the methods I was
using for the old curriculum”. Principal
participants were also asked to explain how
their schools were implementing the new
Biology curriculum. All principals replied that
they were only playing supervisory roles to
ensure that learners were taught but the actual
implementation was done by the subject
teachers. However, P1 intimated:
“I am not a Biology teacher. During training
for new curriculum, we did not look at
individual subjects as such. We were trained
on how to observe lessons for the new
curriculum, how to support teachers in terms
resources and to ensure that the new
curriculum is successfully implemented”.
Factors influencing the implementation of
the new Biology curriculum
When asked about factors that influenced the
implementation of the Biology curriculum, all
teachers were of the view that content
knowledge topped the list. T6 stated that
teachers who did not do Higher Level at Grade
12 were the most affected since there was very
little Ordinary Level content in the new
curriculum. T2 said:
“Most of us will have to go back to school to
redo Biology. At high school and at university,
I never came across most of the topics I am
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teaching now. The problem is that I did
Ordinary Level at school and not Higher
Level. I also trained to teach Grade 4 – 7, but
because of shortage of teachers I was asked to
teach up to senior secondary”.
Principal participants were also asked to give
their own views on factors that influenced the
implementation of the new Biology
curriculum. The three principal participants
cited dedication of teachers as a pre-requisite
when implementing a new curriculum. P2 said
“teachers who have their profession at heart
did not wait for a curriculum to change, so
they upgrade themselves”. The principal added
that good teachers were those who yearned for
new knowledge since changes happened on a
daily basis. P3 had the following to say:
“Resources also influenced curriculum
implementation in many ways. Denying
teachers adequate resources opened loopholes
for endless excuses”.
Challenges encountered by Biology teachers
in implementing the new Biology curriculum
Answering questions on the challenges faced
in implementing the new Biology curriculum,
the six teacher participants cited inadequate
training, shortage of resources, skills, content
knowledge and overcrowded classrooms as
their common challenges. T5 indicated:
“Whilst the new curriculum is a good
development, it has brought with it challenges
of inadequate teaching and learning resources.
How can one teach Biology without adequate
teaching media such as textbooks and
chemicals for experiments?”
The same sentiments were raised by T1 when
he said:
“The ministry was not supposed to hurry the
implementation of this curriculum. There are
no resources to accommodate it. How could
they change the curriculum before providing
resources? Many schools don’t have
laboratories for practicals in Physics,
Chemistry and Biology.”
Whilst the above participants alluded to the
shortage of resources, two teacher participants
felt that there was no need to introduce the new
curriculum without addressing approach
issues. T3 said, “I see no reason to change my
way of teaching. I understood the new

approaches during training, but they can only
work with a fully equipped laboratory.”
T5 stated that she was not trained on the new
curriculum and only pinned her hope on
regional workshops to understand the new
approaches. Similarly, principal participants
welcomed the new curriculum as long overdue.
When asked about its impact on teaching and
learning, they shared the same sentiments with
teacher participants. P1 said that “complaints
from teachers and general observations
indicate that they were not happy”. P2 added
that “changes should have waited till
educators felt that they were ready for
implementation”. P3 raised a request brought
to her by a Grade 8 Biology teacher as:
“A teacher brought an empty bottle to me and
told me that he wanted to test for starch with
his Grade 8 learners, but the bottle was empty.
He wanted iodine but the school had no
money.”
When asked about the training received, the
teacher participants unanimously complained
about the duration of training. T6 said that “we
only compared the old and the new syllabuses.
I thought we were going to get lectures on new
topics and one or two demonstration lessons”.
On the other hand, T1 opined that “I am mostly
challenged by the content knowledge and skills
required for the new curriculum”. T4 echoed
the same sentiment that “the training I got did
not address content knowledge for many
Biology topics”.
When asked about the state of laboratories and
how they affected teaching and learning, two
teacher participants revealed that they did not
have laboratories for Biology. The other four
indicated that they had laboratories but they
were poorly equipped. T5 said, “I only saw
curriculum documents, but the resources were
not sent. The school has no money, so I teach
what I can”. Similarly P3 had this to say:
“We do not have a laboratory but a storeroom
where we keep a few items for science subjects.
We know the challenges faced by the teachers.
Sometimes they spend a week complaining
about the same challenges but solutions do not
come the way they want”.
Echoing the same sentiments, P2 said
“teachers are actually facing challenges, but
teaching has to go on”. Major challenges as
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revealed by the three principals were
inadequate resources and overcrowded
classrooms. Teacher participants revealed that
they were challenged by support and
monitoring of the implementation process. T6
indicated that “I only see management when
they want continuous assessment marks,
registers and end of term marks, otherwise I do
not see them during classroom activities”. T6
said that “the management keeps on telling us
to be patient on Biology resources and
materials, but learners are about to write
national examinations”. T1 added that “school
management seemed to be ignored by the
ministry”. The principal participants however
had their reasons for failing to provide
adequate support to Biology teachers. P1 and
P3 shared the same sentiment, “I am not
Biology teachers and I cannot help with
content knowledge”. Answering a question on
resources and infrastructure, all principals
indicated that they were pushing the Ministry
to act but could not use force.
Improving
the
2015–2022
Biology
implementation
Ideas were sought from both teacher
participants and principal interviewees on how
future Biology implementation could be
improved. Teacher participants cited teacher
training, resources and infrastructure as most
critical areas. T2 suggested that “teachers
should be actively involved in the planning and
development process of a new curriculum right
from the start, so that they can raise their
concerns on challenging areas during the
process”. On a different note, T1 said that
“universities should be given chances to
retrain or train new teachers before
implementation starts so that pioneer students
do not suffer”. T3 made the following
contribution, “planners should first assess if
schools are ready to implement the new
curriculum to avoid trial and error”. The
participant added that the ministry should test
the new curriculum with selected schools first
and address challenges before making the
implementation compulsory for all schools.
Principal participants concurred that challenges
they faced needed to be properly documented
for consideration when need arose to change
the curriculum.
Conclusion
The aim of the study was to find out what
perceptions Biology teachers had on the
implementation of the Biology curriculum

(2015–2022) in three rural secondary schools
in Onathinge circuit, Oshikoto region in
Namibia. One of the findings of the study was
that educators were not adequately trained to
implement the new curriculum. About training
of curriculum implementers, Mulkeem (2010,
p. 39) says that “to ensure effective
implementation, teachers need to be well
trained, highly motivated, dedicated and
professionally competent”. Judging from the
perceptions raised by educators, concerns
raised by Mulkeem (2010) were not addressed
meaning the implementation of the revised
Biology curriculum might not have been
successful. The ministry could have waited
until educators pronounced their readiness to
implement the revised curriculum.
Educators also raised the issue of
laboratories that most of the schools did not
have. The conclusion reached by this
researcher was that Biology practicals could
best be carried out in laboratories. Carl (2009)
warned that the implemented curriculum may
be inhibited by scarcity of resources like
infrastructure, physical accommodation and
other facilities. The absence of laboratories
was an indication that only the educator and
the curriculum were expected to change;
whereas, all other things remained unchanged.
The same was noticed in materials that
educators revealed were scarce. During the
2001 curriculum reform in Namibia, Rogan
and Grayson (2003) advised that a great deal of
time, money and effort might be wasted as
good ideas were never translated into
classroom reality in Namibia. Even if money
was there, the bureaucracy in the procurement
of resources and materials for schools seemed
to be a thorny issue in Namibia. One can
conclude that pioneer students of the revised
Biology curriculum might perform poorly
while schools waited for the resources and
other materials.
In the case of support and monitoring of the
revised curriculum, teachers were not happy.
They complained of very little help from the
school management and advisory officials.
Susilana (2013) advised that the school
management has to study and identify the best
instructional practices and materials to deliver
the content. As managers of the curriculum
implementation, the management was expected
to study the Biology curriculum documents
together with the Biology teachers and discuss
the best approach and materials needed to
make the implementation a success instead of
only handing them the documents as and when
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they came. One can conclude that if teachers
know that their subject implementation is not
monitored, they might pretend to implement
the subject while very little happens in the
classroom.
The conclusion reached by this study was
that teachers were implementing the revised
Biology curriculum with mixed feelings. These
feelings negatively affected their involvement
in and commitment to implementing the
revised Biology curriculum 2015-2022 in
Onathinge circuit. Firstly, Biology teachers
were not well provided with instructional
materials such as textbooks and laboratory
equipment and chemicals. Secondly, teachers
lacked opportunities to work through
implementation programmes with subject
advisors, their principals and peer teachers.
Lastly, lack of skills knowledge and content of
the new Biology curriculum inhibited their
implementation. Based upon these findings,
this study makes suggestions for curriculum
policy makers as shown below.
Recommendations
The main purpose of this study was to explore
teachers’ perspectives on the implementation
of the revised Biology curriculum in Onathinge
circuit of Oshikoto region in Namibia. Based
on the research findings and data
interpretation, a number of recommendations
can be made.
To begin with, the research findings
showed that Biology teachers were not happy
with the support they got from the
management teams and resource teachers
during implementation of the revised Biology
curriculum. In this regard, the researcher
recommends that the Ministry of Education
should ensure that teachers are supported with
a rich and satisfactory teaching environment.
This can be achieved by training all stake
holders involved on how to provide support
and
monitoring
during
curriculum
implementation. Any anticipated challenges
can be discussed at this stage before
implementation in schools. The researcher
further recommends that additional funds be
made available by the Ministry of Education to
cater for training and instructional materials.
The quality and duration of training should
be addressed as a matter of urgency. The
rushed and inadequate training that teachers
had subjected to should be reviewed and
replaced with quality continuous training
offered by well–trained trainers. Teachers also
need to be provided with adequate time to

deepen their understanding and develop new
school–based approaches to implementation.
After intensive training, opportunities should
be set for teachers to meet regularly at cluster
levels and also at regional levels to discuss
problem areas that they experience during
implementation.
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Abstract
Learners in Namibian rural schools receive a poor education as a result of their schools’ remote
settings, which makes teachers hesitant to teach there. The Republic of Namibia’s government
established the remoteness and hardship allowance in an effort to keep teachers in rural schools. The
purpose of this study was to investigate the impact of the remoteness and hardship allowances on
maintaining teachers in rural schools in the Oshana region because teachers still transfer from rural
to urban schools despite receiving these benefits. This is why determining the allowance's impact and
cost-effectiveness was critical. The study was to answer the following research questions: (1) What are
the effects of using money as an incentive to retain teachers in rural schools? (2) What are the factors
that contribute to the movement of teachers from rural to urban schools? (3) Which other measures
can be put in place to motivate and retain teachers in rural schools to complement the remoteness and
hardship allowance? The study used a qualitative research approach, using a survey design.
Purposive random sampling was utilised to select a sample of six teachers from all schools in the
region that receive the remoteness and hardship allowance, as well as urban schools where teachers
were relocated from rural schools. The study’s subjects were subjected to in-depth face-to-face
interviews. The study included three teachers from a remote rural school and three teachers who had
transferred to urban schools. The study included a total of six teachers. The data from the tape
recorder was transcribed, and the transcribed data was subjected to content analysis. Themes and
patterns were arranged and categorised based on how they emerged from the data. The study
discovered that numerous reasons contributed to teachers’ moving from rural to urban schools,
including a lack of housing, bad transportation networks, and poor leadership and management styles,
to name a few. According to the study, money is not a motivating element because it might lead to job
discontent. According to the study, the Ministry of Education, Arts and Culture and the various
institutions that train teachers can design a module that focuses on the preparation of student teachers
for postings to rural schools, as well as improved mobile communication networks and opportunities
for professional development.
Keywords: quality education, remoteness, hardship allowance, retaining, cost-effective
Introduction
The Namibian Education Act 16 of 2001 and
various other policy documents such as the
remoteness allowance policy of 2012 state that
all Namibian learners should have access to the
same quality of learning and teaching facilities
and education. However, the shortage of
qualified teachers in rural schools lowers the
quality of education in these schools.
Chirimbana (2013) states that “...before
Namibia got its independence, the Namibian
education system was mainly characterised by
inequalities brought about by the South
African apartheid system” (p. 69). In Namibia,
there were three distinct education systems:
those for Blacks, Whites, and Coloureds
(Chirimbana, 2013). After independence, the
Namibian education system was reformed and
four main goals that entailed accessibility,

equity, quality, and democracy were
introduced (Ministry of Education, 2003). The
four goals were only to be achieved if the
teachers entrusted with the education of the
Namibian children were trained and well
qualified. There is an observed trend of an
unwillingness of qualified teachers to teach in
rural schools (Aipinge, 2019). Cranny, Smith,
and Stone (2011) argue that teachers who teach
for a longer period in a school tend to deliver
more than those who only teach at a school for
a short period of time before they transfer to
another school, leaving several Namibian
children in rural schools receiving education
that lacks quality since they are left to be
taught by unqualified or under-qualified
teachers since most of the transfers occur
between rural and urban schools.
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To ensure that all learners in Namibia
receive quality education, despite their
geographic location in the country, the
government of the Republic of Namibia has
introduced what was initially called “bush
allowance,” now called “remoteness and
hardship allowance” (Kavishe, 2012). This
allowance is paid to qualified teachers who
teach in remote areas in an attempt to retain
them there. Rural livelihood in Namibia is
characterised by a lack of basic amenities such
as electricity, proper sanitation, clean water
and housing. One may want to believe that
remoteness incentives could motivate qualified
teachers to remain teaching under poor
conditions. Contrary to rural areas, which lack
basic amenities, urban areas are characterised
by improved living standards with easy
accessibility to almost all basic amenities.
These conditions in urban areas tend to be
factors in drawing qualified teachers from rural
areas (Albee, Hagger, Paula, & Perez-Rogers,
2012).
Having a large percentage of qualified
teachers choosing to work in urban schools
rather than in rural schools can be detrimental
to the outcome of the education provided to
learners in rural areas. One reason
Nambundunga and Shoopala (2012) cited as a
contributing factor to poor performance among
rural learners was high teacher attrition from
rural schools. The remoteness and hardship
allowance is meant to attract and retain
teachers to work full-time in public schools in
rural, under-resourced, under-serviced, and
marginalised areas. It is important that the
effects of the allowance were measured by
direct questioning of those receiving the
allowance. This study, therefore, investigated
the effects of the remoteness and hardship
allowances on retaining teachers in rural
schools in the Oshana region in Namibia.
A literature review
Theoretical framework
Maslow’s Hierarchy of Needs
This study adopted Maslow’s Hierarchy of
Needs coupled with the Life Factor Theory as
the theoretical framework of the study.
Maslow introduced a hierarchy of needs,
which includes five needs: physiological,
safety, social, self-esteem, and selfactualization, in 1943 (Ashforth & Humphrey,
2015). According to this theory, once a need
has been met, we move further up the
hierarchy with the goal of satisfying the next
highest need. Maslow’s hierarchy of needs

explains more convincingly that in the
workplace there could be factors, such as lack
of support from administration, dissatisfaction
with salary and benefits, dissatisfaction with
job
responsibilities,
heavy
workloads,
frustration due to poor results, and problematic
client behaviour, that could influence staff
retention and development.
The life cycle factor theory of staff retention
The other theoretical framework which was
used to inform this study was the life cycle
factor theory by Cranny et al. (2011). With
regards to human retention and development,
these authors state that staff retention is
influenced by the changes in the life cycle of
people (Ashforth & Humphrey, 2015).
Ashforth and Humphrey (2015) further
indicated that the initial decision to accept a
certain job is conditioned on the existing
family status and the choice of residential
location. A change in either of these would
cause the individuals to re-evaluate their
decisions. The researchers echoed the same
sentiments as the theorists in believing that
teachers may accept teaching positions even in
schools they feel are too remote because of
their current needs. Some might not be
qualified to teach and may accept teaching
positions in poorly resourced schools or remote
rural schools since they are under-qualified and
have no meaningful bargaining power. But
with the passing of time, these teachers may
advance themselves academically and acquire
higher qualifications, and then they will feel
that they deserve better working conditions
than the conditions they had before.
The concept of employee retention and
motivation
Bass and Riggio (1996) state that labour or
employee retention refers to the ability of an
organisation to retain its employees. Cranny et
al. (2011) state that human resources are the
lifeblood of any organization’s existence and
success. As a result, an organisation must
make all efforts possible to keep this valuable
asset so as to keep the organisation successful.
It is often said that employee staff retention
and development are the most important
factors that cause failure and retard
productivity of the organisation or company
(Bass & Riggio, 1996; Aguinis, 2009; Ashforth
& Humphrey, 2015).
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Factors contributing to high staff turnover in
schools
Teacher productivity and retention are said to
be associated with the way school management
addresses personal problems of the teachers
(Ministry of Education, Arts and Culture,
2002; Blanchard, 2012). Some teachers whose
personal problems are not attended to are
likely to become ineffective in their
deliberations of duty. Such teachers may end
up having low pass rates and will be frustrated
by the working environment (Eric, 2012). This
may prompt them to transfer or relocate to
other distant schools or regions where they
believe they will be safe. The teachers’ social
problems need to be managed and addressed
by the school or region in order to keep the
teachers out of social problems. This will go a
long way in retaining and motivating them to
stay in their various schools (Ministry of
Education, Ohangwena Education Directorate,
2015).
Some school managers may be using some
management strategies that scare away
teachers from the schools. School leadership
styles are good predictors of staff retention and
development. Schools where principals use
leadership principles such as transformational
leadership or democratic leadership are more
likely to retain their teachers than schools
where leadership styles such as autocratic or
laissez faire are used (De Beer, 2006). King
(2004) advises that school management and
supervisory styles need not be too autocratic or
laissez faire but need to be transformational
and democratic to enhance the high productive
capacity of the school or organization. This
fact was further echoed by Georgopoulus and
Tannenbaum (2009), who stated that school or
organisational leadership styles are the
lubricants to employee performance.
Management involves four aspects, i.e.,
planning, organizing, directing, and leading.
Poor management and supervision occur when
the organisational management fails to plan,
organize, lead, and direct, thereby leading to
poor productivity (Dierks, 2004). As a result of
poor management, schools fail to keep up with
the expected standards of productivity. In this
regard, management and supervisors motivate
their subordinates, instil confidence, and evoke
enthusiasm with regard to their work (Collins
& Hussey, 2003). One of the main factors
contributing to poor retention and teacher
productivity, as asserted by the employees, was
poor management and supervision (Bassey,
2005). Some school principals are fault finders

in the work of their teachers. Such school
principals will frustrate their teachers, and they
may opt to leave the school for other schools
or organisations where the school principals
are supportive and welcoming. Money alone
cannot be used as a satisfactory incentive for
teachers, but a good working environment
created by supportive and caring management
is likely to be sufficient to keep teachers in
their schools (Anthony & John, 2012).
School communication needs to be
effective to provide good feedback, and
management needs to effectively communicate
with their teachers on school goals, plans, and
objectives (Yuchtman & Seashore, 2013). If
there is no good communication between
teachers and the school management or teacher
to teacher in a school, teachers will develop a
non-caring attitude (Daniel, 2008). The noncaring attitude comes about as a result of
school management not incorporating teachers
into the plans and objectives of the school.
There must be clear communication through
memos and emails so that teachers know what
has to be done in the school (Becker, 2009).
School management needs to constantly sell
their ideas to the teachers so that they can get
their buy-in (Blanchard, 2012). The managers
need to have a clear communication channel so
that teachers know exactly what has to be
done. If the communication protocol is poor,
this can affect the organizations’ productivity.
Most organisations should have a way to
assess the effectiveness of the communication
channels within them. Information should not
reach teachers through grape vines (Warren,
2011).
School policies and the school environment
have an influence on a person’s decision to
stay or leave an organisation (Jong, 2007).
Some argue that providing promotion and
career opportunities to individuals can make
them stick to the organisation (Bass & Riggio,
1996; Blanchard, 2012). A transparent process
can simply result from good selection and
promotion decisions. Where an employee, for
example, expected a raise and, unfortunately, it
was not forthcoming, he/she might resort to
leaving the organisation (De Beer, 2006).
Cascio (2008) states that it is essential to
ensure that selection and promotion procedures
match the capacities of individuals to the
demands of the work they do. It is proven that
promotion opportunities are a major
psychological factor in job satisfaction. The
principals’ failure to fulfil promises can
frustrate the teachers and might force them to
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quit the school. Scenarios such as the above
occur when the recruitment managers,
principals, or human resource officers
overstate the job in an advertisement, and yet
they are unable to fulfil the promises (Price,
2008). They create expectations about career
development opportunities, tailored training
programs, and varied and interesting work,
while in reality; there will be nothing like that.
These marketed attributes, if not matched on
the ground, may lead to direct dissatisfaction
and instant resignation. School principals need
to market their schools using the exact
amenities that are available at the school so as
to avoid frustrating the teachers. They also
have to stipulate the exact benefits that the
teachers will get once they are offered the
advertised post in Namibia (Aguinis, 2009).
Training is a very essential tool for an
organisation that encourages employees to
have ownership in an organization. If the
people are properly trained or feel that
demands are being made upon them, they can
reasonably be expected to fulfil their
operational and personal objectives (Cascio,
2008). The continuous training and
development in the organisation can encourage
employees to stay. The fear for many
companies is that they spend time and money
developing people, only to see them take those
newly acquired skills to another company
(Cranny et al., 2011). Training also allows
teachers the opportunity to learn new skills and
improve existing skills they bring to the job
(Dierks, 2004). Being able to grow in a
position and feel good about the job they are
doing is important to an individual and their
view of the organization. By investing in an
employee's training, they will develop a greater
sense of self-worth as they become more
valuable to the organisation (Collins &
Hussey, 2003). The school, too, will gain
specific benefits from training and developing
its workers (teachers), including increased
productivity, reduced employee turnover, and a
decreased need for constant supervision
(Bassey, 2005).
Effects of poor incentives for teachers in
remote rural schools
Evidence from several scholars clearly points
out that money is not always the most effective
motivator. Gold (2012) argues that financial
incentives for employees may lead to unethical
behaviour, ignite turnover, as well as
encourage resentment and dissatisfaction. He
further states that employers should be more

attentive to the intrinsic motivation of
employees. Similarly, a survey carried out in
2005 shows that money is not always a main
motivator for teachers. The study highlights
that pay, benefits, and working conditions were
not among the factors that a person highly
desired in a job. Teachers point out the desire
for security, advancement, a specific type of
work, and pride in the company (Abdullah,
2015).
Schools where teachers are motivated by
money alone face several challenges. One of
the challenges is poor learner performance
(Bass & Riggio, 1996). This poor performance
comes as a result of the learners being left for
several days without a teacher while the school
awaits a suitable replacement for the teacher
who would have left the school after failing to
be motivated by the remoteness and hardship
allowance being given to her/him. Rampant
movement of teachers from school to school
leads to the destruction of a school’s
institutional memory (Cranny et al.,
2011). Institutional memory is the reputation
of an institution over a long period of time
(Bass & Riggio, 1996). This reputation is built
when the same employees stay in their current
place of work. This is an important aspect in
building institutional ethos and norms over a
period of time. If the school always has new
teachers as a result of high staff turnover, it
cannot build a traceable memory and
reputation (Marr, 2015).
Possible solutions to staff retention and
development improvement
In an increasingly competitive business world,
top talent is in high demand. If a school is not
making its teachers happy, another school may
come along to steal them away (Cranny et al.,
2011). Therefore, finding teachers who had a
strong bond with the school, it starts with
creating an environment that attracts those
teachers. The school’s culture should match
the type of teachers the school wants to
employ, whether it is opting for a by-the-book,
strict workplace or a more casual, laid-back
atmosphere (Chimanyiwa, Ndemulunde, &
Shikongo, 2011). Some schools in Oshana do
not have amenities that attract well-qualified
teachers. Schools must provide amenities such
as electricity, housing, and piped water in
order to attract teachers (Bassey, 2005).
Schools expect their teachers to arrive fully
trained and certified. Yet, too many are not
willing to invest in helping them maintain
those credentials (Yuchtman & Seashore,
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2013). Whether schools send teachers to
learning centres or provide membership to one
of the many e-learning sites available, when
they take their employees’ education seriously,
they see it as an investment in their career
(Hatcher, 1994). The school should be able to
develop its teachers so that they develop an
attachment to the school. A successful school
should invest in its manpower (Cranny et al.,
2011).
Teachers should be fully aware of their
duties and how they are performing them
(Collins & Hussey, 2003). The school can
accomplish this by first having a job plan in
place and providing regular feedback on
teachers’ performance. If a teacher feels
confused about his/her role in the organization,
he is more likely to feel disgruntled and begin
searching for something else (Harry, 2013).
School principals should have appropriate
integration programmes for all new staff
members in their schools so that they are well
supported in everything that they do. As
difficult as it is to pay competitive salaries
when funds are low and budgets are tight, the
school as an organisation should calculate the
cost of replacing employees, and this should be
applicable to Namibian schools as well
(Dierks, 2004). It can cost as much as 30
percent to 50 percent of an entry-level
employee's annual salary just to replace
him/her, and this is also applicable to the
Namibian education system. Employees
frequently discover that they can enjoy a 10 to
20% salary increase simply by moving from
one company to the next, which makes
jumping
ship
appealing
(De
Beer,
2006).School principals often spend much of
their time on teachers who are struggling,
leaving the talented ones completely neglected
(Warren, 2011). Over time, this can lead to
resentment as star employees start to feel
unnoticed and unsupported. Hatcher (1994):
Principals must make an effort to let top
performers know their hard work is not going
unnoticed (Hatcher, 1994). Such hardworking
employees need to be rewarded for their hard
work and efforts.
In most schools, teachers prefer flexible
working conditions rather than being too rigid.
If the school expects the best employee to
answer the phone when a parent calls at seven
o'clock on a Friday night, the school should
also understand when that employee comes in
late one morning or needs to take off early, and
this should also be applicable to the Namibian
schools. If the school rules are too rigid, this

can make the teachers quit the school for other
schools whose working conditions are more
flexible (Cranny et al., 2011). Principals need
to understand that teachers are on duty every
day because parents can meet a teacher in a
shop and ask about their child’s performance.
For that reason, when teachers have to answer
their calls, the schools should understand and
recognise the extra mile the teachers are going
in order to achieve success for the school.
Small schools often struggle to compete with
larger schools in providing benefits for their
teachers (Hatcher, 1994). Some private schools
provide better salaries and wages and other
benefits, such as effective medical aid services,
which might not be offered in government
schools. Due to the scarcity of such necessities,
teachers may choose to relocate to a location
where they know their health will be taken care
of by the school rather than one where they
know that if they get sick, they will not receive
proper medical care because their medical aid
is limited. Schools should also provide
performance bonuses, especially at the end of
the year when the teachers have worked so
hard and performed their duties exceptionally
well. Another way for schools to compete
without breaking the bank is to provide
benefits that students cannot get elsewhere.
Some schools have become more popular for
their provision of free meals, electricity,
accommodation, and water, but they can also
increase retention by coming up with creative
perks for their teachers.
As much as school principals try to make
their schools attractive to talented people, it
has been noted in many schools that employees
might be leaving because of their supervisors
(Marr, 2015). In fact, research has shown that
teachers tend to quit their bosses, not schools
(Cranny et al., 2011; Warren, 2011). If schools
can cultivate an environment where teachers
feel rewarded and gratified, they will already
be ahead of a great number of other bosses out
there (Dierks, 2004). Improving retention rates
does not have to be difficult. By being a
positive role model and directly connecting
with your employees, you will be more likely
to understand what they need to continue to
help your business or school thrive. It remains
unknown whether teachers in rural schools in
the Oshana region will stay with those schools
if all the above motivational incentives are
provided to them in addition to the remoteness
allowances presently given to them (Ashforth
& Humphrey, 2015).
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therefore six teachers. The interview guide was
used to gather data from participants. The data
was grouped and categorised according to
themes and patterns (Cook & Campbell, 2010).
These themes were derived from the data
collected, which was interpreted to create
evidence, build arguments, and finally to draw
meanings and conclusions.

Methodology
This study is of a qualitative survey design. It
sought to obtain the views of teachers to
determine the impact and cost-effectiveness of
the remoteness and hardship allowance paid to
qualified teachers to retain them in rural
schools, making the qualitative research
approach appropriate. The study population
consisted of six teachers who were currently
teaching in the rural schools of the Oshana
region as well as those teachers who were
transferred from rural to urban schools in the
aforementioned region. The purposive
sampling approach was used to identify three
rural schools and three urban schools from
which the researchers sampled teachers who
participated in the study. The three rural
schools were identified by consulting human
resource records at the regional office to find
out the rural schools from which teachers
transferred to urban schools and the urban
schools to which teachers transferred. The
researchers randomly selected three schools
from the schools identified in rural areas and
three schools in urban areas. The purposive
random sampling strategy was also used to
select three teachers who were still teaching at
rural schools and receiving the allowance and
three teachers who moved from rural schools
who were recipients of this allowance.
Thus, a total of six teachers participated in
the study. The reason for using purposive
sampling was that there were an ample number
of teachers with the sought-for traits, which
made choosing randomly more appropriate
than identifying individual teachers directly.
Therefore, the sample size for this study was

Research questions
The study used the
questions:

following research

1. What are the effects of using money as an
incentive to retain teachers in rural
schools?
2. What are the factors that contribute to the
movement of teachers from rural to urban
schools?
3. Which other measures can be put in place
to motivate and retain teachers in rural
schools to complement the remoteness and
hardship allowance?
Results
Establishing the background of the
participants
This section presents the demographic
information of the participants to provide the
reader with a better understanding of the
participants of the study as reflected in Table
1. Six participants, namely, three males and
three females, participated in the study. The
selection of a balanced number of males and
females to take part in this study was done to
compare the thoughts of males and females in
the Oshana Region.

Table 1: Demographic details of participants
Participants
1
2
3
4
5
6

Status
Transferred to an
urban school
Still in the Remote
school
Transferred to an
urban school
Still in the Remote
school
Still in the Remote
school
Transferred to an
urban school

Gender

Age

Marital status

Period stayed at the
remote school (years)

Male

30

Single

4 years

Female

54

Married

23 years

Female

25

Single

2 years

Male

44

Married

18 years

Female

40

Married

15 years

Male

26

Single

2 years
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Table 2: Table of themes
Themes

Concepts
Theme 1: Factors influencing Sub-theme 1.1: Unavailability of good road networks
teachers’ movement from rural Sub-theme 1.2: Poor school leadership and management styles
Sub-theme 1.3 availability of accommodation, with reliable
schools
electricity supply
Sub-theme 1.4: Poor ICT infrastructure and lack of training
Sub-theme 1.5 Inappropriate staff incentives
Sub-theme 1.6: Poor communication networks
Sub-theme 2.1 Lack of satisfaction
Sub-theme 2.2 High staff turnover
Theme 2: Effects of using
money as an incentive to retain
Sub-theme 2.3: Learners’ failure
teachers in rural schools
Sub-theme 2.4: Loss of institutional memory
Sub-theme 3.1: Improving on leadership skills
Sub-theme 3.2: Improving on staff developmental strategies
Theme 3:
Strategies to
Sub-theme 3.3: Availing free staff accommodation with reliable
motivate teachers to stay in
electricity
remote rural schools
Sub-theme 3.4: Collaborating with the providers of infrastructural
amenities e.g. Ministry of works, MTC and NORED

Factors influencing teachers’ decisions to
move from rural schools
The study revealed that poor school leadership
and management styles, the unavailability of
accommodation, and in some instances, lack of
clean water and electricity are all contributing
factors to the movement of teachers from rural
to urban schools. The study found that poor
ICT
infrastructure,
inappropriate
staff
incentives, poor transport networks and, in
some areas, poor communication networks all
contribute to the lack of retention of teachers in
rural schools.
Sub-theme 1.1: Unavailability of good road
networks
This study revealed that the unavailability of
good transport networks is a contributing
factor to the movement of teachers from rural
to urban schools. This is a hindrance for
teachers teaching in rural schools. The study
clearly indicates that the absence of wellmaintained roads in rural schools is a great
challenge. On this issue, Participant 3 had this
to say, “I found it difficult to buy a car of my
choice like my colleagues who were teaching
at urban schools because the roads were bad.
Transferring to an urban school gave me the
opportunity to buy the car I always wanted”.
This was further supported by Participant 4
when she said that “my car got old very

quickly and I have to do maintenance work,
which costs me quite a lot of money because of
the poor road networks”. Perhaps the roads
need to be tarred”. The above sentiments
echoed by the participants are in agreement
with Andrew et al. (2014), who indicated that
poor transport networks make rural schools
inaccessible to teachers.
Sub-theme 1.2: Poor school leadership and
management styles
Some school managers may be using
management strategies that scare away
teachers from rural schools. School leadership
styles are good predictors of staff retention and
development. Participant 3 in the study
described their principals’ leadership styles as
follows: “the principal at the rural school
where I was teaching was practising the
autocratic leadership style, I would say,
because he would often impose decisions on us
instead of asking for our input”. These
findings were supported by the statements
from Participant 5 when he said that “our
principal is a very good person because he
listens to our concerns and does not dictate
terms and conditions to us. I have been at this
school for 15 years now and we are like a
family. I would never think of moving to
another school. We are very happy that he
even brought the internet to our school”. The
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findings above harmonise with King (2004),
who advises that school management and
supervisory styles need not be too autocratic or
laissez-faire
but
transformational
and
democratic for them to enhance the high
productive
capacity
of
the
school.
Georgopoulus and Tannenbaum (2009) agree,
stating that school or organisational leadership
styles are the lubricants for employee
performance.
Sub-theme
1.3:
Unavailability
of
accommodation with clean water and
electricity supply
Basic social services are needed by every
human being. Rural schools often lack decent
accommodation with the provision of clean
water and electricity. Participant 6 from the
study indicated that “teaching at a school
where I had to build a shack for myself to sleep
in without electricity was just becoming
unbearable. I was becoming frustrated because
of
the
unavailability
of
acceptable
accommodation facilities. That is one of the
major reasons I decided to transfer to an
urban school”. This was supported by
Participant 1, who also said that “the bathroom
facilities were very bad since I had to bathe
outside in a makeshift shower because of the
absence of decent accommodation. During the
cold winter, it would become almost
impossible to take a shower outside because
the weather would be very cold and there was
no reliable electricity. The electricity can go
off for two days”. The findings from the study
are in agreement with Andrew et al. (2014),
who claim that teachers in remote rural schools
often do not have access to basic social
services, making it difficult for those schools
to retain teachers for a long period of time.
Sub-theme
1.4:
Poor
ICT
infrastructure
Rural schools lack information and
communication technology infrastructure.
Participant 3 in the study had this to say, “I
taught at a rural school for 2 years. At
university, we were taught educational
technology, which focused on how we could
make use of ICT devices in the classroom. I
was looking forward to implementing what I
had learned, but I was unable to do so because
of a lack of electricity at the rural school I was
teaching at. The urban school where I
transferred gives me the opportunity to use
ICT gadgets”. These findings were supported
by Participant 2, who also said that “I don’t

really notice the absence of ICT infrastructure
at the school. I was never trained in the use of
these gadgets. The principal had ensured that
the school has internet access, but we were
never trained, so using it is still a challenge for
us. I am comfortable with the traditional
method of using the textbook and the
chalkboard”. The findings from the study
concur with Chimanyiwa, Ndemulunde, and
Shikongo (2011), who state that teachers in
rural schools are unable to use technological
gadgets in their classrooms and often resort to
using the traditional method of a textbook and
a chalkboard.
Sub-theme 1.5: Inappropriate staff incentives
There are many other ways in which teachers
in rural schools can be motivated and retained
instead of using monetary incentives. On this
issue, Participant 6 had the following to say
regarding such an incentive: “the remoteness
and hardship allowance I got when I was
teaching at a rural school could not really
make up for the hardship of not having decent
accommodation and having to stay in
makeshift structures”. These results were also
attested to by Participant 5, who also said that
“even if the Ministry of Education, Arts, and
Culture gives us the remoteness and hardship
allowance, the roads here are very bad and
our cars are in bad condition. If they could
perhaps concentrate on making sure that roads
are well-maintained and ensuring we have
access to basic social services, because those
are the things that would make life easier for
us in rural schools, it could be better”. These
findings corroborate with what was revealed
by Mushaandja (2013), that financial
compensation alone is generally not a
sufficient motivator to attract new teachers or
to encourage them to stay.
Sub-theme 1.6: Poor communication networks
Poor communication networks at rural schools
are also a contributing factor to the movement
of
teachers
from
rural
to
urban
schools. Regarding the above, Participant 3
had the following to say: “Life was becoming
unbearable if I had to call my relatives. I had
to really wait until late at night to access the
network to be able to call. The lack of a
communication network was one of the reasons
I decided to get a transfer to an urban school”.
These sentiments were also supported by
participant 4, who also said that “the
communication network is not really that bad
here. We do have access and only lose it
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sometimes, but it is quite fine”. These findings
are in line with the findings of Nambundunga
and Shoopala (2012), who revealed that
teachers in remote rural schools face a serious
shortage of communication networks. Teachers
find it very hard to teach at schools where
there are no communication networks. Not
being able to communicate with relatives is a
challenge that teachers who are located in such
areas find themselves.
The effects of using money as an incentive to
retain teachers in rural schools
The study also established that using money as
an incentive to retain teachers in rural schools
has many detrimental effects. The study
revealed the following as effects of using
money as an incentive: lack of job satisfaction
and high staff turnover. In addition, the study
identified learners’ failure as well as loss of
institutional memory as other effects.
Sub-theme 2.1: Lack of job satisfaction
Money does not buy happiness. We do not
expect teachers to be happy because of the
remoteness and hardship allowance they
receive; despite the hardships they endure in
rural schools. On this issue, Participant 6 had
this to say: “money was worthwhile from the
onset, but as years went by, I could not feel
that I was getting an incentive on my normal
salary anymore. If the remoteness and
hardship allowance were motivating, then I
would not have transferred to an urban
school”. This was supported by Participant 2,
who also highlighted that “I feel that the
remoteness and hardship allowance is mostly
just used for transport for travelling to town to
do our shopping”. I feel the ministry should
think about increasing the incentive. It has
been the same amount for many years now”.
The findings from the study clearly indicate
that lack of satisfaction is an effect of using
money as an incentive to retain teachers in
rural schools. The findings also concur with
Herzberg's famous two-factor theory that
suggests that the factors which contribute to
job satisfaction (motivators) and those which
contribute to job dissatisfaction (hygiene) must
be applied separately to workers to enhance
increased productivity (Mulkeen, 2005).
Sub-theme 2.2: High staff turnover
Teachers have a high rate of turnover, and
teachers are quitting at alarming rates. On this
issue, Participant 1 had this to say: “there were
days I used to feel so isolated at the rural

school. I always wanted to move to an urban
school. I am now studying so that I can leave
the teaching profession any time soon”. These
findings were strengthened by the sentiments
from Participant 2, who also said that “I don’t
want to move to an urban school. But I have
noticed that young teachers do not want to
continue teaching in rural schools. They only
stay for a few years to gain experience, and
then they move to urban schools”. The above
findings are in agreement with Drucker (1999),
who states that posting to rural communities is
described as a contributing factor to teacher
turnover since teachers posted to such remote
rural schools encounter difficulties in coping
with such environments.
Sub-theme: 2.3 Learners’ failure sub-theme
Schools where teachers are motivated by
money alone face several challenges. On this
aspect, Participant 2 had this to say: “learners
are not very much interested in schoolwork,
and during the rainy season they will be absent
from school more often to do agricultural
activities they have to perform at home. They
only attend class regularly during the dry
months, but they miss out on very important
information during the rainy season”. The
same sentiments were echoed by Participant 5,
who also said: “when I have to travel to town,
I often have to go early, which means I have to
miss class on that particular day”. The
findings from the study echo the same
sentiments from Bass and Riggio (1996), who
state that poor performance comes as a result
of the learners being left for several days
without a teacher. Hulin, Kendall and Smith
(2002) while the school waits for the teacher
who went to search for better medical care in
the urban area to return to work.
Sub-theme 2.4: Loss of institutional memory
Rampant movement of teachers from school to
school leads to the destruction of a school’s
institutional memory (Cranny et al., 2011). On
this issue, Participant 3 had this to say: “I did
not stay very long at the rural school, so my
memory cannot even recall much about my
previous school. All I wanted was to get a little
experience so that I would be able to move to
another school, which is preferably in town”.
The findings were supported by Participant 6,
who also said that “I was not interested in any
activities taking place at the school. All I ever
wanted was to move to an urban school
because most of my friends were working at
town schools”. The findings from the study are
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in agreement with Marr (2015), who states that
if the school always has new teachers as a
result of high staff turnover, it cannot build a
traceable memory and reputation. This is an
important aspect in ensuring that institutional
memory is kept for many years to come.
Strategies to motivate teachers to remain in
remote rural schools
The study revealed strategies that may be used
in a bid to retain teachers in rural schools.
Improving leadership skills and staff
development strategies are priorities in
retaining teachers in rural schools. Availing
free staff accommodation with clean water and
electricity supplies is also very essential in
ensuring that teachers are attracted to rural
schools. The importance of well-maintained
transport networks cannot also be overlooked
if authorities want to retain teachers in rural
schools.
Sub-theme 3.1: Improving on leadership
skills
Bass and Riggio (1996) describe leadership as
getting individuals to carry out tasks that have
been assigned to them in a more effective and
efficient manner. School leadership styles are
among the best predictors of staff retention and
development. On this issue, Participant 4 had
this to say: “I would suggest that principals
involve teachers in decision-making. Teachers
feel very much excluded from school affairs,
especially when they are excluded from
decision-making. That is exactly one of the
main reasons why I left the rural school where
I was teaching”. This was supported by
Participant 3, who also said that “our principal
understands and knows each individual staff
member's needs. We are like one big family
thanks to the management style being used in
our school. I do not see myself moving away
from this rural school because the
management makes me feel so much at home”.
The findings from the study are consistent with
the findings of De Beer (2006) that schools
where the school principals are using
leadership styles like transformational
leadership or democratic leadership are likely
to retain their teachers much longer than those
schools where leadership styles like autocratic
or laissez faire are used.
Sub-theme
3.2
Improving
on
staff
development
The school should be able to do staff
development on its teachers so that they can

develop an attachment with and to the school.
On this matter, this is what Participant 6 had to
say: “I did not want to become a teacher. My
parents had forced me into this career. I went
to major in teaching at the university, but I
want to study further for something else so that
someday I will quit the teaching profession.
The above has forced me to seek transfer to an
urban school so that I can develop myself
professionally”. These sentiments were
supported by Participant 2, who also said that
“opportunities for staff development are nonexistent in rural schools. I always wanted to
upgrade my qualification from a Basic
Education Teacher’s Diploma to a Bachelor’s
Degree in Education, but after spending close
to 20 years at this rural school, I have given up
since I only have 6 years left before
retirement”. The above findings further
confirm what Cranny et al. (2011) claimed that
continuous training and development in the
organisation will encourage employees to stay.
Such findings concur, too, with those of
Blanchard (2012) that training can increase
employee retention when the training
reinforces the values of the employee.
Teachers noted that being involved in
professional development is a way to improve
the quality of instruction in their classrooms.
Sub-theme
3.3:
Availing
free
staff
accommodation with clean water and
electricity supply
Some schools in Oshana do not have amenities
that attract well-qualified teachers. On this
matter, this is what Participant 3 had to say:
“the living accommodation was a makeshift
structure that we had constructed for
ourselves. The Ministry of Education, Arts and
Culture must make provision for decent
accommodation containing clean water and
electricity as a priority. If there was decent
accommodation, maybe I would have stayed
for more years”. These findings were
supported by the sentiments of Participant 1,
who said that “accommodation was becoming
a nightmare for me. I have a small baby, and
when it rained, it was difficult to prepare
meals and we often had to go to bed on an
empty stomach. A major incentive they can
work on to retain teachers in rural schools is
to provide decent accommodation with clean
water and electricity”. These findings are in
agreement with those by Mulkeen (2005) that
the provision of teachers’ housing is a major
incentive for teachers to locate in rural areas.
Mulkeen (2005) further indicates that non84
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governmental
organisations
and
local
communities may help to construct teachers’
housing in an attempt to make rural schools
more attractive. Participants in the study also
noted the need to have road networks leading
to rural areas and schools improved so that
they become easily accessible.
Sub-theme 3.4: Collaborating with the
providers of Telecommunication and Transport
Networks
The Ministry of Education, Arts and Culture
needs to liaise with other relevant ministries to
ensure that rural schools have the necessary
infrastructure to retain teachers in such
schools. On this matter, Participant 4 said that
“the transport network needs to be maintained
on a regular basis. The road is very bad and it
greatly hinders accessibility to school. Liaising
with other relevant authorities may help in
ensuring the road is better looked after”.
These sentiments were supported by the
sentiments from Participant 1, who also said
that “the Ministry of Education, Arts, and
Culture needs to make sure that roads are
accessible to rural schools. Our road was not
bad during the dry season, but we would
always experience problems during the rainy
season”. The above findings concur with
Mulkeen (2005) that well-maintained transport
networks are another great way to motivate
teachers to remain in rural schools. Similarly,
Andrew et al. (2014) indicate areas that are
accessible attract a large number of teachers. It
is for these reasons that rural schools need to
be made accessible so that teachers accepting
postings to rural schools may feel motivated
and attracted to remain at these rural schools.
Conclusion
The findings from the study clearly reveal that
teachers are still from rural to urban schools
despite the provision of the remoteness and
hardship allowance. Evidence from the study
also pointed out that money does not buy
happiness and, as need-satisfying beings,
human beings can never be entirely satisfied
because they have a hierarchy of needs that
must be satisfied at different levels, which is
closely in line with the theory of Maslow,
which formed the basis of the study. This study
has revealed to us that the remoteness and
hardship allowance does not attract teachers to
teach in rural schools. Teachers want decent
accommodation, proper road networks, just to
mention a few services to continue teaching in
rural schools.

Recommendations
Recommendations for improvements to the
Ministry of Education, Arts and Culture:
 The study recommends that teachers’
housing in rural areas should be made a
priority in a bid to retain teachers in rural
schools and to greatly complement the
remoteness and hardship allowance
teachers receive.
 The service providers should improve
transport networks in rural areas to provide
infrastructure like well-maintained roads in
rural areas for easy accessibility to rural
schools. Teachers who accept postings at
rural schools should be prioritised when
opportunities for staff development arise.
This may include funding for further
studies so that they acquire more
knowledge to enhance their teaching and
learning whilst at rural schools.
 Advisory services must make time to visit
rural schools to offer their support even if
accessibility to rural schools is made
difficult by poor transport networks.
 The Ministry of Education, Arts and
Culture’s database needs to reflect the
reasons why teachers move from rural
schools so that interested researchers can
identify further reasons why teachers leave
such schools. The Ministry of Education,
Arts and Culture must look into increasing
the remoteness and hardship allowance
because participants strongly feel that they
spent the money mainly on transport
services.
Recommendations to the different teacher
training institutions in Namibia:
 The institutions responsible for training
teachers must have it in their curriculum to
prepare student teachers for postings to
rural schools so that they are mentally
ready when they are posted to such rural
schools.
Recommendations for further research
This study was done in two selected schools in
the Oshana education region. Other studies
need to be done in other regions of Namibian
towns and villages for two reasons:
 To compare the findings so as to have a
better understanding of the effects of the
remoteness and hardship allowance on
retaining teachers in rural schools in
Namibia. The sample size of this study
only consisted of six participants since it
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was qualitative in nature. Therefore, it
would be beneficial to the education sector
if the sample size could be increased in
order to allow for the generalisation of the
findings.
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Abstract
The introduction of Information Communication and Technology (ICT) in the 21st century has
transformed education processes in inclusive classes, including the role of teachers and learners.
Inclusive classes typically comprised learners with and without extensive special needs. While handmade and technology- based teaching and learning materials are vital for the process of learning for
all learners, it becomes more important for learners with special educational needs who are likely to
miss the acquisition of competency attainment if ICTs are not used or not used properly. The major
objective of this study was to assess the utilisation of ICTs to enhance the teaching of learners in
inclusive classes in Namibia, with specific reference to the Oshana region. The study assumed a
qualitative case study design. The researchers adopted a purposive sampling to draw information-rich
cases. This made it easier for the researchers to understand the subject under enquiry. Schools A and
B were selected based on the fact that they were the only inclusive secondary schools pronounced as
spaces for sampling the implementation of inclusive education by the Ministry of Education in 1995,
and are thus still regarded as intentional inclusive secondary schools, teaching children with special
educational needs in the Oshana Region. All the sixteen teachers for inclusive classes from the
selected schools were also purposively selected to take part in the study as they were the ones directly
involved in the teaching and learning process of inclusive learners at these two schools.
Based on qualitative analysis of data collected through interviews and observations, the study
concluded that ICT tools were indispensable teaching aids when teaching learners in inclusive classes.
The study also concluded that teachers were faced with a myriad of ICT-related challenges, but there
are possible solutions to address them and improve the teaching and learning of learners in inclusive
classes, especially those with special educational needs (SEN). The study recommended the training of
teachers in ICTs among others, as possible solutions to challenges that inhibit the successful
integration of ICTs in inclusive classes. It also recommended that teachers should receive pre-service
training on ICT use and how to integrate ICT tools during lessons in inclusive classes. Teachers for
inclusive classes should be provided with sufficient and efficient ICT gadgets, so that they utilise them
to enhance the teaching of learners with special educational needs. Lastly, in keeping track with
dynamics in the space of technology, teachers should undergo Continuous Professional Development
to ensure that they are easily adaptable in Information and Communication Technologies relevant to
the inclusive school environment.
Keywords: Continuous Professional Development, special educational needs, Information and
Communication Technologies, inclusive education
Introduction and background
This research assessed the utilisation of
Information Communication and Technologies
(ICTs) in enhancing teaching and learning in
inclusive classes in the Oshana region of
Namibia. The researchers also identified ICT
challenges faced by teachers in teaching
learners with Special Educational Needs (SEN)
in inclusive classes. Lastly, the paper identified
strategies that could be implemented to solve
the ICT-related changes faced by teachers in
teaching learners with Special Educational
Needs in inclusive classrooms. The paper
concludes with recommendations on how the

utilisation of ICTs could be improved to
enhance the teaching of all learners in
inclusive classrooms.
Prior to the drive toward inclusive
education, learners were taught in segregated
school settings. Those with perceived severe to
profound special needs and/or disabilities were
referred to special schools or missed the
opportunity to receive education altogether. In
cases where children with special needs found
themselves in mainstream schools, there was
barely responsibility on the part of the teachers
to use all possible tools at their disposal to
87

Namibia Educational Reform Forum Journal, Volume 30(1), August 2022
include them (learners) and accord them access
to education (Emvula, 2007; Davids, 2008).
Developments in the space of special
education, especially the Jontien Education for
All Conference in 1990 and the Salamanca
Declaration (UNESCO, 1994) introduced new
thinking about learners with diverse learning
needs and barriers to learning. Many countries
started to redesign their education approaches
from segregation to integration and later to
inclusive education. Namibia has adopted a
Sector Policy on Inclusive Education (Ministry
of Education, 2013) by which all schools
should assume a transformed role of being not
only open to all kinds of learners, but also meet
their educational needs. One of the best ways
of including learners with diverse needs is
using Information and Communication
Technologies. Rapid developments in ICTs
have profoundly impacted every aspect of
human life and the field of modern education is
no exception. The Namibian ICT Policy for
Education was published in 2005 (Shafika,
2007), in order to promote effective learning.
This policy is concerned with the provision of
clear objectives and basic competencies for
both learners and teachers to achieve key ICT
knowledge and skills (Ministry of Education,
2013). The ICT Policy encourages the use of
ICTs to overcome barriers and inequalities and
thus reducing exclusion within classrooms.
The powerful ICT tools have supported and
transformed education in many ways; from
making it easier for teachers to create
instructional materials to enabling new
strategies for learners to learn and work
together (Prajapati & Singh, 2021). The
Namibian
government
has
hitherto
acknowledged the significant role which ICTs
can play as the country moves towards a
knowledge-based society, which is stipulated
in the Vision 2030 document (NDP 5),
(Malumo, 2012). For learners with special
educational needs, ICT is a valuable tool as it
can increase their participation in education.
By so doing, it can improve their quality of
life, as stipulated in the United Nations
Convention on the Rights of Persons with
Disabilities (United Nations, 2006).
The Education Sector Policy on Inclusive
Education was adopted by the Ministry of
Education in 2013. The policy comprises five
strategies of which strategy five highlights the
utilisation of ICTs including, the internet, to
promote teaching and learning. By utilising
ICTs, teachers can use digital assessment
strategies, for example, creating tailor-made

tests that learners can take online to evaluate
their knowledge base. Furthermore, utilising
ICTs in education can help to improve
teaching and learning in inclusive classes.
However, the major question is whether
teachers are utilizing ICTs to enhance the
teaching of learners in inclusive classes. The
under-performance and under-achievement of
learners in Namibian secondary schools are
evident every year, especially in the Grade 10
and 12 results. In 2016 and 2017 respectively,
only 53.6% and 60% of the Grade 10 learners
managed to proceed to Grade 11 (Ministry of
Education, 2018). Among the multiple reasons
why learners under-performed could be that
learners’ diverse needs are not met in their
classes. Whilst the teacher is one of the most
important axes in the educational processes, in
most schools, teachers are not appropriately
proficient in managing inclusive classes (AlHusseiny, 2019). Some teachers find it difficult
to disseminate information to learners with
SEN in inclusive classes (Al-Husseiny, 2019).
These learners are confronted with many
barriers to learning in secondary schools as
they work to acquire knowledge in a variety of
subjects (Al-Husseiny 2019). However, most
of these barriers are likely to be addressed
through the utilisation of ICTs (Al-Husseiny,
2019). This paper presented and discussed
practices on the utilisation of ICTs in
enhancing the learning of SEN in inclusive
classes in Oshana of region of Namibia.
Literature review
There are different strategies in which ICT
tools can be utilised in the teaching and
learning of learners with special educational
needs. Numerous studies such as Alharbi
(2016), Course (2006), Haddad and Daxler
(2002), Berger and Luckmann (1996), Ernest
(2009), Means (1994), and Shotter (1993)
outline some of the strategies in which ICT
tools can be utilised in teaching and learning.
Some of the strategies include the presentation
of lessons to learners in inclusive classes, and
the utilisation of overhead projectors to present
lessons through power point presentations with
pictures and sounds inserted. If effectively
utilised, ICTs can promote a learner-centred
and self-directed learning. Learners easily
acquire knowledge as it becomes more
accessible and the concepts in learning areas
(Fu, 2013) and develop autonomy, capability,
and creativity in the learning processes (Fu,
2012). Furthermore, the ICT environment can
foster learners’ higher critical thinking skills
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and develop their understanding in different
areas of learning (Chai, Koh, & Tsai, 2010)
cited in Fu (2012). By employing assistive
technology devices and services such as visual
aids, argumentative communication devices
and specialised equipment for computer
access, learners with SEN can benefit from
education (Jellinek & Abraham, 2012). It helps
to break some of the challenges leading to
underachievement and educational exclusion
(Jellinek & Abraham, 2012). Most of these
barriers are likely to be addressed through the
utilisation of ICTs (Al-Husseiny, 2019).
The implementation of ICTs for teaching in
inclusive classes is faced by many challenges.
Studies carried out by Mikre (2011) in the
Caribbean revealed that the inadequacy of
skills and knowledge of ICT by teachers made
it problematic for them to utilise ICT tools.
Limited technical support and limited time are
ICT-related challenges which impede the
effective utilisation of ICTs in the teaching and
learning process in schools. Mikre (2011)
noted that a lack of sufficient ICT resources in
inclusive classes was another challenge, and it
resulted in poor performance since the
available ICTs did not address the needs of all
learners. Studies by Rastogi and Malhotra
(2013) also revealed a lack of teacher training
in the use of ICTs as a challenge.
There are strategies that can be
implemented to promote the utilisation of ICTs
in inclusive classes. A quantitative study was
conducted by Starcic (2010) to investigate
solutions for the successful implementation of
ICTs in schools. The study revealed the need
for teachers’ training in the efficient utilisation
of ICT in teaching learners in inclusive classes.
All teachers, both in regular and special
education programmes, need training in the
ways that technology can be utilised.
According to Mingaine (2013), the education
ministry should be fully in charge of the
implementation of ICT to ensure that there is
internet connection in all schools. This will
help schools that are not financially stable to
have the privilege of internet connection,
which subsequently enables teachers to utilise
ICTs in inclusive schools.
Problem statement and research objectives
Learners are e confronted with many barriers
to learning in secondary schools as they
worked to acquire knowledge in a variety of
subjects (Al-Husseiny 2019). Most of these
barriers are likely to be addressed through the
utilisation of ICTs, (Al-Husseiny, 2019). This

paper assesses the utilisation of ICTs in
enhancing the learning of SEN in inclusive
classes in Oshana of Region of Namibia. The
objective of the research study on which this
article is based is three-fold:
1. To assess the different uses of ICTs in
enhancing learning in inclusive classes in
the Oshana Region of Namibia;
2. To identify ICT-related challenges
experienced by teachers teaching inclusive
classes; and
3. To identify strategies that can be
implemented to solve the ICT-related
challenges faced by teachers in inclusive
classes.
Methodology
This study adopted a qualitative research
approach to a descriptive research design.
According to Creswell (2013), qualitative
methodology encompasses a study of objects
in their natural setting, attempting to make
sense of, or interpret, phenomena in terms of
the meaning people bring to them. By means
of this methodology, life experiences,
perceptions, feelings, opinions and aspirations
are disclosed by the respondents as they offer
detailed accounts of why, what, who and how
of their daily routines from their point of view
(Punch & Oancea, 2014).
The population of the study comprised 16
secondary school teachers of learners with
special educational needs in inclusive classes
in the Oshana region of Namibia. The study
employed purposive sampling, which is a nonprobability sampling strategy, in which the
researchers made use of their subjective
opinion to choose respondents based on the
research problem and significance of the issue
being studied (Neuman, 2014). Purposive
sampling was employed in the study because it
drew information-rich cases and made it easier
for the researchers to create the much-needed
understanding of the subject under enquiry
(Cohen, Manion, & Morrison, 2011).
The researchers employed qualitative
research instruments to collect data. The
instruments were semi-structured interviews
and observation checklists. The semistructured interview guide had the advantage
that the researchers could probe for more
information and could observe and record the
body language of the participants and
incorporate these in the overall meaning of the
data. Observations enabled the researchers to
observe life as it happened naturally in order to
89

Namibia Educational Reform Forum Journal, Volume 30(1), August 2022
add weight and substance to the research
findings obtained by means of the semistructured interviews.
Presentation and discussion of findings
The study revealed that twelve out the sixteen
teachers made use of both digital and nondigital ICTs in their classes. Some teachers
who were observed indicated that they used the
audio recorder as a key tool for teaching and
learning. The participants in the study revealed
that ICT devices such as audio recorders
allowed learners with special educational
needs to revisit lessons at their own time;
hence, they progressed in learning at their own
pace. This finding supports the study by
Kanner (2009) who argues that a tape recorder
helps to individualise the instruction to the
learning needs of learners with special
educational needs. Assistive technology is
ideal for learners who have trouble keeping up
with lessons, so the use of audio recorders is
essential when teaching learners with special
educational needs in inclusive classes who
cannot cope with the pace of the lessons.
Learners can benefit from the recorded
learning material as their mastery of concepts
is enhanced. Twelve out of the sixteen teachers
interviewed indicated that they used recorded
videos, which they believed appealed to both
the senses of sight and hearing. The videos
could be watched again and again by learners
with learning difficulties, which enhanced their
understanding. This is in line with Rossiter,
Nortcliffe, Griffin and Middleton (2009) who
posit that utilising captions and subtitles with
videos has proven to be effective in helping
learners to access and process information,
especially when considering diverse learner
populations, including non-native English
speakers and those with special needs. It
promotes more powerful long-term memory
by pairing text with images (Rossiter,
Nortcliffe, Griffin, & Middleton, 2009).
Learners can both see and listen to the concept
being taught (Rossiter et al., 2009). Equally,
learners with sensory disabilities still benefit
from the videos by using either the vision or
the hearing element.
The researchers established that ICT can be
utilised to facilitate communication. Josjö
(2012) posits that assistive ICT tools help
learners with communication difficulties to
exhibit their abilities in an appropriate way.
Learners can communicate, participate in
lessons and learn more effectively (Josjö,
2012). This current study shows that ICT could

be utilised to promote learner-centred models
of learning. It therefore supports the study by
Skutil and Manenova (2013) who posit that
didactic tools, such as visual aids and
organisational forms of teaching, contribute to
the overall effectiveness of the teaching
process. When ICT resources are utilised,
learners perceive, observe, imagine and
develop aesthetic senses during learning. This
was confirmed through observations, which
clearly revealed that, in lessons where ICTs
were used, the level of participation of learners
with diverse needs was high, compared to
those lessons in which minimal ICTs were
used. It also implies that, without ICT tools,
the teaching of learners with special needs was
less effective since these learners learn best
when they are communicating or being
communicated to by means of ICTs.
Eight of the sixteen teachers interviewed
indicated that they used specialised ICT tools
such as Braille machines and projectors. These
findings show that specialised ICT tools make
the teaching and learning environment
conducive for both teachers and learners.
According to Martínez (2011), ICT can be
utilised as a tutor. The use of individualised,
computer-based software and different ICT
tools help learners to understand the subject
content and enhance their performance
(Martínez 2011). Eight teachers out of the six
further indicated that utilising ICT tools in the
class helped teachers to attend to the diversity
of learners. Effective utilisation of ICTs played
an important role in promoting new
instructional methods for teaching and
learning. Ezekoka (2015) asserts that ICTs can
engage learners in collaborative learning, as
well as enhance their social interaction. As
such, teachers should utilise ICTs such as
sophisticated visual and auditory media into
lesson presentations to appeal to diverse
learners in order to make learning more
stimulating.
It also emerged that the utilisation of data
projectors and other ICT-related tools
encouraged learners to participate actively
during class activities, as ICTs helped teachers
to overcome the obstacles of time and space,
supplementing vital human functioning and
supporting the development of crucial skills
(Martínez, 2011). One teacher (T03) said that
“when using ICTs such as data projectors, the
learners’ participation is just amazing”.
Another teacher (T05) said that “I enjoy
teaching when I am using a projector because
it awakens my learners and they become
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lively”. ICTs therefore minimise learners’
obstacles to learning, subsequently enhancing
their learning. The results of this study
confirmed that, when using ICT, teachers need
not be on their toes constantly, in order to get
learners to pay attention to the material being
taught. Lesson observations showed that
teachers were able to maintain the learners’
attention and motivated them to pay attention.
There was no making of noise from the diverse
learners. Bester and Brand (2013) argue that
technology has the potential not only to
maintain attention but also to motivate learners
to pay attention, and when motivated to a task,
learners’ commitment, enjoyment and selfefficacy increases (Bester & Brand, 2013).
It also emerged from the findings that ICTs
can be utilised as assessment tools which can
provide prompt feedback. Lesson observations
confirmed that ICTs enabled teachers to
develop specialised and individual-centred
instructions within inclusive classes. The result
was also confirmed during the interviews when
teacher T04 indicated that “ICT is a crucial
management tool, especially when utilised for
learners with diverse needs”. According to
Wong and Yang (2017), ICT applications
enable instant, system-facilitated feedback.
ICT tools such as Google Forms enable
teachers to deliver timely and immediate
feedback on learners’ assessments (Black &
Wiliam, 1999) cited in Siegle 2014). ICTs
allow learners to acquire independence and
efficiency as learners can overcome their
difficulties. Teacher T05 said that “in my class
one cannot tell whether a learner is visually
impaired because they will all be working and
participating independently”. In addition,
teacher T09 said that “I am impressed with
how technology is bridging the gap between
learners with diverse needs and those
without”. The researchers also observed that
when special needs learners used gadgets such
as braille machine during reading, they
enjoyed some independence. According to
Lindström et al. (2012), ICTs can be utilised as
educational tools to provide learners in
inclusive classes with the opportunities to
participate independently in educational
activities, in the same way as their peers do.
Joshi and Poudel (2019) indicate that “learner
autonomy and learner independence can be
sought in the classroom through the integration
of ICTs in classroom intervention and in
students’ self-study” (p. 70).
The researchers established that the
integration of ICT devices in teaching and

learning enabled teachers to develop individual
education plans designed to address the
difficulties of learners in the inclusive classes.
Teacher T04 indicated that “ICT is a crucial
management tool, especially when utilised for
learners with diverse needs. It enables
teachers to develop specialised and individualcentred instructions within inclusive classes”.
Ridwan (2015) asserts that ICTs provide a way
to create and maintain electronic records and
databases, which are easy to update, amend
and transfer into many different formats to suit
individual
learners.
The
participants
highlighted many challenges in the utilisations
of ICTs in inclusive classes. All the sixteen
teachers interviewed highlighted that they did
not know how to utilise computers and other
ICT devices since they did not undergo
training to this effect. Teacher T02 said that “I
personally struggle with using computers since
I never received proper training in that field,
and this affects my performance”. The finding
was confirmed by the researchers’ lesson
observations. Teachers struggled to use
Microsoft computer applications as they
attempted to instruct learners.
Habibu, Al-Mamun, and Clement (2012)
posit that teachers need training courses in
dealing with new devices, modern technologies
and new pedagogical approaches. During the
observations, the researchers noted that a lack
of requisite skills discouraged teachers from
integrating ICTs during lessons. Continuous
malfunctioning of computers was another
challenge that emerged. Teacher T06 said that
“sometimes you switch on the computers, and
you find some things which are uninstalled and
some deleted”. The researchers discovered that
teachers lacked pedagogical knowledge, which
inhibited their self-confidence and engendered
incompetence when they tried to use ICTs.
From both the interviews and lesson
observations the researchers found that some
teachers lacked confidence in using computers.
Teacher T12 was quoted as saying that “some
of us feel like we are not confident enough to
integrate ICT during teaching because we do
not possess enough competencies. We fear that
our lack of confidence in using ICTs when
teaching might lead students to lose confidence
as well. One of the learners sometimes comes
to my rescue.” In fact, during observations,
some teachers realised that some of their
learners were more sophisticated in their
utilisation of technology than them. This
finding concurs with Peterson’s (2011) view
that teachers’ lack of confidence in the
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utilisation of ICT impedes the effective
integration of technology in the teaching and
learning of learners with special educational
needs in schools.
Another challenge identified by teachers
was the lack of ICT technical support, as some
of them narrated that “if technical faults arise
the technicians will not be able to fix them on
time and sometimes if the faults occur, it takes
about a month before they are fixed” (T04).
Teacher T07 had this to say, “a lack of
technical support results in the poor technical
maintenance of ICT tool. We are usually
disturbed during lessons due to technical
breakdowns”. Teacher T09 added that “these
faults discourage teachers from utilising ICT
resources because of the fear that the
equipment might break down amidst lessons”.
The findings support Amuko, Miheso, and
Ndeuthi (2015) who argue that lack of
technical support is an impediment to effective
integration of ICT in the teaching and learning
of learners with SEN. From the lesson
observations made, the researchers established
that when technical faults arose there was need
for technicians who can fix the computers on
time. One teacher got stranded when computer
keyboard developed faulty pads and the lesson
almost flopped.
Furthermore, whilst schools are supposed to
access Wi-Fi every day, every time, the
researchers were informed that the Wi-Fi was
down most of the time. Therefore, this lack of
constant internet connectivity was another
challenge identified. Johnson, Jacovina,
Russell, and Soto (2016) assert that, without
adequate and fast internet connection, the
implementation of educational technology is
not feasible. Mingain’s (2013) studies also
recommended
that,
for
successful
implementation of ICTs in schools, there is
need to ensure that there is internet connection
in all schools. This enables teachers to
effectively utilise ICTs when teaching
inclusive classes. The researchers also found
that inaccessibility of ICT devices was one
other stumbling block in the effective teaching
and learning of learners in inclusive schools.
Teacher T07 pointed out that “the school does
not have a person designated specifically to
monitor and account for the issuing of the ITC
tools from the storeroom. If I want to use
Braille machines for example, but no one is
ready to issue them out, it disturbs me from
teaching learners the concept planned”.
The researchers established through
observations that some gadgets such as

desktops, printers and projectors were in dire
need of repair. Therefore, the number of
computers which would be available for use
would not be enough to accommodate all
learners. Further, the computers had to be
booked in advance but due to their busy
schedules, the teachers would forget to do so.
In addition, the computers were in short
supply. Sometimes teachers were unable to
book them for several periods in a row when
they wanted to work on several projects with
the learners. Johnson, Jacovina, Russell, and
Soto (2016) argue that the inaccessibility of
ICT devices in schools discourages the
teachers from incorporating ICT devices in the
teaching and learning of learners with special
educational needs. The inaccessibility of ICTs
hinders the integration of ICT in teaching
learners with special educational needs. In
order to develop teachers’ ICT-related skills,
teachers should have regular access to
functioning and relevant ICT equipment.
Findings also indicated that ICT devices in
schools
were
out-dated
and
needed
replacement or repair. “Many times, I was
disappointed to realise that some computers
had keyboards with sticky pads or mousses
that did not respond when clicked” (T09). This
hindered teachers from integrating ICT tools in
the teaching and learning of learners with
special educational needs. According to
Johnson et al. (2016), updating technology
makes it easier for utilizers to store and locate
information, as well as streamline their
workflow. This implies that out-dated ICT
gadgets may consume productive time through
repairs, updates, maintenance and security
fixes. All the sixteen teachers indicated that
insufficient time was an obstacle for teachers
to utilise ICT tools when teaching learners
with special educational needs. For example,
teacher T03 said that “we lack of sufficient
time to scrutinise the ICT tools and make use
of them in teaching learners. There is too much
work which needs to be done concurrently and
this inhibits the aptitude to complete the
workloads as stipulated in the work plan”.
Introducing and using ICTs to support
teaching and learning was time-consuming, as
teachers attempted to shift pedagogical
practices and strategies. Teachers therefore
continued with their traditional pedagogies,
which were less time consuming, but to the
disadvantage of the diversity of learners. It also
emerged from the study that poor
implementation of the Sector Policy on
Inclusive Education was a barrier to the
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utilisation of ICTs in teaching learners with
diverse needs. Teacher T02 had this to say on
the issue, “poor implementation of ICT tools
and devices stemmed from a poor inclusive
education policy on integrating learners with
different learning abilities into mainstream
classes. It becomes problematic for a teacher
to attend to all learners and remedy their
problems. When the [fast] learners understand
what is taught, the teacher moves to another
concept and the slow learners are left behind,
not understanding what they are taught”.
These findings support Ghavifekr, and Rosdy
(2015) who argue that preparations for
technology-based teaching and learning begin
with proper policy implementation. The very
first stage of ICT integration should therefore
start with the successful implementation of the
Sector Policy on Inclusive Education. The
Ministry of Education, Arts and Culture must
enforce the implementation of the Sector
Policy on Inclusive Education and government
should put in place plans for enhancing
teachers’ capacity for inclusive education.
The study found that there were several
strategies that could be implemented in order
to overcome ICT-related challenges faced by
teachers teaching learners with SEN in
inclusive classes. Eight teachers out of the
sixteen pointed out provision of pre-service
training on the utilization of ICT as conducive
in providing them with pedagogical skills. This
is in line with Rastogi and Malhotra (2013)
who posit that most teachers lack skills and
knowledge when it came to the utilization of
ICTs in teaching. By acquiring skills and
knowledge, teachers who teach learners with
special educational needs, will have robust
capabilities in applying ICT software and
devices to improve the academic performance
of learners. The idea also concurs with
Balanskat, Blamire, and Kefala (2006) who
advocate the provision of ICT training courses
for teachers in order to capacitate them for the
integration of ICTs in inclusive classes. What
was surprising was that, almost all teachers had
smartphones, yet they did not demonstrate
transferability of skills from using their
cellphones as a private communication tool to
using it as a teaching tool.
Fourteen teachers out of the sixteen
interviewed cited that the provision of ICTrelated experts was the possible solution to
ICT-related challenges. If technicians are well
vested in ICT technical maintenance, they
could help resolve the technical problems,
troubleshoot and fix the internet software

problems at schools. In-service training is
another strategy that can be implemented by
way of workshops on a regular basis. Eight of
the sixteen teachers interviewed concurred that
workshops can enhance teachers’ skills in
using ICTs when teaching learners in inclusive
classes. The findings of this study concur with
Archar, Childs, Covadu, and De Young (2012)
in Angula, Chirimbana, and Uugwanga (2019)
who believe that teachers need relevant
training in ICTs to improve their utilization in
teaching and learning. Rastogi and Malhotra
(2013) concur and reveal that the absence of
technological
training
and
workshops
regarding ICT-assisted teaching and learning
in teacher education programmes is the main
hindrance to the effective utilization of ICT
devices and software in teaching inclusive
classes. In addition to the need for training
teachers in the use of technology for teaching,
all the sixteen teachers indicated that installing
software that gives instructions that can assist
both learners and teachers would also be useful
to both teachers and learners with special
educational needs. This supports Petty (2012)
who noted that ICT can be utilised as a tutor
and the utilisation of individualised computerbased software and different ICT tools help
learners to understand the subject content and
enhance their performance.
Eight out of the sixteen teachers who
participated in the study highlighted that
schools can resolve challenges by providing
projectors and enough computers. Teachers
believed that projectors would help to make
the teaching and learning process more
interesting, lively and colourful by showing
videos and pictures through projectors.
Teacher T02 said that “the projectors will help
us to make the teaching and learning process
more interesting, lively and colourful by
showing videos and pictures through
projectors. We also save the time we spend
writing on the boards”. Whitaker (2018)
asserts that, projectors enable teachers to create
bulleted PowerPoint presentations or other
highly organised notes for the class. Another
solution would be provision of computers by
the government. This can assist teachers to
integrate ICT tools in their lessons.
Subsequently, all learners will have access to
the devices. This supports Starcic (2010) who
argues that the efficacy of integrating ICT in
schools can be enhanced by providing and
ensuring that there are adequate ICT resources
in relation to learners with special educational
needs. Constant supply of electricity or any
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other reliable source is another remedy to
achieve a sustainable integration of ICTs in
class since unavailability of electricity and the
sudden electrical power cuts disrupt lessons,
especially when the teachers and learners are
making use of internet websites to search for
information.
The findings of this study supports Harman
(2018) who asserts that e-books ensure that
learners are pro-actively interacting with the
learning material by way of videos,
animations, augmented reality, changing
displays, and taking notes, among others. The
researchers found that it is essential to provide
requisite
infrastructure
that
promotes
successful integration of ICT in teaching in
inclusive classes. The idea supports Ogbomo
(2011) who says that, before any ICT-based
programme is launched, policymakers and
planners must carefully consider that there are
appropriate rooms or buildings available to
house the technology. Similarly, this study
supports Mndzebele (2013) who assert that
providing adequate facilities and resources are
paramount for effective integration and
utilisation of ICTs by teachers of inclusive
classes.

education, both in terms of ICT and Inclusive
education are dynamic. Refresher courses in
both areas are needed as what teachers have
learned in the past five years could easily
become redundant. The research therefore
recommends that teachers should undergo
Continuous Professional Development on the
use of ICTs in order to cope with the
continuous advances in Information and
Communication
Technologies.
Such
professional development courses should
include the use of ICTs in teaching all learners,
but more so, those with special educational
needs in inclusive classrooms. This can be
achieved
through
conducting
regular
workshops, seminars and conferences with the
objectives of updating the teachers’ existing
knowledge and competences on ICT use in
education and in inclusive classes, specifically.
Current trends in education do not
necessarily acknowledge teachers who teach
learners with special needs by rewarding them
differently. Teachers for inclusive classes
should be provided with sufficient and efficient
ICT gadgets, so that they utilize them to
enhance teaching of learners with special
educational needs.

Conclusion
The major objective of the study was to assess
the utilisation of ICTs to enhance the teaching
of learners in inclusive classes in Namibia,
with specific reference to the Oshana Region.
Based on the qualitative analysis of the data,
this study concluded that ICT tools were
indispensable teaching aids when teaching
learners in inclusive classes. The study also
concluded that teachers may face a myriad of
ICT-related challenges, but there were possible
solutions to address them to improve the
teaching and learning of learners in inclusive
classes, especially those with special
educational needs. In addition, the study
concluded that, teachers should be introduced
to ICT during their pre-service training so that
they use the knowledge to enhance the
teaching of learners with special needs in
inclusive classes. This will help to bridge the
gap between their learning and that of learners
with less complex learning needs.
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