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Editorial 

 

Welcome to the National Institute for 

Educational Development’s (NIED) 2021 

Volume 29, Issue 2 of the journal Reform 

Forum. This volume includes ten most 

recent articles contributed by our readers 

which include titles like: Poor 

performance of learners in Grade 12 

English as a second language 

examination: Content analysis of 

Oshigambo High School Alumni WhatsApp 

dialogue; Namibian pre-service science 

teachers’ scientific epistemic beliefs; 

Assessing the effect of the intersectionality 

of gender and socio-economic status on the 

girl child’s academic performance in 

Accounting at a secondary school in 

//Kharas region; Turnitin as both an 

enabler and deterrent of educational 

development in English language essay 

writing; The teachers’ perceptions and 

attitudes toward Physical Education as a 

subject in Namibian secondary schools; 

and Schoolboard members’ involvement in 

school governance: A case of five schools 

in Omuthiya circuit, Oshikoto, 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 sit down while 

you read this edition with great interest and 

think about contributing an article towards the 

next publication. The readers should visit our 

website: www.nied.edu.na where you will find 

the latest titles in the Reform Forum (all 

downloadable), as well as additional 

information on the Institute and its programme 

of activities. 

Our journal, The Reform Forum, as a 

periodical, is distributed freely to all UNAM 

Campuses of education, Regional Education 

Offices, Teachers’ Resource Centres, National 

Libraries 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 articles and 

are encouraged to express 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 Reform Forum do not 

necessarily reflect the opinions of the National 

Institute for Educational Development, the 

Ministry of Education, Arts and Culture, or the 

Editors. Kindly contact us if you are interested 

in contributing an article or subscription 

(juugwanga@nied.edu.na or use our mailing 

address: P/Bag 2034, Okahandja, Namibia, 

Tel: +264-62-509000). 

 

The Editorial Committee 

http://www.nied.edu.na/
mailto:juugwanga@nied.edu.na
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Poor performance of learners in Grade 12 English as a second language 

examination: Content analysis of Oshigambo High School Alumni 

WhatsApp dialogue 

 
Elina T. Ithindi  

 Namibia University of Science and Technology (NUST), Namibia 

eithindi@nust.na  

 
Abstract 

A good pass in English as a subject at Grade 12 level has become a determining factor of one’s future 

success in the Namibian education system. Without a good pass in English as a subject at Grade 12 

level, a learner’s hope of choosing a good career path is ruined. Thus, English has become a barrier 

to admission to tertiary institutions as many learners do not pass it with outstanding scores as 

expected. This closes the doors for many aspiring learners. Following the release of the 2019 Grade 

12 examination results at the beginning of 2020, the Namibia Senior Secondary Certificate Ordinary 

level results, poor performance in English as a subject attracted the attention of affiliates of the 

Oshigambo High School Alumni Association. This provoked a WhatsApp dialogue in which a social-

constructivism approach was employed to brainstorm and identify causes of the persistent poor 

performance in English as a subject at national level, as well as potential solutions. The WhatsApp 

dialogue was aimed at answering two main questions of the research project: What are the causes of 

persistent poor performance in the Grade 12 English examinations in Namibia? and How can the 

problem of poor performance in English as a subject be addressed in Grade 12 Namibian 

examinations? The WhatsApp log indicated that thirty-six out of about two-hundred Oshigambo High 

School Alumni Association members at that time partook in the dialogue that lasted for about one 

month, twenty-seven days to be specific.  

Using a content analysis approach, the WhatsApp dialogue was analysed thematically, giving 

rise to challenges faced by learners, teachers and the communities at large. These challenges are such 

as limited opportunities for learners to pursue further studies at tertiary institutions, poorly written 

official correspondences in other sectors of the economy, and an unconducive learning environment 

for English as a second language due to mother tongue interference.  Challenges related to assessment 

and teaching methods also emerged from data analysis, such as code switching due to teachers’ low 

level of proficiency in the English language, and insufficient effort by teachers of other subjects to 

instil the correct command of the English language. Recommendations on how the problem of 

persistent poor performance could be alleviated also emerged from the study, such as provision of 

adequate English language learning materials, increased homework in all the English language skills, 

increased monitoring of English language teachers by subject advisors so that mutual assistance is 

provided, as well as faster implementation of recommended solutions at curriculum level where many 

other stakeholders in the education sector should play a role. 

        

Keywords: performance of learners, English as a second language, Grade 12 examinations, content 

analysis, WhatsApp dialogue, instructional challenges 

 

Introduction 

A good pass in the English language has 

become a passport to one’s tertiary education 

programmes and future career opportunities in 

Namibia where English is used as not only a 

medium of instruction but also as an official 

language. Without a good pass in Grade 12 

English, many Namibian students are unable to 

pursue career opportunities in a variety of 

disciplines, for example in science, 

engineering, medical field and many others.  

For example, for a learner to pursue a career in 

medicine or other careers that are on demand 

in Namibia, they need to pass Grade 12 

English as a Second Language with excellent 

or very good results, ranging from 70% to 

100%. However, very few learners pass 
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English with such very good grades at Grade 

12 level. Drawing on Kambowe (2018), there 

is consensus that “English is proving to be a 

barrier to higher education, especially for 

learners who excel in other subjects” (p. 1). 

This closes the doors for many young aspiring 

learners, forcing them to instead opt for 

unfavourable career opportunities where the 

English admission requirements are relaxed. 

As illustrated by scholars in the field, 

(Frans, 2016; Kamati & Woldemariam, 2016; 

Nkandi, 2015), the pass rates in the Namibia 

Senior Secondary Certificate Ordinary level 

(NSSCO) English as a Second Language 

(ESL) examinations have been poor for several 

years, and this has become a persistent matter 

of concern. The 2017 Grade 12 NSSCO 

examination results indicate that only 39.3% of 

22 091 full-time candidates qualified for 

admission to tertiary institutions, and “English 

as a second language was one of the subjects in 

which pupils fared poorly” (Kambowe, 2018, 

p. 1).  

Following the release of the 2019 Grade 

12 examination results at the beginning of 

2020, this predicament, which has become a 

national concern, became critical among 

members of the Oshigambo High School 

Alumni Association (OSHA) and provoked a 

dialogue aimed at finding a solution to this 

national dilemma. OSHA comprises a variety 

of professionals in different sectors of the 

Namibian economy, including prominent 

medical doctors, lawyers, engineers, 

politicians, business personalities, academics, 

among others, intellectuals able to engage in 

constructive national debates.  

 

Background of the study 

The Oshigambo High School Alumni 

Association (OSHA) was launched in 2010. 

The main objective of the association is to 

provide networking opportunities among the 

alumni, but the Association also aims to assist 

Oshigambo High School (OHS) in the 

Oshikoto region in different ways, especially 

by initiating and promoting fundraising 

activities to raise money that can be used to 

cater for different needs of the school. The 

members of the alumni association are former 

OHS students and teachers, but honorary 

membership is also available for any individual 

who is deemed worthy of OSHA membership 

by the OSHA Executive Committee. 

Advancement in technology has brought along 

mediating artefacts that can be used to not only 

communicate but also to enhance the quality of 

education. One such innovation is the 

WhatsApp tool. In the recent times, the 

WhatsApp application has emerged as not only 

a source of entertainment but also an 

indispensable communication tool for learners 

and professionals alike. In support of this 

statement is Barhoumi (2015) who lists several 

benefits of WhatsApp as an instant messaging 

tool, including enabling students and 

professionals to construct and share knowledge 

and information.  Likewise, in March 2016 a 

WhatsApp group was created to facilitate 

communication among the OSHA alumni on 

matters pertaining to OHS. The platform is 

also used to communicate constructive ideas 

regarding various issues of national concern, 

the education sector inclusive. WhatsApp has 

consequently strengthened communication 

among the Association’s members and has 

afforded a platform in which professionals 

deliberate and share constructive viewpoints 

pertaining to issues of national interest.   

One topic of national interest that 

emerged from the OSHA WhatsApp 

conversations was poor performance of Grade 

12 learners in English as a Second Language 

(ESL). The dialogue emanated from poor 

performance of Grade 12 learners in the 2019 

Namibia Senior Secondary Certificate 

Ordinary (NSSCO) ESL national examinations 

and was analysed to provide answers to the 

research questions of this project as listed in 

one of the subsequent sections: the causes of 

persistent poor performance in the Grade 12 

English examinations in Namibia, and how the 

problem of poor performance in English as a 

subject can be addressed in Grade 12 Namibian 

examinations. The discussions mainly focused 

on the root causes of the problem, as well as 

recommendations on what could be done to 

deliver quality teaching and learning pertaining 

to English as a subject at high school level in 

Namibia.   

 

Theoretical considerations 

This research was guided by social 

constructivist paradigm. Social constructivism 

originates from the work of Lev S. Vygotsky 

(1896-1943) who is the mastermind behind the 
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socio-cultural approach to teaching and 

learning. One of the key tenets of the socio-

cultural approach to teaching and learning is 

that social interaction has a key role to play in 

the teaching and learning process as a learner 

can do more in collaboration with others as 

opposed to when working independently 

(Vygotsky, 1978). This illustrates the 

interconnection of social and individual 

processes in the co-construction of knowledge. 

Social constructivism is more suitable as it is 

more contemporary when compared with other 

learning theories, and it takes into account the 

context and the role interaction with others 

play in the process of creating new knowledge 

(Li, 2013). Another key tenet of socio-

constructivism is that learning is a process that 

is mediated by tools, as indicated by Zhou and 

Brown (2015), “development depends on 

interaction with people and the tools that the 

culture provides to help form their own view of 

the world” (p. 30). Likewise, it is the 

WhatsApp tool that facilitated an opportunity 

for interaction and creation of new knowledge 

in this research.  

 

Problem statement and research questions 

Poor performance of learners in the NSSCO 

English examinations has been a persistent 

state of affairs in Namibia (Frans, 2016; 

Kamati & Woldemariam, 2016; Nkandi, 2015; 

Simasiku, Kasanda & Smit, 2014). Poor 

performance in English as a subject is a major 

concern as it affects learners’ opportunities to 

get admitted at institutions of higher learning, 

despite outstanding performance in other 

subjects. Although a study was conducted at a 

certain school in Oshikoto region in 2016 to 

identify the causes of underachievement of 

learners in the NSSCO English examinations 

(Kamati & Woldemariam, 2016), poor passing 

rates in NSSCO English examinations remain a 

constant challenge. The poor performance of 

learners in English in the 2019 NSSCO 

examinations resulted in the call for 

stakeholders in education to discuss and find 

ways to address the challenge of persistent 

poor performance in English as a subject 

(Iikela & Oliveira, 2020). After the release of 

the 2019 NSSCO examination results, the 

government of the Republic of Namibia had a 

plan to host a national conference to discuss 

solutions to persistent poor performance in 

English as a subject, but this idea has never 

materialised.  It is on this basis that this 

research aimed to find answers to the following 

key questions: 

 

1. What are the causes of persistent poor 

performance in the Grade 12 English 

examinations in Namibia?  

2. How can the problem of poor performance 

in English as a subject be addressed in 

Grade 12 Namibian examinations? 

 

Literature review 

The use of English as a medium of 

instruction  

As English has become a global unifying 

language, teaching and learning English has 

become significant, including using English as 

medium of instruction. With insight from 

Dearden (2015), the use of English as a 

medium of instruction has become an 

increasing global phenomenon in primary, 

secondary and tertiary education phases to 

equip learners with language skills that are 

essential in the global economy. Drawing on 

Dearden (2015), English medium can be 

understood as “the use of the English language 

to teach other school subjects in countries or 

jurisdictions where the first language (L1) of 

the majority of the population is not English” 

(p. 4). This definition is also suitable for 

Namibia, with its multiple first languages. Like 

in many other countries in the world, English 

has been the medium of instruction in Namibia 

since independence in 1991. However, in a 

study that was conducted at two secondary 

schools in Omusati educational region in 

Namibia regarding factors that influence the 

performance of learners in ESL, Nkandi (2015) 

concluded that using English as a medium of 

instruction was one of the factors that had a 

significant impact on the poor performance of 

the learners. Similarly, Simasiku et al. (2014) 

share the same sentiment by echoing in their 

study on teaching subjects’ content through 

English as the medium of instruction in the 

Namibian classrooms that “as long as English 

remains the official medium of instruction in 

Namibian classrooms, learners will fail to 

achieve the desired results” (p. 323).  Thus, 

although English has been the medium of 

instruction since Namibia’s independence in 

1991, the fact that learners have limited or no 
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opportunities to use English outside the ESL 

classroom, especially in the rural settings, 

contributes to poor proficiency in the English 

language.  

Likewise, Dearden (2015) explains how 

a study that was conducted by the Centre for 

Research and Development in English Medium 

Instruction at the University of Oxford 

illustrates how the use of English as a medium 

of instruction poses challenges in many other 

countries globally. Some of the issues 

emerging from teaching and learning through 

English medium of instruction include lack of 

competent teachers in the English language, 

insufficient resources, lack of clear educational 

policies, challenges regarding assessment and 

ambiguity regarding whether English should be 

used alone or if it could be mixed with 

vernaculars (Dearden, 2015).  This scenario 

illustrates how issues surrounding the use of 

English as a medium of instruction are a 

common anomaly in many educational 

contexts, yet it does not mean that it is a matter 

that should be taken for granted and be 

regarded as common practice.  It is an issue 

that is still open for educational debates. 

Among recent debates on English as a 

medium of instruction, it is worth pointing out 

Nekondo (2021) who advocates for a review of 

admission of learners at universities based on 

their results in English as a subject rather than 

on English as a medium of instruction. His 

argument is that “basic competence in the 

medium of instruction is essential to higher 

education success; grammatical awareness of 

the language is not” (Nekondo, 2021, p. 7), yet 

priority is given to English as a subject. In 

other words, his argument is that if a student 

was able to pass other subjects that are taught 

in the English medium exceptionally well, this 

should serve as an indication that such a 

student will be able to cope with the demands 

of university education and should not be held 

back by poor performance in English as a 

subject. This provides food for thought. 

 

Challenges encountered in the process of 

teaching and learning English as a second 

language 

There is a variety of challenges that learners 

encounter in efforts to become proficient in the 

English language which for some might not 

only be a second language but rather a third or 

even fourth language. Creating a balance 

between native languages and English is one of 

such challenges (Abdullah, 2015).  Especially 

in Namibia, some native languages are on the 

verge of abandonment as a result of the 

English language that the young learners find 

more appealing in comparison with their first 

languages. With reference to Nepolo (2020), 

there is widespread apathy that our indigenous 

languages are of poor value compared to 

English, consequently undermining our 

cultural identity.  However, little is known 

whether fluency in one’s native language is a 

pre-requisite to success in any given second 

language.  For example, Sultana (2018, p. 3) 

substantiates this assumption by explaining 

that “L2 learners who have strong linguistic 

backgrounds in their L1, overcome frustrating 

experiences in their L2 development”. 

Similarly, in a study that was conducted in the 

Zambezi region in Namibia by Simasiku et al. 

(2014), the teacher participants found the 

Namibian language to be rigid, compelling 

them to advocate for code switching so that 

they are not only limited to English. This is 

one strategy that could be used to create a 

balance between English and the indigenous 

languages. 

Shortage of qualified teachers of the 

English language which results in poor 

delivery of lesson content is another challenge 

(Ganaprakasam & Karunaharan, 2020).  

Pandiyan, Maasu and Albert’s (2017) study in 

Ghana identified lack of qualified English 

language teachers to be a barrier to the 

performance of high school learners in English.  

In the Namibian context, in an earlier study on 

the subject, Kamati and Woldemariam (2016) 

explain how poor performance in English as a 

subject could be attributed to both teachers’ 

and learners’ low levels of proficiency in the 

English language. In short, debates 

surrounding this issue imply that some English 

language teachers are not equipped with the 

necessary skills and knowledge to teach the 

subject. This complicates the matter, because 

one cannot have high expectations for the 

learners to perform exceptionally well in the 

examinations when even the teachers are 

struggling with the second language. Negative 

attitudes toward learning the English language 

is another obstacle (Dhillon & Wanjiru, 2013; 

Ganaprakasam & Karunaharan, 2020). 
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Students’ attitudes toward what they are 

learning has a key role to play in shaping 

successful learning. Both intrinsic and extrinsic 

motivation play a role in students’ second 

language learning and acquisition.  In the 

Namibian context, Kamati and Woldemariam 

(2016) observe that in the rural area where 

their study was conducted learners at primary 

and secondary school levels had negative 

attitudes toward learning English, which they 

regarded to be a foreign language.  This 

impedes the efforts of the teachers to produce 

proficient users of the English language at 

Grade 12 level. 

Another issue that complicates teaching 

ESL is the minimal effort by teachers of other 

subjects to inculcate the correct command of 

the English language. “Every teacher who 

teaches any subject matter in English to ESL 

students is not only a teacher of the content 

area but also is a teacher of English as well” 

(Abdullah, 2015, p. 371).  Ganaprakasam and 

Karunaharan (2020) share the same sentiment, 

that teachers of other subjects should maximise 

opportunities for learners of ESL to improve 

their use of the English language.  Hence, 

instilling the correct command of the English 

language in learners is not an undertaking that 

should solely rest on the shoulders of the 

English teachers; it should be a collective 

responsibility. Language load, as per Abdullah 

(2015), is another challenge, in the sense that 

learners of English are loaded with many 

unfamiliar and complex English syntax. This 

could be a challenge to some learners for 

whom English might not only be a second but 

rather a third or even fourth language.  This 

concern calls for curriculum developers to be 

mindful when determining English lessons 

content, so that it is tuned to the cognitive level 

of the learners, thus facilitating mental 

flexibility.   

The list of challenges encountered in the 

process of teaching and learning English as a 

second language is infinite.  Nekondo (2021) 

presents a comprehensive list of reasons 

behind the poor performance of learners in 

English as a subject, such as “English teachers’ 

pedagogic content knowledge and assessment 

practices, a lack of English teaching and 

learning resources, as well as pupils’ love or 

fear of English as a subject” (p. 7).  Hence, the 

following section shifts the focus on how these 

challenges could be alleviated. 

 

Strategies to alleviate drawbacks regarding 

poor performance in English as a second 

language 

Scholars in the field have proposed a variety of 

strategies that can be considered to alleviate 

drawbacks that school communities experience 

in teaching and learning ESL. As there is 

consensus among scholars that the 

environmental context has a key role to play in 

the learning process as per socio-constructivist 

thinking, creating opportunities for English 

language learning outside the classroom is one 

of the proposed strategies (Ganaprakasam & 

Karunaharan, 2020). Learning the English 

language in the classroom setting alone is 

insufficient to optimise learning and 

acquisition, especially in environments where 

learners do not have any exposure to the 

English language at home. There are many 

learners in contexts where English is used as a 

second language, with minimal exposure to the 

language outside the classroom. Other scholars 

propose increased group activities to enhance 

interaction among the learners during the 

language learning process (Dhillon & Wanjiru, 

2013; Pandiyan et al., 2017). Group activities 

facilitate a scaffolding element that is also 

essential in the learning process, especially in 

environments where learners who are 

struggling can learn from others who are doing 

well.  Dhillon and Wanjiru (2013) recommend 

group activities such as group vocabulary 

games, debating clubs and essay writing 

competitions. Likewise, Pandiyan et al. (2017) 

share the same sentiment, advocating for senior 

high school debates. The fun element in these 

types of activities makes the learning process 

interesting. Also, Abdullah (2015) explains 

how positive social interaction makes learners 

feel comfortable to use new language skills, 

and they develop intrinsic motivation to use the 

English language. 

When the focus is shifted on the 

teachers, exceptional understanding of subject 

content, English in this regard is also a pre-

requisite to successful teaching of English as a 

second language. Drawing on Ganaprakasam 

and Karunaharan (2020), “teaching language 

cannot be fruitful without content” (p. 180). 

Considering the need of competent English 
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language teachers, researchers in the field 

advise that subject teachers be advised to 

encourage learners to use proper English when 

teaching other subjects (Dhillon & Wanjiru, 

2013; Ganaprakasam & Karunaharan, 2020).  

The situation at hand illustrates how the 

English language teachers need a helping hand.  

Thus, it should be a concerted effort, yet good 

understanding of the subject matter is pivotal 

to attaining this goal. Using proper English 

language teaching methods is another strategy 

that should not be overlooked. Drawing on 

Pandiyan et al. (2017), there is delusion that 

any person who speaks the English language 

can teach it. This is a distorted statement as not 

everyone who is able to use English has 

mastered the skills to impart knowledge and 

skills to the learners. English language teachers 

should be up to date with theoretical aspects of 

the English language that inform the selection 

and application of fitting pedagogy. 

Monitoring English language teachers’ 

work is another strategy that some researchers 

in the field recommend. For example, 

Pandiyan et al. (2017) recommended 

supervision of English teachers by 

administrators, to ensure that the teachers are 

doing what is supposed to be done.  In short, 

before moving on with the empirical study, this 

is what researchers in English language 

teaching and learning advice regarding 

alleviation of the predicament of poor 

performance in English as a subject. 

 

Research design 

In efforts to investigate the problem of 

persistent poor performance in English as a 

subject at Grade 12 level, the researcher 

adopted a qualitative research approach that 

Creswell (2014) defines as “an approach for 

exploring and understanding the meanings 

individuals or groups ascribe to a social or 

human problem” (p. 4). The participants and 

the data collection methods were all 

purposively selected due to their likelihood to 

provide relevant information pertaining to the 

research questions. As Harding (2013) 

explains, in purposive sampling the researcher 

chooses participants deliberately, choosing 

those who will best fit the purpose of the 

research. Consequently, among other debates 

and issues that featured in the OSHA 

WhatsApp group during the research period, 

only conversations related directly to poor 

performance of learners in Grade 12 English 

examinations were deliberately selected for 

further analysis. The procedure that was 

employed to collect data is described at length 

next in the subsequent section. 

 

Data collection method 

Thirty-seven members of the OSHA that had 

about two hundred memberships by then 

participated in the conversation regarding poor 

performance of Grade 12 learners in the 2019 

ESL national examination. The conversation 

took place for about a month, from the 19
th
 of 

December 2019 to the 14
th
 of January 2020. 

The discussion topic was opened by one of the 

alumni who expressed discontent with the 

performance of the Grade 12 learners in the 

HIGSCE examination results that were just 

released. Then, the discussions overflowed to 

the Grade 12 IGSCE examination results that 

were later released, and the focus was on poor 

performance of learners in ESL. The 

WhatsApp log indicated that thirty-six alumni 

out of a total of about 200 OSHA members at 

that time partook in the conversation. The 

conversation lasted for twenty-seven days, 

taking place day and night. The researcher who 

doubles as an OSHA alumnus played the role 

of a non-participant observer during the 

discussions that were posted to the WhatsApp 

platform, thus available in the public domain. 

A few of the postings were in Oshiwambo (one 

of the local languages) as many of OSHA 

members were Oshiwambo speaking, but the 

researcher was able to translate these postings 

into English.  At the end of the discussions, 

with permission of fellow alumni the 

researcher volunteered to analyse and 

synthesize the views that were expressed. The 

main objective was to sensitise a wider 

audience on the challenges of English as a 

subject that teachers, learners and other 

stakeholders in the Namibian education sector 

were facing at Grade 12 level, and how some 

of these challenges could be alleviated.  

 

Data analysis  

Thematic or content analysis was employed to 

analyse data. Drawing on Luo (2019), content 

analysis is applied to systematically collected 

data from a set of texts, such as interviews, 

web content, social media posts and 
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photographs. Hence, this study employed 

content analysis of social media posts, in 

particular WhatsApp conversations. The 

findings from content analysis were 

categorised into themes, and then the results 

were analysed using narrative summaries. The 

researcher adopted Roulston’s (2014) approach 

to data analysis that entails three steps: the 

reduction of data, re-organisation, and 

representation of data. The researcher started 

by initially colour-coding and memoing key 

issues emerging from the WhatsApp 

conversations, issues that were worth exploring 

further at a later stage of data analysis. This 

enabled the researcher to arrive at emerging 

themes that were further analysed and then 

interpreted in narrative summaries.   

 

Presentation of findings 

The analysis of conversations data facilitated 

emergence of the following key themes: 

challenges faced by learners, challenges faced 

by teachers, teaching and assessment methods 

in use, as well as suggestions for improved 

practice in teaching and learning English as a 

subject in Grade 12 in Namibia.  These themes 

are explained in the narrative summary below. 

 

Challenges faced by learners 

There was consensus that poor performance in 

English prevented young people from 

accessing tertiary education; yet, admitting 

students with poor English language skills 

would pose a challenge to the nation. The 

participants in the WhatsApp dialogue argued 

that the problem of poorly written English did 

not stop in the education sector. It was 

widespread in offices as well as in business 

where correspondence was poor. The poorly 

written reports and other documents gave bad 

examples to learners. Also, when these learners 

will start working in future, language errors in 

official documents would be enormous, and 

colleagues would spend much time correcting 

language errors in official correspondences 

which was a waste of time and resources. This 

challenge is illustrated in the following excerpt 

by a certain OSHA alumnus:   

“If we allow learners who fail English to be 

admitted to institutions of higher learning, 

these are the quality of graduates we envisage 

to see in the world of work in the future.” 

 

However, a counter argument emerged, that it 

was unfair for learners to be prevented to 

attend tertiary institutions because of English, 

especially when they were not majoring in 

English. Such restrictions should only apply to 

those who intended to major in English and 

communication studies. It is thus an issue that 

calls for further research and debates. It was 

also observed that social media has an 

influence on the young readers. The English 

language used in social media is poorly 

written; it is grammatically poor, and the 

spelling is poor as well.  The young readers do 

not realise these differences, and some find 

such style of writing “cool”. Without having 

sound knowledge of written and spoken 

English language the young readers get 

confused.  The challenge that is described here 

is illustrated in the excerpt below by an OSHA 

alumnus: 

“If learners do not observe correct spelling 

and expression, they won't acquire a good 

command of the English language.”  

 

Also, speaking or practising English out of 

class is regarded as showing off, especially in 

rural settings, and this discourages the learners 

to continue practicing. This observation 

concurs with Abdullah (2015) who narrates 

how learners withdraw from trying to speak 

English when others make fun of them, leading 

to hindered learning and achievement. A 

related challenge is lack of a conducive 

learning environment because of mother 

language (L1) interference.  In the same vein, 

Abdullah (2015) explains how ESL learners 

are usually unable to interact with English 

speaking peers academically or socially.  On 

the other hand, some of the alumni contended 

that acquisition of L1 plays an important role 

in second language learning. They argued how 

the use of indigenous languages was fading in 

African households, yet to do your best in a 

foreign language, one needs to understand L1 

first.  Also, while English has economic value, 

local languages have also cultural value and 

should thus be preserved. These debates call 

for reconsideration of the Namibian language 

policy so that a balance is created between 

English and the indigenous languages. The 

current situation is a tug of war. 

 

 



REFORM FORUM, VOLUME 29, ISSUE 2, DECEMBER 2021 

 

 
11 

 

 

Challenges faced by teachers 

The OSHA alumni also indicated that some 

English teachers were struggling with the 

English language themselves, thus unable to 

teach learners in English. An example is the 

excerpt by an OSHA alumnus below:  

“I have seen some English teachers who are 

struggling with English themselves and I was 

wondering how they teach the learners in 

classes.” 

 

As it was stated earlier, Kamati and 

Woldemariam (2016) revealed in their study 

how poor performance in English as a subject 

could be attributed to both teachers’ and 

learners’ low levels of proficiency in the 

English language. This challenge flows from 

L1 interference as teachers speak to learners in 

local languages in the classroom settings.  

Drawing on Dearden (2015, p. 25), 

codeswitching is “a contested area in the EMI 

(English Medium Instruction) content 

classroom”, meaning that this is a widespread 

issue of concern in ESL teaching and learning. 

Hence, the teaching or delivery methods used 

by some teachers need to be revisited as they 

might have a negative impact on the learners’ 

performance. 

Another concern that featured during the 

OSHA WhatsApp dialogue was that learners 

were only guided to write correctly in English 

classes. Teachers of other subjects hardly 

attend to English language errors in students’ 

written work, as one OSHA alumnus claims 

below:   

“Learners are only guided to write correctly 

during English classes. It is very bad indeed. If 

they are allowed to write street English in for 

example History or Biology and not observe 

the correct spelling and phrasing, they won't 

acquire a good command of English.” 

 

This problem becomes a stumbling block in the 

process of acquiring a good command of the 

English language. As it was mentioned earlier, 

Ganaprakasam and Karunaharan (2020) share 

the same sentiment, and they are of the opinion 

that instilling the correct command of the 

English language in learners should not solely 

rest on the shoulders of the English teachers; it 

should be a concerted effort. 

 

 

Assessment and teaching methods in use 

It emerged also from the OSHA WhatsApp 

dialogue that the way Grade 12 English 

language examinations were set in Namibia 

was problematic.   Some learners who passed 

English first language with flying colours got 

low marks in English as a 2nd language.  

Another related observation was that the 

learner-centred approach and the 

communicative approach per se were not 

applied effectively at schools, and critical 

thinking was not also emphasised. The 

concerned alumni asserted that the learner-

centred approach was meant to encourage 

learners to take initiative through self-

expression as it inculcates values of personal 

responsibility, including problem solving 

strategies, self-actualization and independent 

thinking as opposed to memorization of facts 

without understanding. On the other hand, 

some alumni said that the communicative 

language might not be suitable for learners in 

rural settings whereby they were unable to 

express themselves in the English language, as 

illustrated in the quote below:  

“There is no foreign language environment in 

rural Namibia! Hence, the need for creativity 

in English language teaching.” 

 

Recommendations  

Recommendations for challenges 

encountered by learners 

With the intention of alleviating some of the 

challenges faced by learners, the alumni who 

participated in the dialogue recommended 

adequate learning materials on the English 

language to be provided for schools to deliver 

quality teaching that might improve the 

examination results.  This is because a student 

with poor English, even if gifted in other 

subjects, might not be able to cope with thesis 

writing at tertiary level.  Thus, a good pass in 

the English language was still essential for 

tertiary studies. The alumni also felt that the 

homework given to learners, especially in rural 

settings, was insufficient to improve their 

English language skills.  It was thus 

recommended that learners should be given 

increased homework in all the English 

language skills to improve their language 

proficiency. Poor exposure to a foreign 

language environment (English) in the rural 

areas points to the need for creativity in 
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English language teaching. The aspect of 

language use in social media should also be 

considered by alerting those who were still 

learning the language to be vigilant of the type 

of English used in social media which was 

often poorly written and grammatically poor. 

 

Recommendations for teacher-related 

challenges 

The concerned alumni recommended that 

educators need to seriously relook at English 

language pedagogical methods and the way 

learners were prepared for examinations. Since 

code-switching was common among some 

teachers, there was consensus among the 

alumni that only English should be used in 

class for teaching, learning and interactions 

among learners and teachers.  However, when 

communicating for example in school yards 

and hostels, both English and L1 should be 

used as both are equally important. English 

should not be dominant to the vernacular 

languages; vernacular languages should also be 

promoted to their fullest out of classrooms, 

whether at school or at home.  For mutual 

assistance, English language teachers need 

more monitoring and regular visits by advisory 

officers to ensure fruitful end of year 

examination results. Pandiyan et al. (2017) 

share the same sentiment. 

 

Recommendations for curriculum and 

instructional challenges 

The OSHA alumni who participated in the 

WhatsApp dialogue suggested that there was 

an urgent need for a review of the learning 

outcomes of the English language curriculum, 

to produce a good curriculum with well-

articulated learning outcomes. Good examples 

can be learned from some private schools that 

produce very competent users of the English 

language, and their curricula could thus be 

exemplary. As the alumni were concerned 

about the slow implementation of 

recommended solutions over years, they noted 

that action needed to be taken as soon as 

planning was done, and the National Institute 

for Educational Development (NIED) 

interventions needed to be intensified. Correct 

English should be enforced in all subjects by 

correcting writing errors in both English and 

other subjects that are taught in the English 

language. The writing must be correct in all 

aspects of grammar and language usage. 

Reading, summarising and report writing 

should be encouraged by reading and citing 

many novels of learners’ choices, from the 

libraries. The more a person likes reading 

with understanding, the more their knowledge 

is broadened. 

 

Recommended changes at community level 

The OSHA alumni expressed the need of 

parental involvement in the education of their 

children by instilling discipline in learners to 

be responsible for their own learning. The 

concerned alumni concurred that some learners 

were not serious with their studies these days 

and did not pay attention in class, and teachers 

were forced to beg them to study. Schools 

should also partner with newspaper publishers 

to receive old copies of newspapers and use 

them for language teaching, such as 

interpreting a newspaper article, disputing its 

contents, looking beyond the story, and 

studying the writing style and diction. There 

was consensus among the OSHA alumni that 

the problem of poorly written English flows to 

other sectors of the economy; and was also a 

widespread problem in offices and in 

businesses. Educating learners should thus be a 

concerted effort among stakeholders, such as 

parents and other community members, 

English language teachers and teachers of 

other subjects. It is on this basis that it is 

critical for further research to be conducted to 

identify specific areas of learners’ weaknesses 

in the English language, such as whether it is 

grammar, reading comprehension, spelling and 

so   forth. 

 

Conclusion 

Considering that the problem of poor passing 

rates in the NSSCO English examinations has 

been consistent over the years, it is of utmost 

importance for stakeholders in education to 

make it a concerted effort to find a lasting 

solution to this problem. It is thus high time 

that teachers of other subjects also make it a 

priority to inculcate a good command of the 

English language in the learners so that they 

are well equipped with the necessary skills and 

knowledge to be able to tackle the English 

examinations with ease. As advocated in this 

paper, collaborative learning should also be 

emphasised to promote connections among the 
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learners, the communities, as well as with 

learning resources, as this method has potential 

to develop certain English language skills.  If 

one does not have a good command of the 

English language, they will struggle to 

understand complex reports, documents and 

correspondences in offices, and valuable time 

will be spent on correction of simple but urgent 

official correspondences.  
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Abstract 

The purpose of this study was to investigate the factors contributing to poor management and teaching 

of Life Skills Education in //Kharas educational region in Namibia. The explorative and descriptive 

design was used within a qualitative approach. The Social Cognitive theory was used as the 

theoretical framework of the study. The population for this study comprised 126 teachers, and four 

school principals from four senior secondary schools in //Kharas region. Nine teachers were selected 

from the three purposefully selected schools in //Kharas Education region. An in-depth semi-

structured interviews on face-to-face with the aid of an interview protocol was used to collect data 

from the principals, HoDs and teachers. Data was analysed using themes which were discussed later. 

The literature and the theoretical framework were used to compare and contrast the study findings. 

The study found that the teachers in the //Kharas region did not have adequate resources to use in 

their teaching of Life Skills Education (LSE) and this was one of the greatest challenges being faced in 

the teaching and learning of LSE. Specifically, the inadequate resources ranged from books, qualified 

teachers and sufficient time. The study also established that the teachers in the //Kharas region were 

not qualified and did not have appropriate training to teach LSE. The study further established that 

stress was one of the factors that seemed to be affecting some of the learners in the //Kharas region 

and this was affecting their academic success. The participants indicated that lack of support from the 

ministry and unavailability of qualified teachers to teach Life Sciences were the main factor 

influencing poor management and teaching of Life Skills Education in the //Kharas education region. 

The participants recommended that the ministry needed to support the schools in Life Skills 

management and teaching and should provide the resources needed to support the teaching of Life 

Skills Education in the region. 

 

Keywords: Life Skills Education, resources, curriculum, Social Cognitive Theories, secondary 

schools, teaching strategies. 

 

Introduction 

Life Skills Education is an important subject in 

the Namibian education schools even though it 

is not a promotional subject. This is a subject 

that prepares learners for the realities of life 

during and after school so that learners are in a 

position to manage the life calamities and other 

situations that may be unbearable in their lives. 

Some learners come from single parent headed 

families, some from child headed families 

especially in this era where most of the parents 

have died of HIV and AIDS. The Ministry of 

Education has introduced Life Skills Education 

as a school subject in schools with the purpose 

of developing support for learners who are 

faced with unbearable situations. Aipinge 

(2007) stated that Life Skills Education helped 

learners to be in a better position to manage 

life intolerable situations and requires that 

teachers are well prepared to disseminate Life 

Skills Education knowledge and practical 

management strategies to the learners when 

such situations present themselves in their lives 

(Brynard, 2006). The Ministry of Education 

(MoE) (2002) indicates that Life Skills 

Education prepared students on what to do and 

what not to do. This subject is part of the 

school curriculum and is managed within the 

school just like any other school subject. Life 

Skills Education should be treated as equally 

important as any other school subject even if it 

is not promotional (Bear, 2010). 
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Learners without appropriate life 

management skills are unable to stand the 

agonizing situations they may find in life when 

they grow up (Bear, 2010). It is for this reason 

that the Namibian Ministry of Education 

makes use of the school to take this proactive 

role to prepare all the learners on the realities 

of what life may present to them as they live 

their lives. The researchers noted that the 

treatment which is being given to Life Skills 

Education as a subject is not the same as other 

subjects. Some schools in the //Kharas region 

did not even have this important subject in 

their schools because the schools and the 

directorate of education seem to be focused 

more on promotional subjects which are used 

to rank them in terms of school performances. 

Therefore, this study investigated the factors 

contributing to poor management and teaching 

of Life Skills Education with the purpose of 

findings everlasting solutions that can improve 

on the management and administration of the 

Life Skills Education (LSE) subject in //Kharas 

region schools in Namibia.  

The Ministry doesn’t seem to be putting 

much focus on the administration of Life Skills 

Education subjects in schools and they leave it 

to the schools to make arrangements to solicit 

for teachers who will teach live skills in their 

various schools. Since the performance of 

every school is based on the learner’s 

performance on promotional subjects the focus 

of most schools is not on Life Skills Education 

but on promotional subjects like English, 

Mathematics, Geography, Business Studies 

and other related academic subjects (United 

Nations Educational, Scientific and Cultural 

Organization (UNESCO’s), 2009). The schools 

have neglected a very important subject which 

prepares learners for the realities of life’s 

unbearable situations and this has led to the 

graduation of learners who are not well 

prepared to face life’s challenges. This study 

sought to answer the following research 

question: 

 

1. What factors contribute to poor 

management of Life Skills Education in 

senior secondary schools in the //Kharas 

region? 

 

 

Theoretical framework and literature 

review 

The study adopted the Social Cognitive Theory 

(SCT) by Albert Bandura (Aguinis, 2009). 

Social Cognitivists believe that the functioning 

of human beings is perceived as an interplay of 

various non-static environmental interplay of 

personal and environmental factors (Alderman, 

2004). For example, how people interpret the 

results of their own behaviour informs and 

alters their environments and the personal 

factors they possess which in turn, inform and 

alter subsequent behaviour. This is the base of 

Bandura’s (1986) notion of reciprocal 

determinism, the view that individual factors in 

the form of cognition, affect biological events, 

behaviour and environmental influences create 

interactions that result in a triadic reciprocal. In 

school for example, social cognitive theory 

contemplated that teachers have the challenges 

of improving the academic learning and 

confidence of the students in their charge. 

Teachers have the role to keep moulding the 

behaviours of the learners in their care for 

them to portray the right behaviours in their 

academic lives. Life Skills Education plays this 

pivotal role in preparing the learners for the 

realities of what life entails. If learners are not 

provided with the appropriate coping strategies 

to cope and manage stressful situations in their 

lives, they end up being wild and may not be 

successful in their academic endeavours.  

Using SCT as a framework, teachers can 

work to improve their students’ emotional 

states and to correct their faulty self-beliefs and 

behaviours of themselves (personal factors), 

cultivating their academic skills and self-

regulatory practices (behaviour), and alter the 

school classroom structures that may work to 

demoralize students’ success. Teachers at 

//Kharas secondary schools can therefore use 

SCT as a framework to combat any stress that 

might be affecting some of the learners in the 

//Kharas region to improve their academic 

success. SCT is deeply rooted in a view of 

human agency in which behaviours and 

personalities are agents proactively engaged in 

their own improvement and can make things 

happen by their engagements (Yang, 2009). If 

teachers at //Kharas secondary schools felt that 

the teaching of Life Skills is not their 

responsibility, they would not prepare relevant 

and suitable teaching and learning materials for 



REFORM FORUM, VOLUME 29, ISSUE 2, DECEMBER 2021 

 

 
19 

 

 

Life Skills Education as they would feel that it 

is an extra work. It was anticipated that if 

teachers considered Life Skills to be serious, 

they would motivate the learners to like it and 

learners would acquire Life Skills to cope with 

body changes for example skills for knowing 

and living with oneself, skills of knowing and 

living with others and skills of effective 

decision- making (Alderman, 2004). Students 

would learn skills such as self-awareness, self-

esteem, coping with emotion, assertiveness, 

effective communication and negotiation skills 

and how to interact with others. The outcome 

of these skills would be the reduction of 

teenage pregnancies abortion, HIV and AIDs 

infections, school dropouts, poor performance, 

drug and substance abuse and strikes in 

schools. And on the other hand, if the 

employment is not effective, all these will be 

widespread. Thus, it was important to finding 

out the factors contributing to poor 

management of Life Skills Education in senior 

secondary schools in the //Kharas region. 

The teaching of Life Skills Education is 

influenced by several factors. Teachers who 

teach Life Skills should have a positive attitude 

towards Life Skills Education (LSE). If their 

attitude is not positive, they will not see the 

need to teach this subject and are likely not to 

put any effort in it. Berber (2012) argued that 

attitude plays a crucial role in pushing 

individuals to embark on any responsibility. 

Attitude is also built on perception and how 

one perceives that responsibility as being 

relevant or not. Teachers who have great 

respect for the future of their learners will 

always have a positive attitude in teaching 

learners LSE because they know how 

important such a subject is in the lives of the 

learners they teach (Aipinge, 2007). Another 

important aspect that influences whether or not 

LSE will be offered is the availability of the 

relevant skills in teaching it. Every teacher 

who is in secondary schools has specialised in 

a particular subject which he can teach with 

ease. If a teacher is not trained to teach a 

particular subject his competence in teaching 

that subject will be poor and may not want to 

teach it or else he/she will embarrass himself 

by not delivering to the expectations of the 

learners being taught (Berber, 2012).  Most of 

the teachers in the Namibian schools are not 

trained to teach LSE and yet most schools 

entrust them with the responsibility of teaching 

it. They are likely to use the time for teaching 

LSE for their own subject of expertise.  

According to Cole (2000), in Namibia 

and elsewhere, teachers teach their learners to 

pass the exams and be promoted to the next 

grade. Teachers do not enjoy teaching just for 

the sake of teaching since they want to assess 

their own successes and weaknesses. LSE is a 

non-promotional subject in Namibia and 

teachers teach it just to prepare learners for the 

life to come without an immediate feedback of 

their efforts in the teaching process (Becker, 

Bruhs, Harrings, & Massdorp, 2005). Teaching 

strategies in LSE make teachers fail to commit 

themselves to the noble goal of teaching LSE. 

In most schools that offer LSE, there is no 

appropriate curriculum which teachers need to 

follow, and there are no appropriate objectives 

that have to be achieved in the teaching of LSE 

(Chilenje & Mwanza, 2012). This makes 

teachers feel that the subject is not relevant and 

will not give their maximum effort in teaching 

it. Teachers need to be supported by the 

Ministry in providing the relevant teaching 

resources for any subject. If such needed 

support is not forthcoming, whoever is 

entrusted with the responsibility of teaching 

any subject will not give his/her best (Cole, 

2000). Most schools in Namibia are not well 

supported with the resources to teach LSE and 

yet they are supposed to teach it with 

enthusiasm (Bear, 2010). This makes these 

teachers fail to treat LSE as an important 

subject in the school curriculum. The support 

needs to come from the Ministry, the district, 

circuit and the school. In most cases the 

Ministry does not provide experienced 

teachers, and the relevant books and other 

materials to use in the teaching of LSE in 

Namibia (Chilenje & Mwanza, 2012).   

 

Methodology 

The study adopted a descriptive and 

exploratory research methodology and a 

qualitative approach. Qualitative research 

designs are associated with words, language 

and experiences and refer to inductive, holistic 

oriented methods (Soeters, Shields, & Rietjens, 

2014). By utilizing this approach, the 

researchers were able to comprehend and 

explain the factors contributing to poor 

management of Life Skills Education in the 
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various senior secondary schools in the 

//Kharas educational region. A qualitative 

research approach which was used in this study 

allowed the researchers to explore and describe 

these factors. The exploratory research study 

allowed the researchers to investigate a 

phenomena (the factors contributing to poor 

management and teaching of Life Skills 

Education in //Kharas educational region) in 

order to identify its variables (Yin, 1989). In 

this study, exploratory and descriptive 

qualitative research designs were used whereby 

the factors contributing to poor management of 

Life Skills Education was explored and 

described through in-depth face to face 

interviews. In- depth face to face interviews 

were found to be more suitable as the 

researchers was able to obtain rich information 

about issues that a participant might be 

reluctant to describe on paper (Taylor, 2009). 

The population for this study comprised of all 

teachers (they are 126 in total) in senior 

secondary schools of //Kharas Region, all 

school principals (they are 5 in total) from all 5 

senior secondary schools in the //Kharas 

region. In this study stratified purposeful 

sampling strategy was used to select two social 

sciences teachers and one principal from each 

of the three senior secondary schools in the 

//Kharas region. Therefore, the sample 

comprised 9 participants (since once school did 

not grant the researchers the permission to 

conduct the study). 

One research instrument was used to 

collect data for this study. This was an in-depth 

face to face interview. The in-depth face to 

face interviews were carried out and the 

estimated duration of one interview session 

was 5-10 minutes. In other words, the 

participants for the study provided first-hand 

information regarding the various factors 

contributing to poor management of Life Skills 

Education in the concerned four Secondary 

schools in the //Kharas region. Most 

importantly, this instrument allowed for 

clarification of both questions and responses 

clearing out the possibilities of 

misunderstandings and misinterpretation of 

both questions and responses. In addition to 

that the use of face-to-face interviews allowed 

the researchers to probe for more information 

from the participants and also to record the 

body language of the participants. The 

audiotape recordings were transcribed 

verbatim for the purpose of data analysis. 

 

Findings and discussion 

Based on the interview results of this study, the 

researchers developed some themes. Table 1 

presents the themes which emanated from the 

interviews with the participating members.

  

Table 1: Emerging themes with their explanations 

Theme Explanation 

1.0 Inadequate resources Schools lacking the necessary resources to  

support the teaching of LSE 

2.0 Children failing to cope with life challenges Lack of support for the children’s’ wellbeing  

3.0 Need for support from the ministry Lack of support from the Ministry affects 

effective teaching that should take place in 

schools 

 

Any teacher who embarks into teaching 

requires the necessary resources to use in their 

teaching. Without resources there is no 

meaningful teaching that can take place. 

Inadequate time and material resources inhibit 

teachers from performing their work 

effectively (Chilenje & Mwanza, 2012). 

Teachers need books, posters, etc. to support 

their teaching. To make an employee highly 

productive and efficient, it is important to 

prepare them with the right tools (Hamukoto, 

2016). Ignoring the potential benefits of 

resource availability in the school may affect 

the performance of the learners. Most of the 

participants in the study indicated the lack of 

resources as one of the factors inhibiting their 

management and administration of LSE in the 

//Kharas region. The following statements 

substantiate this theme: 

 

“We have no proper materials to use that are 

meant specifically for Life Skills Education in 
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our school. The textbook which is there doesn’t 

seem to have much information needed to 

teach the subject”. (Teacher D). 

 

“The schools don’t have enough resources to 

support the teaching and learning of Life Skills 

Education”. (Teacher B). 

 

The findings above agree with the findings by 

Aipinge (2007) who stated that schools need to 

have adequate resources e.g., books, 

classrooms, libraries or other academic 

materials etc. for them to do their work. If 

teachers do not have adequate material 

resources, they will not be able to be 

productive in their work. This will impede the 

way they deliberate on their work. Teachers at 

//Kharas region did not have appropriate 

training to teach LSE. They were just 

appointed to teach it based on their own 

experiences with teaching in general. The 

following quote supports this assertion: 

 

“I specialized in the teaching of languages but 

not LSE but I have been teaching LSE for 

several years now but I don’t seem to see the 

purpose of teaching this subject which is not 

even examined”. (Teacher A). 

 

“I’m teaching Mathematics but there are 

teachers at my school who have specialized in 

other subjects who are responsible for 

teaching LSE. What I have discovered is that if 

they are teaching another subject which is 

promotional they may use the LSE time to 

advance the teaching of their subject and 

neglect LSE”. (Teacher F). 

 

The above findings concur with the earlier 

findings by Wolfaardt (2015) who stated that 

schools should deploy teachers according to 

their areas of specialisation for them to 

produce good results in their teaching. This 

will help the teachers to apply the appropriate 

pedagogical aspects and content in the right 

way. The introduction of LSE is the Ministry 

of Education’s response to the challenges 

facing school going children (United Nations 

Educational, Scientific and Cultural 

Organization (UNESCO’s), 2009). Children 

face numerous challenges in their wellbeing. 

They face the effects of HIV and AIDS, 

joblessness, poor sanitation, non-supportive 

family networks etc. Schools are being used as 

agents of change to narrow the gap of 

challenges facing children today (Brown, 

2009). Families need to provide a safe and 

nurturing environment for children; families 

need to be resilient; strong and equitable 

relationships need to exist within the family 

that are based on respect for diversity; the 

spiritual well-being of the family’s needs to be 

nurtured; and families need to sustainably 

manage and protect their natural assets (World 

Health Organisation, 2002). 

The current environment doesn’t seem 

to provide enough of the most needed support 

for the children’s’ wellbeing and the school has 

to play a role in mitigating on the children’s 

challenges (Ministry of Edcation (MoE), 

2002). The MoE is also rendering its 

unwavering commitment to this noble goal by 

providing LSE (Ministry of Health and Social 

Services (MoHSS), 2016). It has been noted 

that children are engaging in the taking of 

drugs and alcohol abuse, ultimately drop out of 

school, as they succumb to the calamities and 

catastrophes facing life today (World Vision 

(WV), 2003). These challenges continue to 

erode, and derogate the lives of children in the 

//Kharas region. The schools have become 

overburdened by such challenges and teachers 

are now assuming a proactive role in helping 

learners with coping strategies. Participants in 

the study indicated that there has been an 

increase in challenges facing children today- a 

situation that has affected the school 

environment. The following thought supports 

this statement: 

 

“Most of our learners are dropping out of 

school in //Kharas Region as they indulge in 

drugs and alcohol uptake”. (Teacher D). 

 

“There are more than hundred learners who 

have dropped out of school today as a result of 

drug and alcohol”. (Teacher G). 

 

These findings corroborate with the earlier 

findings of the MoHSS (2016) who stated that 

life challenges facing children today require 

dynamic solutions from various role players 

e.g., the school, the church and the family. 

Previously it was the family’s role to teach 

children morals but with the incessantly 

breaking down of family networks other role 
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players have to intervene to rescue the plight of 

the children (World Health Organisation, 2002; 

Namibian National Planning Commission, 

2005). Stress was one of the factors that 

seemed to be affecting some of the learners in 

the //Kharas region and this was affecting their 

academic success as stated by the participants 

in the study. To validate this claim, the 

following emanated from the participants:  

 

“Some learners are stressed in their home 

environment and some at school by other 

learners and they have no coping strategies 

since they are lacking the most needed LSE 

that equips them with coping mechanisms”. 

(Teacher G). 

 

“There are learners from other tribes who 

have suffered tribalism and discrimination for 

a long time and such learners are failing to 

cope well with their studies and a few of such 

have long since dropped out of school”. 

(Teacher C). 

 

The above findings agree with those from 

Wolfaardt (2015) who indicated that one of the 

roles of LSE was to teach learners on strategies 

to handle stressful situations in their lives. If 

learners are harassed, this makes them feel 

unloved, and uncared for. This greatly affects 

their lives and may end up dropping out of 

school. The ministry needs to support all the 

public schools and to monitor all the teaching 

and learning that takes place in the schools 

(Aipinge, 2007). If the teaching and learning is 

not carefully monitored teachers will not 

deliberate their duties the way they should. 

Clusters managers need to visit schools and 

work together with the Head of Departments to 

assess if there is meaningful learning taking 

place in the Namibian classes for LSE. The 

ministry needs to provide well qualified 

teachers for LSE and should always make sure 

that these teachers are well supported in terms 

of the teaching materials to use such as books, 

and proper curriculum and syllabi to follow. 

Participants in the study felt that they needed 

more support from the Ministry of Education 

so as to improve the teaching and learning of 

Life Skills Education. The following quotes 

support this claim: 

 

“We need high level ministerial support in the 

teaching of LSE in our //Kharas regional 

School”. (Teacher A).  

 

“There is poor supervision of Life Skills 

Education teaching and learning in our 

schools. The Ministry need to do more in 

supporting the schools in //Kharas region”. 

(Teacher G). 

 

These findings corroborate with the previous 

findings by Aipinge (2007) who indicated that 

lack of support from the ministry of education 

affects effective teaching that should take place 

in schools. The ministry needs to support 

schools in all aspects if the education system is 

to be sustained. 

 

Conclusion 

The study found that the factors that were 

contributing to poor management of Life Skills 

Education in senior secondary schools in the 

//Kharas region included; inadequate resources, 

children failing to cope with life challenges 

and a lack of support from the ministry. The 

study revealed that teachers in the //Kharas 

region did not have adequate resources to use 

in their teaching of LSE and this is one of the 

greatest challenges being faced in the teaching 

and learning of LSE. Specifically, the 

inadequate resources ranged from books, 

qualified teachers and insufficient time. The 

study also found that teachers in the //Kharas 

region were not qualified and did not have 

appropriate training to teach LSE. They were 

just appointed to teach it based on their own 

experiences with teaching in general. The 

study also unveiled that poor management and 

teaching of Life Skills Education in //Kharas 

region is making children fail to cope with the 

challenges of life in //Kharas region. The study 

further discovered stress as one of the factors 

that seem to be affecting some of the learners 

in //Kharas region and this is affecting their 

academic success as stated by the participants 

in this study. The study further found there is 

need for the ministry to support the teachers in 

the //Kharas region in the teaching and learning 

of Life Skills Education. 
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Recommendations 

Recommendations to the Ministry of 

Education, Arts and Culture 

The Ministry of Education, Arts and Culture is 

the one responsible for managing and 

supervising all educational proceedings in 

//Kharas region. Therefore: 

 There is need to fully support the schools 

in //Kharas region by providing well 

qualified teachers for Life Skills 

Education. 

 There is a need to make Life Skills 

Education a promotional subject so that it 

can be treated just like any other 

promotional subject in the schools.  

 There is need to collaborate with the 

family and church networks to assist 

children to cope with life challenges. 

  Life Skills Education teaching should be 

the responsibility of all teachers in the 

schools and there is need to have an in-

service training for teachers in the field on 

how to teach Life Skills Education. 

 

Recommendations to the school principals 
The school principals need to: 

 Improve their supervision of the teaching 

for Life Skills Education that transpires in 

their various schools.  

 

Recommendations to the parents 

Parents are the custodians of all the children in 

schools. Therefore: 

 There is need for parents to be educated on 

ways to help children cope with life 

challenges rather than leaving this 

responsibility in the hands of the school 

alone. 

 

Recommendations for further research 

This study was done in //Kharas educational 

region, in Namibia. Therefore, studies need to 

be done in other Namibian regions to: 

 Make an evidence based comparison of 

how other schools in other regions are 

managing and teaching Life Skills 

Education.  

 Investigate how learners who are victims 

of poor management and administration of 

Life Skills Education can be assisted in 

their lives. 
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Abstract 

This study aimed to validate the adapted scientific epistemic beliefs (SEB) questionnaire and assess 

the development of scientific epistemic beliefs of pre-service science teachers enrolled in the primary 

science education programme at two campuses of a university in Namibia using paper and pencil 

method. The study employed quantitative methods to collect data. Data was obtained from a sample of 

457 (40% male; 60% female) pre-service science teachers. The study adapted the scientific epistemic 

beliefs questionnaire developed by Conley, Pintrich, Vekiri and Harrison (2004). The adaptation 

entailed shortening the questionnaire to mitigate redundancy suspected in the original questionnaire. 

The self-reporting Likert scale questionnaire comprised four dimensions of beliefs: source; certainty; 

development; and justification of scientific knowledge. The adapted questionnaire had reasonable 

reliability with the Cronbach’s alpha of subscales ranging from  = .51 to .73 and the overall 

reliability of = .74.  Model fit analysis yielded good statistical fit for the data. The results showed 

that the questionnaire worked reasonably well with the Namibian sample used given the good model 

fit for the data, reliability and strong measurement invariance. The study found no statistically 

significant differences in beliefs in terms of gender. However, there were statistically significant 

differences in beliefs about source and justification of scientific knowledge in terms of year of study. 

Understanding the nature of scientific knowledge has been shown to be beneficial in learning science. 

Understanding what scientific knowledge and practices entail is critical to developing pre-service 

science teachers’ epistemic insight. For this reason, pre-service science teachers should be exposed to 

the epistemic aspect of scientific literacy during their training. 

 

Keywords: scientific epistemic beliefs, measurement invariance, pre-service science teachers 

 

Introduction 

In line with the national science curriculum in 

Namibia, science teachers  are expected to be 

scientifically literate professionals (Ministry of 

Education, 2010). One of the components of 

scientific literacy is the understanding of the 

nature of scientific knowledge. However, the 

primary science education teacher training 

programmes in Namibia do not explicitly 

emphasise this aspect of scientific literacy. The 

training mainly focuses on subject content 

knowledge and omits the important epistemic 

aspect of scientific inquiry which is believed to 

help students develop 21
st
 century skills (Gu & 

Belland, 2015). The scientific epistemic beliefs 

(SEB) of teachers has been found to affect both 

their practice and their students’ beliefs about 

nature of science (Kaya, 2017). Scientific 

epistemic beliefs are domain-specific views 

about nature and acquisition of scientific 

knowledge, how scientific knowledge is 

produced, how reliable and valid that 

knowledge is and how it is shared (Conley, 

Pintrich, Vekiri, & Harrison, 2004; Kaya, 

2017). Scientific epistemic beliefs of teachers 

are critical for their professional development. 

These beliefs were found to influence how they 

approach the scientific knowledge during 

teaching and learning and how they construct 

that knowledge in their practice (Tsai, 2006; 

Wahbeh & Abd-El-Khalick, 2014).  

The absence of the epistemic aspect of 

scientific inquiry can be traced back to primary 

science education teacher training in Namibia. 

Despite far-reaching consensus on identifying 

the curricular relevance of the meta-knowledge 

about science (nature of science) to enhance 

scientific literacy (García-Carmona & Acevedo 

Díaz, 2016; Lederman, 2007), its inclusion in 

the science teacher training programmes is 

largely implicit. Students need to develop 
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sophisticated scientific epistemic beliefs in 

order to understand the nature of scientific 

knowledge and how such knowledge is 

constructed (Gu & Belland, 2015). This 

understanding needs to be inculcated in 

students while they are in primary school. 

After all research show that the integration of 

science meta-knowledge at this level of 

schooling yields positive learning outcomes 

(Akerson & Donnelly, 2010). Therefore, there 

is a need to ensure that pre-service primary 

science teachers acquire the same 

understanding during their teacher training. In 

other words, the pre-service science teachers’ 

training programmes for primary education 

should emphasise the understanding of the 

nature of scientific knowledge.  

One way to ascertain pre-service science 

teachers’ understanding of the nature of 

scientific knowledge is to assess their scientific 

epistemic beliefs. To achieve this, reliable and 

valid measures are required. Numerous 

epistemic beliefs measures have been 

developed and adapted in recent years (Buehl, 

Alexander, & Murphy, 2002; Conley et al., 

2004; Murphy, Edwards, Buehl, & Zeruth, 

2007; Schraw, Bendixen, & Dunkle, 2002; 

Tsai, Jessie Ho, Liang, & Lin, 2011). However, 

a review of relevant literature suggests that 

these measures were either developed or 

adapted in the western world and Asia. None 

of such measures were tested nor developed in 

the cultural context of Namibia.  

The aim of this study was to validate the 

adapted scientific epistemic beliefs (SEB) 

questionnaire developed by Conley et al. 

(2004) with a view to assess Namibian pre-

service primary school science teachers’ 

scientific epistemic beliefs. The study 

attempted to answer the following research 

questions:  

 

1. How is the reliability of the adapted 

scientific epistemic beliefs questionnaire in 

the Namibian context?  

2. Does the data confirm the four-dimension 

hypothesised model?  

3. Does the data support measurement 

invariance in terms of gender? 

4. Is there a difference in mean levels of 

scientific epistemic beliefs in terms of 

gender and year of study? 

 

Scientific epistemic beliefs 

Epistemology is an aspect of philosophy that is 

concerned with the nature of human 

knowledge and reasoning (Muis, Bendixen, & 

Haerle, 2006). Educational researchers study 

epistemology in terms of individual’s 

perspective. They focus on beliefs individuals 

possess about how knowing occurs, how 

knowledge is justified and how these affect 

individuals’ cognitive processes (Gu & 

Belland, 2015). However, different 

terminologies referring to beliefs that people 

possess about the nature of knowledge and 

knowing such as epistemic beliefs, 

epistemological beliefs, personal epistemology 

and epistemic cognition can be found in the 

literature. This suggests that there is no 

consensus regarding the terminology of this 

concept (Greene, Azevedo, & Torney-Purta, 

2008; Hofer, 2004).  

According to Kitchener (2002), 

epistemic beliefs are beliefs about knowledge 

and knowing, including the source or 

justification of knowledge, whereas 

epistemological beliefs are beliefs about the 

field of epistemology or beliefs about the study 

of knowledge. Though personal epistemology 

or epistemological beliefs are used by most 

researchers in some measures of beliefs, it 

could be construed that such measures were 

aimed at the type of beliefs that Kitchener 

referred to as epistemic beliefs (Murphy et al., 

2007). For this reason, the term epistemic 

beliefs are adopted for this study to refer to 

pre-service teachers’ beliefs about scientific 

knowledge and knowing. Greene et al. (2008) 

suggest that epistemic beliefs develop 

continuously from a naïve orientation to a 

more sophisticated position though in an 

unorganised way. Such beliefs begin with 

absolutism through multiplism and 

evaluativism. Absolutism is concerned with 

beliefs that knowledge is absolute and certain. 

Multiplism entails beliefs that knowledge is 

subjective and the evaluativist views 

knowledge as evolving, actively constructed 

and justified with evidence (Kienhues, 

Bromme, & Stahl, 2008). 

On the side lines of the general 

characterisations of epistemic beliefs is a 

suggestion that domain-specific epistemic 

beliefs are more pertinent and influential in 

academic learning (Muis, Bendixen, & Haerle, 
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2006). For this reason, this study was located 

in the science domain. Conley et al. (2004) 

proposed that scientific epistemic beliefs have 

four dimensions. The four dimensions are 

source (science knowledge comes from 

authority or experts); certainty (science 

knowledge has only one answer); development 

(science knowledge is evolving and changing); 

and justification (science knowledge should be 

based on evidence from different experiments 

and observations). Epistemic beliefs have been 

associated with learning and academic 

achievement in science (Cano, 2005; 

Stathopoulou & Vosniadou, 2007; Trautwein 

& Lüdtke, 2007). These studies highlighted the 

importance of exploring students’ views about 

the nature of scientific knowledge with a view 

to helping them better understand science 

concepts. Studies that involved elementary 

students (e.g., Elder, 2002; Conley et al., 2004) 

provided conflicting results. Elder’s study 

revealed that students perceived science 

knowledge as changing (development) and 

derived from experiments (justification).  

The study by Conley and colleagues 

found no significant changes in beliefs 

regarding the changing nature (development) 

and justification of scientific knowledge, 

though they found that higher achievement in 

science was associated with more sophisticated 

beliefs. Moreover,  similar studies done with 

upper secondary students showed more 

consistent results (Liang & Tsai, 2010; 

Stathopoulou & Vosniadou, 2007; Trautwein 

& Lüdtke, 2007). This is perhaps not surprising 

because earlier work on epistemological 

thinking (Kuhn, 1988) asserted that it was not 

easy to identify epistemological thinking 

among younger students. However, this 

assertion was contradicted by Wellman’s 

(1992) work on children’s theory of mind, 

suggesting that epistemological thinking 

begins at an early age and hence it should 

continue developing (Chandler, Hallett, & 

Sokol, 2002). The foregoing conflicting 

findings could be attributed to science teachers 

themselves not paying attention to the 

epistemic aspect of scientific literacy and such 

deficiencies could have trickled down to the 

students. Research shows that pre-service 

science teachers often do not get direct 

exposure to the epistemic aims and values of 

science (Kelly & Erduran, 2019).  

In hindsight, this study attempts to 

instigate debate and research pertaining to 

ideas about the nature of scientific knowledge 

in the Namibian science education practices at 

the teacher education level. For this reason, it 

focused on pre-service science teachers as 

these are the future science teachers in primary 

schools in Namibia.  

 

Adaptation of the SEB questionnaire 

The original questionnaire was developed for a 

particular culture and in the present study it has 

been adapted for a different culture. This 

necessitates a cross-cultural validation. Cross-

cultural validation entails ascertaining whether 

instruments that were originally developed in a 

particular culture are meaningfully applicable 

and thus equivalent for use in another culture 

(Huang & Wong, 2014). It has often been 

applied in psychological studies in which self-

reporting measures are adapted for use in 

languages other than the original one. 

However, in the present study, both the 

original and the adapted versions were in 

English. Cultural difference exists only in 

terms of geographical location: the original 

questionnaire was developed in the USA and 

the adapted version was used in Namibia 

(Africa). Huang and Wong (2014) asserted that 

it might be challenging to adapt an instrument 

in a culturally relevant and comprehensible 

form while maintaining the meaning of the 

original items. In the context of the present 

study, the adaptation entailed the removal of 

items that were deemed repetitive in an effort 

to shorten the questionnaire. Shortening the 

questionnaire was deemed beneficial as it 

could reduce redundancy suspected in the 

original questionnaire as well as mitigating 

respondents’ fatigue. Wordy items were 

rephrased. Some words such as “stuff” were 

replaced with “things” for clarity. The 

development dimension showed lower 

reliability ( = .66) compared to other three 

dimensions in the original SEB questionnaire. 

For this reason, the item “Ideas in science 

sometimes change” was replaced with one that 

read “Scientific ideas may change because 

technology may lead to new findings”. 

The original version of the SEB 

questionnaire consisting of 26 items can be 

found in the Conley et al. (2004) article 

published in the Contemporary Educational 
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Psychology Journal. The final adapted questionnaire had 22 items in total (Table 1).

 

Table 1: Comparison of items composition 

Dimensions of beliefs Original SEB  

(no. of items) 
Adapted SEB  

(no. of items) 

Source 5 4 

Certainty 6 5 

Development 6 6 

Justification 9 7 

Total 26 22 

 

Due to the adaptation of the questionnaire and 

the use of a sample different from the original 

one, it is recommended to examine the 

psychometric properties of the adapted 

instrument in order to assess its measurement 

precision and validity (Schraw, Bendixen, & 

Dunkle, 2002). Previous studies that used the 

same questionnaire (Liang & Tsai, 2010; Tsai, 

Jessie Ho, Liang, & Lin, 2011) confirmed its 

factorial structure suggesting that we could 

formulate an a priori hypothesis to test the 

questionnaire's factorial structure signifying 

that the four dimensions of beliefs proposed by 

Conley et al. (2004) should form distinct 

factors. Hence only confirmatory factor 

analyses were used to assess measurement 

model fit for the data in the present study. 

 

Methods 

Participants and procedure 

A sample consisted of 457 (40% male; 60% 

female) pre-service science students from two 

campuses of a university in Namibia. Sampling 

was inherently voluntary and convenient 

because the aim of the study was not to 

generalize findings but rather to obtain 

sufficient sample suitable for advanced 

statistical analysis to examine psychometric 

properties of the adapted questionnaire. All 

participating respondents were enrolled in the 

Bachelor of Education (honours) programme, 

majoring in Primary School Science 

Education. The sample comprised pre-service 

science teachers from year one to year four. 

With assistance of the two lecturers, pre-

service science teachers responded to the items 

using the paper-and-pencil method.   Each item 

had to be answered by means of circling the 

number corresponding to the option that best 

described their beliefs. Pre-service teachers’ 

responses were captured manually and 

incomplete questionnaires were discarded, 

hence no missing data in the dataset. On 

average, respondents spent approximately 10 

minutes to complete the questionnaire. 

Provision was also made on the SEB 

questionnaire to collect some background data 

such as gender and year of study. To promote 

candid responses to the questionnaire, 

respondents were assured that their identities 

would remain anonymous and participation 

was voluntary.  

 

Instrument 

The 22-item questionnaire was adapted from 

the scientific epistemic beliefs questionnaire 

(Conley et al., 2004). Respondents were asked 

to indicate their level of agreement with the 

statements on beliefs about scientific 

knowledge. Items were unambiguously short, 

declarative statements without jargon. Each 

item was a five-point Likert scale of temporal 

frequency (Glynn, Taasoobshirazi, & 

Brickman, 2009), wherein 1= strongly 

disagree; 2 = disagree; 3 = not sure; 4 = agree 

and 5 = strongly agree. The questionnaire 

comprised four dimensions of beliefs and 

examples of items are given in brackets: source 

(Whatever the teacher says in science class is 

true); certainty (All questions in science have 

one right answer); development (Existing ideas 

in science may change as scientists come up 

with new ones); and justification (Good 

answers are based on evidence from many 

different experiments). Items were worded in 

both positive and negative directions, however, 

items that were negatively worded; all from the 

two naïve dimensions e.g., source and certainty 

were reverse scored so that a high score on a 

particular dimension indicates more 
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sophisticated beliefs. The adapted 

questionnaire was given to one university 

lecturer of English and Linguistics who proof 

read and approved the language usage.   

 

Data analysis 

The reliability of the scales was assessed using 

Cronbach’s alpha coefficient (Summers & 

Abd-El-Khalick, 2017), using the statistical 

package for social sciences (SPSS) version 25.  

Based on previous studies that used the same 

questionnaire (e.g., Liang & Tsai, 2010; Tsai, 

Jessie Ho, Liang, & Lin, 2011), an assumption 

was made that the factorial structure confirmed 

by such studies through exploratory factor 

analysis should be sufficient for us to 

formulate an a priori hypothesis to test the 

adapted questionnaire's factorial structure, 

suggesting that the four dimensions of beliefs 

proposed by Conley et al. (2004) should form 

distinct factors. Hence only confirmatory 

factor analyses (CFA) in AMOS were used to 

assess measurement model fit using the ratio of 

chi-square to degrees of freedom (
2
/df), root-

mean-square error of approximation 

(RMSEA), standardized root mean square 

residual (SRMR), Tucker-Lewis index (TLI) 

and comparative fit index (CFI) as fit indices 

(Glynn, Brickman, Armstrong, & 

Taasoobshirazi, 2011; Teo, 2013). CFA was 

chosen because our study intended to test the 

4-factor SEB model proposed by Conley et al. 

(2004).  

CFA provides a rigorous test of 

equivalence across groups (Salta & 

Koulougliotis, 2015) hence measurement 

invariance testing process was employed by 

way of a multi-group CFA in order to examine 

whether the items’ factor loadings and 

intercepts were invariant across female and 

male participants. Three levels of measurement 

invariance were tested, starting with configural 

invariance, metric invariance, and scalar 

invariance (Chen, 2007). Configural invariance 

tests whether the overall factor structure holds 

for the two groups. Metric invariance 

ascertains the extent to which the relationships 

between factors and items are equivalent 

across the two groups. If metric invariance is 

supported, it can be concluded that male and 

female participants interpreted the items in the 

same way.  

Scalar invariance assesses the equality 

of intercept terms. This assessment is 

necessary to establish whether the two groups 

used the response scale similarly. Scalar 

invariance must be supported before 

interpreting mean differences between the 

groups or else the validity of inferences drawn 

by comparing groups could be questionable 

(Campbell, Barry, Joe, & Finney, 2008). 

Model fit criteria suggested by Hu and Bentler 

(1999) that include CFI and TLI values ≥ .90, 

SRMR ≤ .08, and RMSEA ≤ .06 were used. 

The ratio of the chi-square to degrees of 

freedom (
2
/df) in the range of 1.0-3.0 criterion 

(Glynn et al., 2011; Garson, 2015) was used. 

For measurement invariance, a change in CFI 

≤ .01 between nested models was used a 

criterion for invariance. Independent samples t-

test was conducted to examine the difference in 

SEBs in terms of gender and one-way analysis 

of variance (ANOVA) was done to examine 

the differences in SEBs in terms of year of 

study (year 1 to year 4).  

 

Results and discussion 

The first research question sought to establish 

the reliability of the adapted instrument. The 

reliability of the adapted SEB questionnaire 

was estimated using Cronbach’s alpha 

coefficient. Reliability is a measure of internal 

consistency of respondents’ responses across 

the items on a multiple-item measure. 

Essentially, all the items on such measures 

should reflect the same underlying construct 

thus respondents’ scores on those items should 

be correlated with each other (Wieland, 

Durach, Kembro, & Treiblmaier, 2017).

  

Table 2: Reliability comparisons of original and adapted SEB questionnaires (N=457) 

Dimensions 
No. of items  Alpha () 

 
Original Adapted  

Original 
 

Adapted 

Source 
5 4  

.82 
 

.59 

Certainty 
6 5  

.79 
 

.51 
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Development 
6 6  

.66 
 

.71 

Justification 
9 7  

.76 
 

.73 

Overall reliability () 
26 22  -  .74 

 

The reliabilities of the scores from the four 

dimensions in the questionnaire for this study 

were assessed using Cronbach’s alpha 

coefficient. The reliability of scores from 

individual dimensions ranged from  = .51 to 

.73 (Table 2). The overall reliability of the 

scores on the adapted SEB questionnaire was 

= .74. This suggests that the questionnaire 

had reasonable overall reliability for the 

sample used although not all dimensions 

showed reliability values  above the 

recommended minimum threshold of = .70 

(Streiner, 2003). The overall reliability of the 

original SEB questionnaire was not reported; 

however, based on what was reported, the two 

dimensions, source and certainty in the adapted 

SEB appeared to be less reliable. It should be 

noted that dimensions source and certainty 

were assessed with reverse-coded items and 

were subsequently reverse-scored during data 

analysis. However, this could result in 

response bias. Response bias refers to 

answering patterns on questionnaires that do 

not reflect the respondents’ actual state or 

opinion (van Sonderen, Sanderman, & Coyne, 

2013). Although reverse coding items can be 

used in a questionnaire and can be reverse 

scored, it might lead to confusion among 

respondents. Respondents who are not careful 

may fail to miss the reversing or the negative 

form and may incorrectly respond to the item 

(Weijters, Baumgartner, & Schillewaert, 2013) 

and this could affect the reliability of the 

questionnaire.  

It is also important to indicate that the 

original SEB questionnaire was administered 

to elementary school students while the 

adapted one in the present study was 

administered to pre-service science primary 

school teachers. The mode of administration 

was also different. In the original 

questionnaire, items were orally read out to 

students while in the present study, 

respondents used self-reporting questionnaires. 

Conley et al. (2004) reported that there was 

considerable redundancy in the original SEB 

questionnaire due to very high correlation 

between the source and certainty dimensions (r 

= .92) which made it difficult to differentiate 

between the two concepts logically. However, 

our correlation analysis of the four dimensions 

(Table 3) showed that though related, they 

were not too similar thus, mitigated any 

significant redundancy of items. 

  

 Table 3: Correlation of adapted SEB dimensions (N=457) 

Dimensions M SD 1 2 3 4 

Source 3.2 .77 -#### 
   

Certainty 3.2 .73 .445
**

 - 
  

Development 3.9 .68 .170
**

 .056 -1 
 

Justification 4.3 .56 .075 -.005 .489
**

 - 

 

Note. **. Correlation is significant at the 0.01 level (2-tailed). 

 M= mean SD= Standard deviation 

 

The overall level of beliefs was fairly low for 

the two dimensions; source (M = 3.2, SD = .77 

and certainty (M = 3.2, SD = .73) but were 

slightly higher for the dimensions; 

development (M =3.9, SD = .68) and 

justification (M= 4.3, SD = .56). Though these 

results were similar to the findings in the 

original questionnaire, it is difficult to interpret 

respondents’ beliefs accurately due to the 

cross-sectional nature of the present study. 
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Source and certainty were reverse scored so 

that high scores on them indicates 

sophisticated beliefs. Reverse items can 

negatively affect respondents’ opinion if they 

miss the reversing. The low scores on the two 

dimensions could be explained by this 

technicality. Although cross-sectional study 

can possess characteristics of longitudinal 

studies of incremental groups (e.g. year of 

study) drawn simultaneously from the 

population (Cohen, Manion, & Morrison, 

2007), another assessment after an intervention 

could perhaps clarify this better as one would 

be able to ascertain whether there were any 

changes in their beliefs over time.  

 

Confirmatory factor analysis of the SEBs 

dimensions 

The second research question sought to assess 

the four dimensions hypothesised in the 

original instrument. The 4-dimension structural 

model fitted adequately with the present data 

since all the fit indices were within acceptable 

ranges thus confirming construct validity of the 

adapted SEB questionnaire in the Namibian 

context. The factor loadings were all above the 

acceptable values. The overall goodness of fit 

of the measurement model were: the ratio of 

chi-square to degrees of freedom (
2
/df) = 

1.754, RMSEA = 0.041, CFI = 0.92, TLI = 

0.91, SRMR = 0.047. These results indicated 

that the measurement model fitted the data 

well. However, five items were removed to 

achieve good model fit. This means the final 

adapted instrument should have only seventeen 

items as shown in Table 5. 

 

Table 4: Tests of Invariance of the Adapted SEB Questionnaire across gender 

Model 
2
 Df 

2
 df RMSEA CFI CFI 

Configural: Factor structure 

constrained to be equal 

308.7 226  - - 0.028 .93 - 

Metric: Factor loadings 

constrained to be equal 

325.3 243 16.6 17 0.027 .94 .01 

Scalar: Intercepts constrained 

to be equal 

356.3 260 31.0 17 0.029 .92 -.02 

Note: CFI = comparative fit index, RMSEA = root mean square error of approximation, ΔCFI = 

change in comparative fit index 

 

After obtaining the good fit statistics, we set out to examine measurement invariance of the instrument 

among male and female pre-service science 

teachers to ascertain whether male and female 

respondents interpreted the items of the 

adapted SEB questionnaire similarly. This is an 

important pre-requisite for meaningful cross-

group comparisons (Cheung & Rensvold, 

2002). Three levels of measurement invariance 

were tested, starting with Configural 

invariance, metric invariance, and scalar 

invariance (Chen, 2007). Configural invariance 

was first established using baseline models for 

male and female respondents. The Configural 

model serves as the comparison standard for 

subsequent tests (Campbell et al., 2008). 

Metric invariance and scalar invariance were 

compared with the Configural model and 

significant differences between these models 

were computed using changes in CFI (CFI) 

(Wang & Wang, 2012). This method is 

believed to be more efficient and reliable 

compared to the chi-square difference test 

alone (Cheung & Rensvold, 2002). Wang and 

Wang (2012) recommended that a change in 

CFI less than or equal to .01 between nested 

models is considered a criterion of invariance. 

As evident in Table 4, the adapted SEB 

questionnaire demonstrated strong 

measurement invariance because the changes 

in CFI were less than .01. Based on this, the 

mean comparisons based on the gender of pre-

service science teachers could be performed 

with more confidence. Respectively these 

findings answered the third research question, 
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which sought to assess measurement invariance in terms of gender. 

 

Table 5: Adapted SEB Questionnaire: Items and factor loadings resulting from CFA on the two 

samples of male and female. 

  Factor loadings 

Item 

Number 

Item Statement Male Female 

Source of Knowledge   

2 In science, you have to believe what the science books say about 

things 0.46 0.45 

3 Whatever the teacher says in science class is true 0.62 0.60 

4 If you read something in a science book, you can be sure it is true 0.59 0.58 

Certainty of Knowledge 

  7 Scientists know everything about science; there is not much more to 

know 0.58 0.58 

8 Scientific knowledge is always true 0.46 0.47 

9 Once scientists have the result from an experiment, that is the only 

answer 0.48 0.48 

Development of Knowledge 

  10 Some ideas in science today are different than what scientists used to 

think 0.53 0.54 

11 The ideas in science books sometimes change 0.55 0.56 

12 There are some questions that even scientists cannot answer 0.45 0.44 

13 Sometimes scientists change their minds about what is true in 

science 0.37 0.42 

14 Existing ideas in science may change as scientists come up with new 

ones 0.67 0.65 

15 Scientific ideas may change because technology may lead to new 

findings 0.66 0.62 

Justification of Knowledge 

  16 Ideas about science experiments come from being curious and 

thinking about how things work 0.57 0.58 

17 In science, there can be more than one way for scientists to test their 

ideas 0.55 0.61 

18 One important part of science is doing experiments to come up with 

new ideas about how things work 0.62 0.60 

20 Ideas in science can come from your own questions and experiments 0.41 0.38 

21 It is good to try experiments more than once to make sure of your 

results 0.72 0.66 

Note. Item numbers 1, 5, 6, 19 and 22 were removed. 

 

Differences in SEBs in terms of gender 

In response to the fourth research question, 

which asked whether there were differences in 

mean levels of SEBs in terms of gender, 

independent samples t-test was conducted for 

each dimension. The study found that there 

was no statistically significant difference in 

SEBs in terms of gender (Mmale = 3.75, SD = 

.49; Mfemale = 3.80, SD = .43), t(455) = -1.042, 

p > .05. These findings were in line with 

Pintrich (2002) who asserted that there were no 

important differences in epistemological 

thinking in terms of gender. However, the 

same findings contradicted what Cano (2005) 

reported, although using different instruments, 

it was found that females’ epistemological 

beliefs about knowledge and learning, at all 

school levels, were more realistic than for the 
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males. The original study (Conley et al., 2004) 

also reported that boys and girls in the fifth 

grade appeared to have similar scientific 

epistemic thinking, as they did not find 

evidence suggesting the effects of gender nor 

any moderating effects of gender over time.  

 

Differences in SEBs in terms of year of 

study 

With regards to the year of study and to answer 

the second part of the fourth research question, 

a one-way ANOVA was conducted to examine 

whether there was a statistically significant 

difference in SEBs. There was statistically 

significant difference in beliefs about source 

and justification of knowledge between years 

of study at p< .05 level for the four-year 

groups. For source of knowledge [F(3, 453) = 

6.76, p< .05], the post-hoc comparisons using 

the Tukey HSD test showed that the mean 

score for Year 1 (M = 3.15, SD = .81) was 

statistically significantly different from Year 2 

(M = 2.88, SD = .66) and did not significantly 

differ from Year 3 (M = 3.25, SD = .89) and 

Year 4 (M = 3.47, SD = .85). This was not 

expected because the assumption was that Year 

2 pre-service teachers were more senior to the 

Year 1 pre-service teachers and hence should 

possess more sophisticated beliefs about 

scientific knowledge. However, Year 1 

teachers showed beliefs that were more 

advanced about source of knowledge than Year 

2 teachers. Year 2 was also statistically 

significantly different from Year 3 and Year 4. 

Considering that the epistemic aspect of 

scientific literacy is not given attention directly 

in the training of pre-service teachers, these 

findings conform to the hypothesis that senior 

pre-service primary school teachers should 

possess more sophisticated beliefs about the 

nature of scientific knowledge. 

For justification of knowledge [F(3, 453) 

= 3.72, p = .012], the post hoc test indicated 

that the mean score of Year 1 (M = 4.33, SD = 

.41) was statistically significantly different 

from Year 3 (M = 4.14, SD = .78) and did not 

significantly differ from Year 2 (M = 4.33, SD 

= .47) and Year 4 (M = 4.16, SD = .72). These 

findings showed that Year 1 teachers possessed 

more sophisticated beliefs about the 

justification of knowledge than Year 3 

teachers. This was also not expected for the 

same reason as with source knowledge. We 

assumed that senior pre-service teachers should 

have more advanced beliefs than junior pre-

service teachers. These findings point to the 

need to examine the characteristics of Year 1 

pre-service teachers to establish why they 

seemed to have more advanced beliefs than 

their senior pre-service teachers. A pre-test 

post-test kind of assessment could also help in 

unravelling this discrepancy. However, for the 

purpose of this study, such was not possible 

due to limited access to the respondents. There 

were no statistically significant differences 

between the mean score of all year groups in 

terms of certainty and development of 

knowledge dimensions.   

 

Implications for pre-service teachers’ 

training 

The teachers’ epistemic beliefs about science 

have been found to affect their students’ beliefs 

about scientific knowledge (Kaya, 2017). 

There is a multitude of potential benefits for 

students when they learn about the nature of 

scientific knowledge as can be found in the 

literature such as that understanding of the 

nature of science can help students to 

understand the process of science, make 

informed decisions on socio-scientific issues, 

appreciate science as a pivotal element of 

contemporary culture, be more aware of the 

norms of the scientific community, and learn 

science content with more depth (Driver, 

Leach, Millar, & Scott, 1996; Kaya, Erduran, 

Aksoz, & Akgun, 2018). For students to enjoy 

these benefits, they must be made aware of 

them first and it’s the responsibility of their 

teachers to create that awareness. 

The national curriculum for basic 

education (Ministry of Education, 2010) 

advocates for understanding of the nature of 

scientific knowledge but science subject 

specific curricula advise teachers to integrate 

scientific processes skills (by implication, 

nature of science) in other content areas 

without clear guidance as to how such 

integration could be done especially at primary 

school level. This integration can only be 

achieved if science teachers themselves have a 

clear understanding of how to integrate the 

nature of scientific knowledge ideas in their 

teaching practices. At the moment even in-

service science teachers appear to have mixed 

views about the nature of scientific knowledge. 
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This might be pointing to a gap in the primary 

science teacher education programmes 

themselves. Document analysis showed that no 

reference is made to nature of scientific 

knowledge in the curriculum of the primary 

pre-service science teachers at university in 

Namibia. The curriculum developers for 

science may have an impression that science 

teachers understand how to integrate scientific 

processes or nature of scientific knowledge 

ideas in different topics without explicit 

guidelines for teaching and learning.  

It can be noted in the literature that 

teaching and learning of the nature of scientific 

knowledge may be difficult because it’s a 

meta-concept that demands higher-order 

thinking in science (Kaya, Erduran, Aksoz, & 

Akgun, 2018). However, its absence in science 

teacher education only exacerbates the 

disjuncture between teacher training and 

practice in this regard. Pre-service science 

teacher education programmes should 

incorporate the epistemic aspect (nature of 

science) of scientific literacy. Pre-service 

primary school science teachers should acquire 

adequate understanding of the nature of 

scientific knowledge in order to be able to 

integrate it in their teaching and learning 

practices.  

 

Conclusion 

This study set out to validate the scientific 

epistemic beliefs (SEBs) questionnaire using 

the Namibian sample of pre-service primary 

school science teachers from two campuses of 

a university in Namibia. The overall level of 

beliefs was fairly low for the two naïve 

dimensions; source and certainty but was 

higher for the sophisticated dimensions; 

development and justification. Though these 

results are similar to the findings in the original 

questionnaire, it is difficult to interpret pre-

service science teachers’ beliefs accurately due 

to the cross-sectional nature of this study. 

Source and certainty were reverse scored 

because their items were reverse-coded, so that 

high scores on them indicated beliefs that were 

more sophisticated. Although reverse-coded 

items might help mitigate response bias, it can 

also lead to confusion among respondents. 

Respondents, especially second language 

speakers, who are not careful may miss the 

reversing or the negative form and may 

incorrectly respond to the reverse-coded items 

(Weijters, Baumgartner, & Schillewaert, 

2013).  

Although cross-sectional study can 

possess characteristics of longitudinal studies 

of incremental groups for instance in the case 

of the present study; the year of study, drawn 

simultaneously from the population (Cohen et 

al., 2007), another assessment following an 

intervention could perhaps clarify why pre-

service teachers responded the way they did. 

Ultimately, one would be able to ascertain 

whether there would be any changes in their 

beliefs over time. The instrument showed 

reasonable reliability in terms of alpha 

coefficient although the estimates for two 

naïve dimensions; source and certainty were 

below the preferred cut-off point of  = .70. 

Similarly, the findings from this largely 

methodological study showed that the adapted 

SEBs questionnaire had adequate construct 

validity as evidenced by good structural model 

fit and strong measurement invariance. This 

study further found that there was no 

statistically significant difference in SEBs in 

terms of gender. This finding corroborates the 

outcome of measurement invariance 

assessment, which showed that both male and 

female pre-service teachers responded to the 

items similarly. Such findings allowed for the 

comparison of mean scores of the two groups 

more confidently (Campbell et al., 2008). 

Further analyses showed that there was a 

statistically significant difference in beliefs 

about source and justification in terms of year 

of study. It was assumed that more senior pre-

service teachers should have more 

sophisticated beliefs than junior pre-service 

teachers. However, this study found that Year 

1 pre-service teachers showed more 

sophisticated beliefs about the source 

dimension than Year 2 pre-service teachers and 

also more sophisticated than Year 3 pre-service 

teachers for the justification dimension. It 

could not be established whether this failure to 

confirm the hypothesis was due to chance or 

there were underlying characteristics of Year 1 

pre-service teachers that put them ahead of 

their seniors. Further research could perhaps 

unravel this phenomenon. Meanwhile no 

statistically significant differences were found 

in the mean scores of the other two dimensions 
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of beliefs (certainty and development) in terms 

of year of study.  

Understanding the nature of scientific 

knowledge has been shown to be beneficial in 

learning science. Understanding what scientific 

knowledge and practices entail is critical to 

developing pre-service science teachers’ 

epistemic insight. For this reason, pre-service 

science teachers should be exposed to the 

epistemic aspect of scientific literacy during 

their training. With such knowledge, such 

teachers will be better equipped to seamlessly 

integrate ideas about scientific process skills 

and the nature of scientific knowledge in their 

science teaching and learning practices. 
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Abstract 

The purpose of this study was to investigate the effect of gender and socio-economic intersectionality 

on the girl child’s academic performance in Accounting. The study adopted a qualitative research 

strategy and a Case Study design to collect data from nine learners who were selected through 

purposive sampling strategy at school A in //Kharas region. The study sought to achieve the following 

objectives: (a) to determine how gender and socio-economic issues affect the performance of the girl 

child in the teaching and learning of Accounting at school A in //Kharas. (b) to determine strategies to 

minimise the effect of gender and socio-economic impact on girls’ teaching and learning of 

Accounting at school A in //Kharas. The findings of the study indicated that loss of interest in 

Accounting, absenteeism, high level of patriarchy, lower graduates in Accounting and low 

representation of girls in accounting classes as some of the effects of gender and socio-economic 

intersectionality. In addition, the study proposed for strategies to minimise the effect of gender and 

socio-economic factors which were reducing patriarchy in schools, changing parental expectations, 

and equal division of house chores as well as promoting equal access to resources. Based on these 

findings the study recommended that school management empower girls through school-based 

programs that teach girls confidence and the importance of education to the girl child. The study 

further recommended that the Ministry of Education, Arts and Culture ensures that the goal of access 

was not just theoretical but practical so that the girl child might receive the best education. 

 

Keywords: intersectionality, socio-economic, patriarchy, academic performance, girl child 

 

Introduction 

Having worked in the southern part of Namibia 

for 3 years, observations having been made by 

the researchers on how gender and socio-

economic status have affected the girl learner 

performance in Accounting, in particular girl 

learners from the Damara/Nama community 

have been affected the most. The 

Damara/Nama community is a nomadic group 

and most residents of this community are 

economically disadvantaged. This has led to 

many of the girls performing poorly in 

Accounting, becoming school drop-outs or 

falling victim of teenage pregnancy and take 

care of the house chores. The goal of access to 

education has been achieved through the 

Declaration of Free Universal Primary 

Education for all learners in Namibian 

secondary schools in 2016 (Iipinge & Likando, 

2012). The government has made tremendous 

efforts to ensure education for all by 

introducing the four major national goals, 

namely access, equity, equality and 

democracy.  

To that effect, The Namibian 

Constitution indicates that the governments’ 

dedication to ensuring that the Namibian child 

receives education. Article 20 Section 3 of the 

Namibian constitution states that “Children 

shall not be allowed to leave school until they 

have completed their primary education or 

have attained the age of sixteen (16) years, 

whichever is the sooner, save in so far as this 

may be authorised by Act of parliament on 

grounds of health or other considerations 

pertaining to the public interest” (Constitution 

of the Republic of Namibia, 1990, p. 38). Even 

with the Constitution having backed-up the 

importance of remaining in school, there is still 
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a large number of girl learners at School A that 

are dropping out. Accounting as a subject has 

several benefits for those that get a chance to 

take it. Learners that do Accounting are able to 

examine the role of accounting as an 

information system, enable students to prepare 

and evaluate accounting statements, systems 

and reports; provide a means of developing a 

critical and analytical approach to quantitative 

problems, and the numeracy skills required for 

accounting and explore the use of accounting 

as an aid to decision making (Ministry of 

Education, 2010). This research assessed the 

intersectionality of gender and socio-economic 

issues on the girl child’s academic 

performance in Accounting at a Secondary 

School in //Kharas region. 

 

Literature review 

Conceptual framework 

This study would be informed by the feminist 

theory. Feminism is a term that can be used to 

describe a political, cultural or economic 

movement aimed at establishing equal rights 

and legal protection for women (Hooks, 1984). 

The first woman to write in defence of her sex 

was Christine de Pizan, who wrote in the 15
th
 

Century about the Epistle to the God of Love. 

After de Pizan, many other feminists followed 

such as Heinrich Cornelius Agrippa and 

Modesta DI Pozzo DI Forzi, who wrote in the 

16
th
 and later in the 17

th
 Century, Marie Le Jars 

de Gournay has also contributed to the theory 

(Lorber, 2005). Early feminists’ movements 

and theories had leaders who were 

predominantly middle-class white women from 

Western Europe (Lorber, 2005). Since 1851 

after a Sojourner Truth’s speech to American 

feminist women, other races, like blacks and 

Indians, proposed alternative feminisms. 

Feminists believe society is a patriarchy. 

Feminists believe that women have historically 

been disadvantaged in society and that men 

historically have had more power than women 

(Lorber, 2005). Feminists believe that 

education is an agent of secondary 

socialisation that helps to enforce patriarchy 

(Trueman, 2015). Feminists, therefore, believe 

that education perpetuates patriarchy and this 

is wrong and needs changing. As a result 

feminists are also aware that it is through 

education that patriarchy can be removed. 

Feminism is further divided into sub 

theories. Lorber (2005) outlines them as 

follows: Liberal feminism theory argues that 

women’s unequal access to legal, social, 

political and economic institutions causes 

women’s oppression. Another branch of 

feminism is the Radical feminism, which 

claims that women’s oppression originates in 

sexuality. Radical feminism calls for a radical 

re-ordering of society in which male 

supremacy is eliminated. Marxist feminism 

and Socialist feminists root gender inequality 

in capitalism, they view capitalism and 

patriarchy as separate systems of oppression. 

Postmodern feminism on the other hand avoids 

overarching causes or solutions of gender 

inequality and focuses on differences. They 

challenged undifferentiated category of women 

and they fixed characteristics of gender 

(Lorber, 2005). With all these theories of 

feminists, they all share one thing in common; 

they look at the problems caused by the 

differences in society between men and women 

and try to see how these problems could be 

solved.  The feminist theory in this research 

was used to find effective strategies that 

minimised the effect that gender and socio-

economic factors have on the girl child’s 

academic performance. This conceptual 

framework was relevant to the present study 

because when the stakeholders of education 

have had an understanding of how gender, 

socio-economic status and the oppression that 

women face it affects the girl child’s academic 

performance in Accounting, the education of 

the girl learner could be enhanced. 

 

The effect of gender and socio-economic 

issues in the performance of the girl child in 

the teaching and learning of Accounting 
Loss of interest 

The study conducted by Bécares (2015) shows 

that comparisons across gender show that, on 

average, boys have higher scores in 

mathematics and science, whereas girls have 

higher scores in reading. “In contrast to 

explanations for socio-economic inequalities, 

gender differences have been mainly attributed 

to social conditioning and stereotyping within 

families, schools, communities, and the wider 

society” (Becares & Priest, 2015, p. 30-35). 

Furthermore, Becares and Priest (2015) state 

that gender differences in academic outcomes 
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have shown different trends in terms of socio-

economic status. Becares and Priest (2015) 

show that where there is a gender gap in 

academic achievement it was mostly common 

where learners were socio-economically 

deprived.  

A study conducted by Ewumi (2010) 

found that there is no significant relationship 

between gender and students’ academic 

achievement and secondly, there is a 

significant relationship between socio-

economic status and students’ academic 

achievement. The first finding could be 

attributed to the cultural stereotypes amongst 

genders or a lack of interest in school on either 

gender. Furthermore, the second finding of a 

relationship between socio-economic status 

and academic achievement indicates that the 

home plays a vital role in the learner’s social 

and economic state. Parents have a great 

influence on whether a home provides 

intellectual stimulation, and an acceptable level 

of structure and supportive relationships. 

Children with more support at home tend to 

build strong academic achievement.  

Khan (2005) found that the academic 

achievement of a learner was not only a 

function of the learner’s intellectual and 

personal characteristics but was also influenced 

by socio-economic status, which in turn also, 

influences and determines the attitudes and 

motivation of learners for studies. Furthermore, 

Khan also shows that there is a difference in 

academic achievement among different socio-

economic status groups. Learners from high 

economic status parents can afford to take 

them to private schools advantaging them from 

those of low socioeconomic status, who are 

forced to go to underfunded public schools 

with little or no facilities and equipment, this in 

turn is a high demotivation to learners who 

might lose interest in Accounting (Khan, 

2005).  Learners that do Accounting are able to 

examine the role of accounting as an 

information system, enables students to 

prepare and evaluate accounting statements, 

systems and reports; provides a means of 

developing a critical and analytical approach to 

quantitative problems, and the numeracy skills 

required for accounting and explore the use of 

accounting as an aid to decision making 

(Ministry of Education, 2010). All those 

benefits and skills of Accounting will not be 

gained by learners if they lose interest in the 

subject forcing them to eventually drop-out.  

 

Low graduates in Accounting  

Low graduates have been identified by Keiran 

(2017) as an effect of a high number of girls 

dropping out of school and learners failing 

because of a high level of absenteeism among 

learners, as a result only a small number of 

learners get a chance to pass Accounting well,   

take it up for further studies and as a career. In 

a study conducted by American Institute of 

Certified Public Accountants, just 24% of all 

partnership positions at Certified Public 

Accountant firms were held by women 

(Keiran, 2017). Traditionally, males’ academic 

achievement was considered superior to that of 

females especially in mathematics and sciences 

because of higher levels of innate spatial 

ability (Wally-Dima & Mbekomize, 2010). 

The current study is an expansion of research 

by Wally-Dima and Mbekomize (2010) who 

found that female students were outperforming 

males in accounting examinations at the 

University of Botswana. The authors analysed 

the raw grades of students across five core 

courses taken by accounting students in a 

single semester and found that females 

outperformed males in four courses and more 

women obtained highest grades while more 

men scored low grades giving an indication 

that in Botswana more females were 

graduating in Accounting. In the //Kharas 

region more girls usually take the Accounting 

subject at junior secondary and the number 

starts to decrease drastically at senior 

secondary school phase. 

In a study conducted in Tanzania, 

Samson (2015) stresses that to deprive girls the 

opportunity to education is injustice as it leads 

to girls being accorded a low socio-economic 

status and occupying low paid jobs. There is a 

decline in the number of girls pursuing 

commerce subjects in secondary schools 

(Samson, 2015). Such a pattern leads to having 

few girls in higher learning institutions in 

commerce departments.  

 

Absenteeism 

A study done by Khalid and Mehmood (2017) 

indicated that absenteeism was another effect 

of gender and socio-economic intersectionality 

in Accounting. Children need to stay home and 
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nurse a sick parent, it is mostly the girl that has 

to stay at home, a clear sign that the boy’s 

education is more valued than that of the girl as 

a result overtime the girl child started to lose 

interest in their school work. Due to learners’ 

absenteeism, teachers have to reteach lessons 

and take instructional time away from those 

who attend regular classes. Khalid and 

Mehmood (2017) state that teachers spend 

extra time over learners who were absent as 

they have to prepare extra homework and class 

assignments for them. Learners miss valuable 

information and skills when they are absent 

from classes, the skills and information that 

they cannot obtain anywhere else.  

Performance tends to be prominent and 

effective when students attend the classes on 

regular basis and it cause positive impacts on 

the performance. Students who are attending 

the classes on regular basis, they get higher 

grades and marks in the examination than those 

who miss some classes. A learner who misses 

the class has a chance of missing study 

material and misses the opportunity to get high 

grade in examination. Learners who attend the 

regular classes get high marks as compared to 

absentee students. When students are unable to 

update or take the correct guidelines for the 

assignments due to absenteeism, it leads the 

students to perform poorly in class activities 

(Khalid & Mehmood, 2017). Poor performance 

during tests leads to poor continuous 

assessment mark and that is why students have 

to repeat the assessment session or drop out 

from school. This means that students that miss 

their class will not have the opportunity to 

foster their learning and often compensated 

with poor grades. Learners who attend classes 

more regularly seem to be more successful in 

their studies than those who regularly absent. 

Learners that attend class regularly are more 

likely to remember well the information and 

apply the knowledge effectively throughout 

their life (Khalid & Mehmood, 2017). 

According to Malenya (2008) in 

Nairobi, discrimination in girls’ access to 

education persists in many areas due to 

customary attitudes that boys should be 

educated first and that since girls get married 

and take care of the children at home, priority 

to education comes second for them. Girls take 

both domestic responsibilities and education 

which forces them to be absent from school, 

resulting to them performing poorly in 

examinations (Malenya, 2008).  

 

Patriarchy 

According to Wally-Dima and Mbekomize 

(2010) patriarchy is another effect that is 

caused by the intersectionality of gender and 

socio-economic status. The current thinking is 

that gender difference in academic 

performance in Accounting is not solely 

attributed to innate differences in males and 

females. However, there are other factors 

influencing educational ability, including, but 

not limited to, economic, cultural, social, 

comfortability, personality and differences in 

educational systems and techniques.  

In a study conducted in India by Sahmi 

(2019) for 18 months at Prerna Girls School, 

teachers learned to take a critical look at girls’ 

lives to understand what to teach and how to 

teach. Schools also operate within a strong 

ethic of care, recognizing care as empowering. 

These unwavering ideologies were religiously 

followed while engaging boys in critical 

dialogues about gender resulting in dialogues 

which spanned a wide spectrum, from 

facilitating boys’ greater self and socio-

emotional awareness, to masculinity, violence 

against women, gender, and marriage (Sahmi, 

2019). During critical dialogues, boys learned 

to identify and understand how gender 

inequality was prevalent in everyday life, its 

manifestation in their communities, how it 

made them feel, its impact on their dreams and 

fears, how it affected their relationships with 

others, and its impact on their loved ones 

(Sahmi, 2019). Accounting is a very practical 

subject and it requires learners to have special 

mathematics skills and to be able to think 

critically, these skills are usually associated 

with male rather than female, as a result there 

tends to be a lot of male dominance in 

Accounting. The dominance comes in terms of 

numbers especially at senior secondary level as 

well as in terms of classroom participation; 

male learners tend to take over suppressing the 

female learners 

 

Low women representation 

McCabe (2017) found that low women 

representation was another effect of the 

intersectionality of gender and socio-economic 

status. In order to find out whether women 
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were still under represented in Accounting, 

McCabe (2017) carried out a study which 

found that women were entering the public 

accounting profession in increasing numbers 

each year. Even though the profession was 

becoming more female dominated, women 

were still underrepresented in upper level 

management, leadership, partnership and 

committee positions. The research further 

obtains unrecognized reason as to why women 

are underrepresented in upper-level 

management, which is simply by choice 

(McCabe, 2017). What this argument of choice 

entails is how women may be choosing to stay 

in their career, choosing to leave their public 

accounting career and choosing which 

management level they aspire to attain. While 

this may not be the whole reason it seems to be 

a significant reason. Apart from choice as a 

reason for the under representation of women 

poor performance in Accounting might also be 

a contributing factor to the under 

representation of women. 

This is not to say that the above said 

reasons are not contributing to the problem but 

the results of our survey suggested that in some 

part women are choosing their own career 

paths. Kvasny and Trauth (2009) carried out a 

research on Power Relations in IT Education 

and Work:  The Intersectionality of Gender, 

Race and Class which revealed that learners 

from disadvantaged socio-economic status 

attend schools of lower quality. Kvasny and 

Trauth (2009) further reveal that women 

remain under represented in the Information 

Technology (IT) workforce and college majors 

that prepare students for IT careers. Research 

on the under representation of women in IT 

typically assumes women to be homogeneous 

in nature, something that blinds the research to 

variation that exists among women. Women 

under representation is not only in the IT field 

but also in the commerce, more male learners 

are joining the commerce field where they 

have to take Accounting which is a subject that 

requires high mathematics skills (Kvasny & 

Trauth, 2009).  

Islam and Khan (2017) show that “there 

exists a positive correlation between 

socioeconomic status and academic 

achievement of senior secondary school 

students, but moderately low in nature which 

indicates that academic achievement of 

students is contributed by Socioeconomic 

Status of the students but not only the single 

factors affecting academic achievement of the 

students there are many other factors such as 

race, ethnicity and gender” (p. 5). Furthermore, 

the study also shows that there is a difference 

in academic achievement among different 

socio-economic status groups.  

While all the above-mentioned effects 

have proven to work elsewhere on the effect of 

gender and socioeconomic issues in the 

performance of the girl child in the teaching 

and learning of Accounting, it remains 

unknown when it comes to the actual effects 

by gender and socioeconomic issues in the 

performance of the girl child in the teaching 

and learning of Accounting at school A. 

Therefore, there is a knowledge gap in 

literature to be filled in as far as the effects of 

gender and socioeconomic status in the 

performance of the girl child in the teaching 

and learning of Accounting is concerned. 

 

Strategies to minimise the effects of gender 

and socio-economic impact on   girls’ 

teaching and learning of Accounting 

Parental expectation 

Bromley (2015) states that in every country 

that surveyed the parents of learners, parents 

were more likely to expect their sons, rather 

than their daughters, to succeed in school and 

get decent jobs even when boys and girls 

performed at the same level. Giving boys and 

girls an equal opportunity to realise their 

potential, therefore, demands the involvement 

of parents who can encourage their sons and 

daughters to equally perform academically, 

and schools should ensure they have, in place, 

effective parental involvement programs that 

are up and running and that focus on helping 

parents to use appropriate strategies to support 

their children’s learning at home rather than 

simply seeking to raise aspirations for their 

children’s education (Bromley, 2015).  

 

Household chores to be share equally 

Murithii and Mwangi (2014) state that 

involvement in household chores may 

influence girl’s performance in Accounting. 

Girls that come from households that are socio-

economically disadvantaged tend to experience 

a lot of low performance as they have to assist 

their struggling parents with chores, making 
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some of them head of houses at a very young 

age. Parents should therefore take up their 

roles more seriously and not leave their 

daughters to do everything at home as this took 

up a lot of their time for school work. “The 

relationship between a student’s 

socioeconomic background and their 

educational achievement seems enduring while 

many disadvantaged students succeed at the 

school socioeconomic status is associated with 

significant differences in performance in most 

countries, advantaged students tend to outscore 

their disadvantaged peers by large margins” 

(Murithii & Mwangi, 2014, p. 214). The view 

above is further supported by Abbas (2012) 

who outlined that: 

 

Poverty remains a key factor in 

undermining family survival, 

house hold poverty is high with a 

significant burden placed on 

women and girls, the lack of 

livelihood opportunities for most 

families means that children have 

to support the family by engaging 

in odd jobs to supplement family 

income, the lack of economic 

opportunities in many 

communities in Puntland coupled 

with harsh social and economic 

environment has significant impact 

on many families, in such 

economic circumstances, the direct 

and hidden cost in terms of books, 

pens and clothing as well as the 

loss of vital household help of 

sending daughters to school are 

perceived by parents to be 

prohibitive, this is true in Puntland 

where a majority of women are 

engaged in small scale business 

like selling tea, vegetable, to 

support the house hold,  this has 

significant impact on female 

participation in education since 

girl children will  have to stay at 

home to take care of the younger 

siblings and to attend to domestic 

chores (p. 17). 

 

This shows why it is necessary for household 

chores to be shared equally by boys and girls 

so that girl children are given an equal 

opportunity to excel in the classroom.  

 

Equal access to resources 

Himonga (2008) narrates that “women’s lack 

of access to resources, their unequal treatment 

compared with men and the impact of gender 

equality of gender stereotyping, patriarchy and 

traditional widens the academic achievement 

gap” (p. 1). There is a gap between women’s 

rights on paper and the actual enjoyment of 

these rights by women in practice in Namibia 

(Himonga, 2008). Namibia has one of the 

world’s best constitutions, but it’s unfortunate 

that what is on paper is not what is happening 

on the ground. In the Namibian constitution, 

there are four basic education goals and access 

is one of the goals. Access to education 

includes access to all facilities and educational 

resources. In attempt to increase access to 

education, the government has implemented 

the mobile school system for Ovahimba 

children as well as school feeding programmes 

(Ministry of Education, 2015).  

  

Reduction of patriarchy 

Patriarchy refers to male dominance was one 

of the issues that perpetuates the gap between 

gender and socio-economic status (Bromley, 

2015). The researchers are of the opinion that 

if patriarchy can be minimised or removed 

from the school system the girl child would be 

given an equal chance to excel. This patriarchy 

and discrimination that women face have led to 

an intersection that exists between gender and 

socioeconomic status (Bromley, 2015). In 

schools there must be an equal number of boys 

and girls in the leadership positions. The 

Learners Representative Council must 

comprise an equal number of girls and boys, if 

it is 5 boys, the girls must also be five. In the 

Accounting class equal chances must be given 

to both male learners and female learners for 

participation and not only focus on the boys 

while suppressing the girls. Among the 

hindering factors in this respect is poverty 

among the communities affected, girls from 

poverty stricken families live in low 

socioeconomic status and are mostly tend to be 

affected in the academic performance. 

For boys to develop caring, nurturing 

dispositions, and perceive ways of caring other 

than being financial providers and protectors, 
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they must first experience care themselves 

(Bromley, 2015). In the classroom, this care 

manifests itself as trust, respect, and 

attentiveness. Teachers must pay attention to 

the boys’ lived realities, earn their trust, and 

respond respectfully so that boys feel that 

teachers care deeply about them, their feelings, 

and their lives (Bromley, 2015). Only when a 

strong sense of being cared for prevails is it 

possible to develop a feminist consciousness 

among boys. Raising a feminist consciousness 

among boys means they must critically 

examine the current social system and 

recognize it as unjust, recognize it as a social 

and historical construct, and finally, imagine 

an alternate system that is fairer and less cruel. 

Such an understanding forms the springboard 

from which boys can collectively imagine 

other possible ways of being (Bromley, 2015). 

To the best knowledge of the researchers 

there is no comprehensive study which has 

been conducted to assess strategies to minimise 

the effect of gender and socio-economic 

impact on girls’ teaching and learning of 

Accounting.  

 

Methodology 

The study was embedded within the 

interpretivist research paradigm to assess the 

effects of the intersectionality of gender and 

socio-economic on the girl child’s academic 

performance in Accounting. This study used a 

qualitative research approach in the form of a 

case study. Qualitative research is a form of 

systematic empirical inquiry into the meaning 

(Shank, 2002). Case study design is an in-

depth study of a particular research problem 

(Shank, 2002). This design was suitable 

because the phenomena was studied within its 

real-life context and has an in-depth 

understanding of how the intersectionality of 

gender and socio-economic status affected the 

girl child’s academic performance in 

Accounting. 

In-depth face to face interviews were 

used to collect data. In-depth face to face 

interview is a qualitative research technique 

that involves conducting intensive individual 

interviews with a small number of respondents 

to explore their perspectives on a particular 

idea (Boyce & Neale, 2006). The population 

for the current study comprised all 37 female 

learners in grade 8 and 10 doing Accounting. 

The study used a purposive sampling method 

to select 5 grade 8 female learners and 4 grade 

10 female learners at School A in //Kharas 

region. This strategy was appropriate in that 

the researchers selected those learners whom 

the researchers know would provide them with 

the relevant information. The data was 

analysed thematically and presented in themes 

and sub-themes which were meant to answer 

the research questions of the study as shown in 

Table 1. 

  

Table 1: Themes and sub-themes in respect to research questions  

Themes Sub-Themes 

Theme 1: Effect of gender and 

socioeconomic issues in the performance 

of the girl child in the teaching and 

learning of Accounting. 

Sub-theme 1.1 Loss of interest 

Sub-theme 1.2  Low graduates in Accounting and 

other related subjects 

Sub-theme 1.3 Learner Absenteeism 

Sub- theme 1.4 Patriarchy 

Sub- theme 1.5 Low women representation in 

Accounting classes. 

Theme 2: Strategies to minimise the 

effect of gender and socio-economic 

impact on girls’ teaching and learning of 

Accounting. 

Sub-theme 2.1 Parental expectation 

Sub-theme 2.2 Household chores 

Sub-theme 2.3 Equal access of women to resources 

Sub-theme 2.4 Reduction of patriarchy 

 

Results 

Demographic information of the participants 

The participants were Accounting female learners from a school in the //Kharas region. The 

demographic information of the participants is presented in Table 2.  

 



REFORM FORUM, VOLUME 29, ISSUE 2, DECEMBER 2021 

 

 
45 

 

 

Table 2: Demographic details of the participants 

 

 

 

Participants 

 

 

 

Age 

 

 

 

Grade 

 

Family economic status 

 H
ig

h
 1

 

 M
id

d
le

 2
 

 L
o

w
 3

 

1 14 8  √  

2 14 8   √ 

3 15 8 √   

4 14 8   √ 

5 16 8   √ 

6 16 10   √ 

7 15 10  √  

8 17 10  √  

9 16 10   √ 

 

Results and discussion 

Participants in this study showed that there was 

an effect as a result of gender and socio-

economic status and issues of loss of interest 

which results to girls becoming drop-outs, and 

the unwillingness of learners to pursue a career 

in accounting due to a lack of motivation or the 

absence of materials and resources to support 

their learning, high level of absenteeism due to 

an obligation from girls to fulfil home duties, 

an increase in patriarchy level as well a general 

low representation of girls in the accounting 

field as most of them do not go further to 

pursue a career in that due to low performances 

were highlighted as some of the effects of the 

intersectionality of gender and socio-economic 

status on the girl child’s academic 

performance. The following citations from 

participants support these claims: 

 

“Most girls are losing interest in the subject 

and school, resulting in them becoming drop-

outs” (Participant 1) 

 

“Sometimes not having enough materials and 

resources for Accounting such as calculators 

and glue which are essentials in Accounting 

also discourages learners form participating 

as this makes them feel inferior to other 

learners”(Participant 4) 

 

“Knowingly their socio-economics status back 

home many learners are discouraged from 

further studies in Accounting or anything else 

because they know their parents cannot 

afford” (Participant 7) 

 

“Accounting is a chain subject; you need all 

the lessons to be able to comprehend the full 

content” (Participant 2) 

 

“In classes boys tend to be more opinionated 

and because they are naturally very outspoken 

all the attention seems to go to them” 

(Participant 6) 

 

“Some girls just choose not to go into 

accounting out of fear of the subject or no 

interest at all” (Participant 4) 

 

The findings above uphold the earlier findings 

of a study conducted by Khan (2005); Khan 

(2015); Keiran (2017); Malenya (2008); 

Bromley (2015) and McCabe (2017). These 

studies found that the academic achievement of 

a learner is not only a function of the learner’s 

intellectual and personal characteristics but is 

also influenced by socio-economic status and 

which in turn also influences the attitudes and 

motivation of learners for studies; there is less 

percentage of women graduates in accountant 

causes due to girls drop-out and absenteeism; 

there is customary attitudes that boys should be 

educated first while girls get marked and take 

care of the children at home; and the 
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intersection that exists between gender and 

socioeconomic status due to patriarchy. 

The participants in the study further 

outlined four strategies to minimise the 

impacts of gender and socio-economic impacts 

on the performance of the girl child’s academic 

performance in accounting.  Participants 

identified a change of parental expectation, 

equal distribution of household chores and 

making use of the time wisely, participants 

further called for a decrease in patriarchy and 

equal access of women to resources as their 

male counterparts. Household chores could be 

divided equally between the children in the 

house so that each child has an equal chance to 

finish their homework, if all household tasks 

are on the girls, they will end up having less 

time for their school work. The following 

citations from participants support these 

claims: 

 

“There is a need to minimise the effects as we 

are losing more girls each and every year to 

the streets” (Participant 7) 

 

“Parents should let the girls dream big and 

support them too” (Participant 1) 

 

“Divide chores equally between siblings in the 

house regardless of the gender” (Participant 8) 

 

“The girl child should be empowered” 

(Participant 2) 

 

“Girls should start doing things that are meant 

to be done by boys such as putting up the flag 

every morning in school” (Participant 8) 

 

These findings are supported by the findings of 

Himonga (2008) that says that women’s lack of 

access to resources, their unequal treatment 

compared with men and the impact of 

patriarchy and traditional widens the academic 

achievement gap. The findings also 

corroborates with the findings of Bromley 

(2015); Murithii and Mwangi (2014) and Abas 

(2012) which indicated that for boys to develop 

caring, nurturing dispositions, and perceive 

ways of caring other than being financial 

providers and protectors, they must first 

experience care themselves. The reduction of 

patriarchy needs to be fought by both parties as 

boys themselves have inherited this behaviour 

and it has come down to be a cultural trend. 

Parents need to be more supportive towards 

their girl children as they are towards the boys 

and learn to recognise that girls can be as 

academically strong as the boys. Learners tend 

to perform better when there is support from 

home. Household chores should be a shared 

burden by all housemates. 

  

Conclusion 

The aim of the research is to investigate how 

the relationship between gender and 

socioeconomic affects academic performance 

in Accounting for the Girl learner. The study is 

aimed at attaining the following objectives: a) 

To determine how gender and socioeconomic 

issues affect the performance of the girl child 

in the teaching and learning of Accounting at 

school A in //Kharas and (b) To determine 

strategies to minimise the effect of gender and 

socio-economic impact on girls’ teaching and 

learning of Accounting at school A in //Kharas. 

The study reveals that gender and 

socioeconomic status affect the girl learners’ 

performance as they drop out of school, lose 

interest in pursuing careers in accounting, lack 

motivation and supressed by patriarchy. Four 

strategies to minimise the impact on girls’ 

performance are outlined. Strategies are to 

change parental expectation, equally distribute 

the house hold chores and decrease patriarchy.  
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Abstract 

Ample availability of academic resources on the Internet has intensified opportunities for plagiarism, 

especially in English language writing tasks. With the outbreak of Covid-19, educational institutions 

have shifted to online teaching and learning tools, and Turnitin is one of such tools that have become 

essential. Although Turnitin is not a plagiarism software per se, it is a technological tool that can be 

used to detect possible cases of plagiarism. Literature in the field illustrates how the main objectives 

behind using Turnitin are to foster critical thinking skills and to develop writing competence of the 

students. Nevertheless, realisation of these objectives remains sceptical due to high percentages of 

similarities that the Turnitin tool produces after processing students’ essays. Hence, it is not only the 

percentage of similarities that matters; the content of the similarities is equally significant. A desktop 

study was conducted using a set of four existing student essays that were submitted via Turnitin. The 

students were doing an English language course at a tertiary institution in Namibia during the Covid-

19 pandemic. Critical Discourse Analysis was used as a theoretical and methodological base of 

analysis, leading to identification and understanding of contextual educational challenges experienced 

at the micro-level of society. Out of 1 790 essays that were submitted via Turnitin, a sample of 241 

essays with high percentages of Turnitin similarity were analysed. The analysis was aimed at 

establishing the extent to which tertiary students were likely to plagiarise when writing English essays, 

based on not only high Turnitin similarity percentages, but also the content of the similarities, to 

establish whether the use of Turnitin fostered students’ critical thinking skills or not, whether using 

Turnitin enabled development of their writing skills, and also whether Turnitin and its associated 

institutional punitive measures deterred plagiarism amongst students or not. 

 

Keywords: critical thinking, Covid-19, Critical Discourse Analysis, English language, essay writing, 

plagiarism, Turnitin, writing skills 

 

Introduction 

The global outbreak of Covid-19 has made the 

use of Information and Communication 

Technologies (ICTs) a necessity in different 

sectors of the economy, the education sector 

inclusive. Governments and educational 

institutions in both developed and developing 

countries have spearheaded the use of ICTs as 

a mechanism to prevent collapse of economic 

activities due to Covid-19. Namibia is not an 

exception.  

This article examines how Turnitin was 

used as an ICT tool to curb academic 

dishonesty at an institution of higher learning 

in developing context, evidenced through 

online learning artefacts that provide a 

framework for this situational analysis, student 

essays. Although technology facilitates modern 

and improved opportunities for teaching and 

learning, it has its drawbacks. The use of 

technology for teaching and learning has also 

resulted in increased opportunities for 

university students to cheat in assessment 

tasks, as illustrated later in this piece of work. 

It was thus deemed essential to investigate and 

establish unethical practice in students’ written 

work as this unfavourable practice has a role to 

play in the decay of students’ academic skills.   

 

Statement of the problem and research 

objectives 

Over the years there has been an increase in the 

copy-cut-and -paste syndrome, not only 

globally but also at the institution under study. 

This essentially means copying without 

mailto:eithindi@nust.na
mailto:mchimwa@gmail.com
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acknowledging the source of information or 

the actual authorities on the topic. Plagiarism 

leads to the decay of scholarly skills, especially 

in writing tasks or academic writing 

specifically. As researchers in the field point 

out (Cosma & Joy, 2012; Halak & El-Hajjar, 

2016; Turnitin, 2017), this unfavourable 

syndrome has resulted in the need to detect 

unethical practices in written work by using a 

variety of software, and Turnitin is one such 

software. As Turnitin is also used at the 

institution under study to ensure academic 

honesty and integrity, this research aims to 

establish the extent to which tertiary students 

were likely to plagiarise when writing English 

essays, based on Turnitin similarity reports; to 

establish whether the use of Turnitin fostered 

development of students’ writing skills or not; 

and to find out if Turnitin and its associated 

institutional punitive measures deterred 

plagiarism amongst students or not. 

 

Literature review 

Turnitin as a similarity detection software 

Turnitin is a software that is used globally by 

educational institutions to deter plagiarism 

amongst students (Graham-Matheson & Starr, 

2013; Saba ’Ayon, 2017). It is used to compare 

submitted papers to papers from its database 

and provide a similarity report, indicating 

similarity between the two in percentages 

(Batane, 2010; Turnitin, 2017). Even though 

the accurateness and effectiveness of this text-

matching software is questionable (Potthast, 

Stein, Barrón-Cedeño, & Rosso, 2010), it is the 

most favoured tool to detect similarity rates. 

The university majority, including Namibians, 

still view Turnitin as one of the effective tools 

in detecting plagiarised work. 

 

Global trends in the use of Turnitin as a 

similarity detection software 
Plagiarism that amongst others Graham-

Mathenson and Starr (2013, p. 2) define as 

“taking someone else’s work and passing it off 

as your own” has been observed to be an 

increasing global concern amongst institutions 

of higher learning.  This is how Turnitin comes 

in handy as an electronic detection system.  

However, although educational institutions 

have mechanisms in place to deter students 

from plagiarism, it has been discovered that 

students do not acquaint themselves with 

plagiarism institutional rules (Walker, 2010; 

Tackett et al., 2010), which leads to academic 

dishonesty. Research has proven that Turnitin 

currently serves more than 15,000 institutions 

around the world (Sirvent, 2021). For example, 

institutions in the United Kingdom (University 

of Southampton), Latin America, Pakistan, and 

Nigeria have adopted the use of Turnitin in 

their academic institutions (Carnero et al., 

2017). This does not leave Namibia as an 

exception. Some of its educational institutions 

have also adopted the same tool to curb 

plagiarism, such as the Namibia University of 

Science and Technology and the International 

University of Management. In South Africa, it 

was found that in most incidences, students 

have a "just get a degree syndrome" amid other 

reasons where students persistently use the 

Internet in academic writing (Bagraim, 

Goodman, & Pulker, 2014), which the 

researchers have labelled as academic 

dishonesty. Students simply copy-and-paste 

work from the internet, and this has increased 

the plagiarism tendency. 

 

The use of Turnitin at organisational, 

technical and pedagogical levels 

As the CDA approach is adopted as a lens to 

study the use of Turnitin in this research work, 

it is essential to discuss the use of this software 

at different levels of society: organisational, 

technical and pedagogical levels. At 

organisational level Halgamuge (2017) points 

out how universities have set standards 

regarding the use of Turnitin as a similarity 

detection software.  Likewise, the institution 

under study has adopted the use of Turnitin as 

a similarity detection software and has 

mechanisms in place to create awareness 

regarding academic dishonesty amongst 

students, such as by offering blended learning 

courses on academic integrity (Hollenstein, 

2019).  Nevertheless, irrespective of the 

strategies in place to curb plagiarism, as 

Hollenstein (2019) states further, plagiarism in 

students’ work remains a serious matter of 

concern at the institution. 

At technical level Turnitin can be 

described as a valuable tool that has the 

capacity to detect identical texts by comparing 

the text in question with texts in its database 

(Batane, 2010; Turnitin, 2017). Turnitin 

identifies potential plagiarised text by 
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highlighting it in colour, and it has a built-in 

function that directs academics to links where 

online documents with similar text are to be 

found (Halgamuge, 2017).  This makes the task 

of academics who want to ascertain if the 

matched text is a case of plagiarism or not 

easy. This is because some texts that are 

highlighted by Turnitin could be texts that are 

referenced legitimately, such as quoted 

material. Turnitin is used at pedagogical level 

as an educational writing tool. Heckler, Rice 

and Bryan’s (2013) study showed how students 

plagiarised less if they were aware that their 

work would be submitted on Turnitin. This is 

one example of how Turnitin fosters 

educational development as students are 

indirectly encouraged to use their brains. 

However, Heckler et al. (2013) identified 

laziness to be the key reason behind students’ 

plagiarism, while poor academic writing skills 

and lack of punitive measures when plagiarism 

is involved encourage plagiarism.   

Academically, plagiarism does not 

develop the mind or enhance critical thinking. 

It makes students complete a degree without 

learning anything that makes them worth being 

degree graduates (Batane, 2010; Ogilvie & 

Stewart, 2010). To avoid these damaging 

global consequences, universities and tertiary 

education institutions have found it meaningful 

to check plagiarism to avoid the disaster of 

massive copying and unethical practices. The 

authors of this article are of the opinion that 

though most students find an easy way to 

justify plagiarism, it is not good for promoting 

scholarly advancement. On the other hand, 

software such as Turnitin promotes scholarly 

and ethical conduct. Students end up reading 

and learning to understand to end up being able 

to write the ideas in their own way. If 

similarity detection is used judiciously, people 

cannot escape with accolades they do not 

deserve. Fortunately, due to similarity 

detection software, such as Turnitin, culprits 

are exposed and punished accordingly. 

On the other hand, when Turnitin is 

primarily used as a punitive or penalising tool, 

it has the potential to discourage students to try 

their best (Halgamuge, 2017), thus impeding 

educational development.  Rather than using 

Turnitin as a punitive tool, it is advisable for 

academics to use Turnitin as a formative 

writing tool. Carnero et al. (2017) argue that 

students plagiarise because they lack training 

in research ethics and conduct, have 

deficiencies in the development of writing 

skills, and are tolerant of such misconduct. 

Furthermore, it was discovered that students do 

not acquaint themselves with the institutional 

rules (Tackett, Claypool, Wolf, & Antenucci, 

2010; Walker, 2010).  Scholars in the field 

indicate how similarity scores become less 

when students become accustomed to using the 

Turnitin tool in writing programmes 

(Halgamuge, 2017).  This scenario illustrates 

how Turnitin has potential to deter plagiarism 

amongst students when they are fully aware of 

the consequences of academic dishonesty. 

 

Theoretical underpinnings 

This research adopts CDA as both a theoretical 

and methodological base of analysis. Drawing 

on key tenets of Critical Discourse Analysis 

(CDA), the developing context is described in 

terms of four key domains: socio-economic, 

organisational, pedagogical and technological. 

Fairclough’s (2000) Critical Discourse 

Analysis is used as a theoretical and 

methodological framework of analysis of 

developing context from macro-levels, such as 

socio-economic and organisational factors, to 

the micro-level where the analysis concentrates 

on artefacts at technological and pedagogical 

levels. This analysis facilitates understanding 

of the relationship between policies and 

decisions made at the macro-level of society 

and contextual educational challenges 

encountered at the micro-level. CDA leads to 

identification of contextualised educational 

challenges whereby intervention might be 

essential.   

The CDA approach is used to analyse 

and solve social problems, including 

controversial issues in education (Gee, 2004; 

Rogers, 2004a).  It is aimed at analysing 

serious problems at societal level, with the 

intent to understand them and find a solution 

(Van Dijk, 2009). According to Thompson 

(2004), “CDA seeks to link texts at a micro-

level (the textual level) with macro-level power 

structures (socio-cultural practice) which, in 

drawing upon discourse, such texts produce” 

(p. 108). Thompson (2004) elaborates more on 

the discursive practice. Thomson notes that it 

acts as a mediator between macro and micro-

levels.   
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In an educational setting, CDA is used 

for research purposes to describe, to interpret 

and explain the connection between language 

and issues of educational importance (Rogers, 

2004b).  These three key elements: description, 

interpretation and explanation, are of utmost 

importance for any research that involves 

CDA. Local, institutional and societal levels of 

interpretation take place at each text, discursive 

and societal levels of analysis in CDA (Rogers, 

2004b). As per Gee (2004), a CDA approach 

should be a combination of textual analysis 

with socio-political and society critical 

theories, and its institutions.  The analysis at 

textual level, English essays in the context of 

this article, was done with an objective to 

understand abstract meanings of discourse used 

at textual level, and how this discourse 

influences human actions at discursive and 

societal levels.  

 

Design and methods 

Secondary research that has become more 

viable due to Covid-19 limitations was used as 

a research method, whereby a mixed methods 

design was adopted to study and analyse 

existing data, students’ English essays. 

Fairclough’s (2000) three dimensional CDA 

framework was applied as a methodological 

base of this study. In view of Fairclough 

(2005), CDA methodology entails detailed 

textual analysis, combined with inter-

discursive analysis of texts, but does not 

specify how the data should be collected or 

analysed as it depends on the objective of the 

research. In this research data were collected 

from 1790 existing Turnitin student essays of 

which a sample of 241 essays were analysed.   

The essays were written by students 

doing an English course at tertiary level and 

were written in four sets, only referred to as 

Essays 1, Essays 2, Essays 3 and Essays 4 in 

this research to protect the identity of the 

students who wrote them. The essays were 

written over a semester that lasted fourteen 

weeks. Data were analysed both quantitatively 

and qualitatively.  Fairclough’s CDA model 

was found preferable for qualitative analysis as 

it accommodates explanation of relationship 

between how language is used and social 

structures (Rogers, 2004). CDA facilitates 

analysis and interpretation of the use of ICT 

tools in developing contexts at four different 

levels: socio-economic, organizational, 

technological and pedagogical, as well as 

textual levels. However, due to time 

constraints, in this research the analysis and 

interpretation of students’ essays as artefacts of 

educational development was only done at 

technological and pedagogical levels, and as 

well as at textual level. The discourse order 

that was used as a framework for methodology 

and analysis is illustrated in Figure 1. 
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  Context (macro to micro)        →    Interpretation       →               Explanation   

                       ↓                                                                                              ↙                                                                                                                                                                                  

                      
                                            → Intervention     →          Analysis (micro to macro) ↑ 

 

Figure 1: Illustration of discourse order and analysis: Adaptation of Fairclough (2000) and 

Roger (2004)   
 

As per institutional guidelines to curb plagiarism, there were penalties for essays with high similarity 

rates as follows:  

 

20% - 40% = -10% 

41% - 60% = -20% 

61% - 100% = 100% (zero) 

 

Both quantitative and qualitative results of the analysis are explained in the subsequent section.  

 

Quantitative findings 

The quantitative results presented below illustrate numerical Turnitin similarity rates in four different 

student essays that were analysed. 

 

Socio-economic level 

Organisational 
level 

Technologic
al level 

Pedagogical 
level 

Textual level 
(Description) ↓ 

Discursive level 
(Interpretation) 

↓ 

Societal level 

 (Explanation) 
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Figure 2: In-depth analysis of distribution of essays with high similarity scores 
 

As illustrated in Figure 2, the number of essays 

with a high similarity rate of 60% to 100% 

reduced from 38% to 0% by the time students 

wrote the fourth essay. This is the time when 

students are acquainted with the plagiarism 

detection software and are aware of punitive 

measures.

 

 
Figure 3: An over-view of similarity rates 
 

As illustrated in Figure 3, the number of 

plagiarised essays reduced from Essay 1 to 

Essay 4. Also, high plagiarism percentages, 

60%-100%, reduced from Essay 1 to 4 as 

indicated by the red trend line.  This illustrates 

the potential of Turnitin to curb plagiarism 

when students are aware of the consequences, 

thus in support of Halgamuge (2017) who 

claims that similarity scores become less when 

students become accustomed to using the 

Turnitin tool in writing programmes. 
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Findings of qualitative analysis 
By virtue of Turnitin being a text matching 

system rather than a plagiarism software, 

manual intervention was essential to ascertain 

if the high similarity scores identified in 

quantitative analysis were linked to plagiarism 

or not. Essays with high levels of matched 

material were analysed further qualitatively to 

determine if plagiarism had really occurred, as 

Turnitin does not detect plagiarism per se. This 

requires academics to examine artefacts at 

textual level in CDA terms, students’ essays in 

the context of this article, to make an informed 

decision. An analysis of student essays at 

textual level revealed how the originality 

reports with low percentages, 20%-40%, 

(Appendix A) could not be used as a measure 

of plagiarism; they simply illustrate the level of 

matched text with Turnitin database. Although 

there is a penalty for this category, ascertaining 

plagiarism in this category would be a 

cumbersome effort with unreliable outcomes in 

some instances as there is insufficient 

evidence. This type of text similarity matching 

was referred to as non-deliberate or deliberate 

plagiarism as it is difficult to ascertain 

circumstances surrounding high similarity 

scores in this category that are not so high. 

A comparison of essays in this category 

revealed how plagiarism in this category was 

done with care. For example, only some parts 

of the online document were lifted, and not the 

whole essay. The plagiarised essay was 

jumbled up and some key words were replaced 

with synonyms.  However, it was disheartening 

to note that the overall essay was primarily 

plagiarised, yet students in this category only 

got a penalty of 30% while their counterparts 

in the 60% to 100% category (Appendix B) 

were penalised with 100%. This type of 

similarity match was referred to as intelligent 

deliberate plagiarism in this article. Suspected 

plagiarised essays due to extremely high 

percentages of originality reports were also 

compared by viewing them side by side with 

the ones available on the Internet.  This 

comparison revealed how these essays were 

directly lifted from the Turnitin database. 

Essays with 100% similarity reports (Appendix 

C) were identical copies of essays or passages 

available on Turnitin database, especially 

essays lifted from the Internet. This type of 

similarity match was referred to as non-

intelligent deliberate plagiarism in this article. 

The findings of this study concur with 

some observations made in other studies. For 

example, some students who had a high 

Turnitin similarity rate in Essay 1 and got zero 

after being penalised repeated the same ordeal 

and got zero again in Essay 2. This could be 

due to poor understanding of punitive 

measures applicable when a high Turnitin 

similarity is detected. Other scholars in the 

field are of the opinion that detecting 

plagiarism does not offer deterrent if penalties 

and consequences of plagiarism are not made 

clear to students (Halgamuge, 2017). Better 

interventions could be developed to increase 

students’ understanding, in addition to written 

comments on a student essay justifying a zero 

or any other poor mark. Student participants in 

the study that was conducted by Graham-

Matheson and Starr (2013) reported how 

Turnitin improved their writing skills. 

Research in the field also reveals how Turnitin 

similarity rates drop in students’ second 

written drafts (Halgamuge, 2017), and the 

findings of this study concur with this 

sentiment. These observations serve as an 

indication that Turnitin has potential to enable 

educational development when students are not 

merely copying or restating ideas but are rather 

using their cognitive skills to apply existing 

knowledge to new situations. 

In the light of CDA, the challenges 

explained above are exemplary to how policies 

and decisions made at the macro-level of 

society are interpreted at the micro level, thus 

revealing contextual educational challenges 

that are encountered at the micro-level, 

specifically at technical and pedagogical levels 

in the context of this research. 

 

Recommendations 
The findings of this research point to the need 

to create more awareness on the consequences 

of assignment tasks with a high Turnitin 

similarity rate.  Students need to be advised 

well in advance so that they do not lose marks 

in assessment tasks due to plagiarism, a 

situation that might lead to students failing 

courses. Compulsory use of Turnitin for 

originality checking would deter students from 

plagiarism, especially in essay writing.  When 

English essays are to be marked manually, 
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students could be asked to submit their essays 

together with a Turnitin report illustrating the 

similarity rate.  

Allowing submission of drafts would 

enable students to rewrite their assignment 

tasks and re-submit new work so that Turnitin 

would not be a deterrent to their academic 

performance. This puts the credibility of the 

assessments at risk, yet writing is a process that 

involves many steps, especially at editing and 

revising written work.  It would be beneficial 

to assist students with academic writing skills 

to avoid non-deliberate plagiarism. High 

Turnitin similarity rates could be an indication 

of students’ weaknesses in academic writing 

skills.  Furthermore, essay writing should be a 

monitored process even during Covid-19 to 

avoid a high degree of plagiarism which might 

lead to loss of marks or failure. 

Finally, it is recommendable to conduct 

a qualitative study at the institution under study 

to get perspectives of students on plagiarism 

phenomenon, and to identify students who are 

at risk so that proper interventions are 

developed to assist them.  

 

Conclusion 
This study revealed how the use of punitive 

measures based on high Turnitin similarity 

rates in students’ English essays contributes to 

reduced plagiarism, if students are made aware 

of the consequences. This encourages students 

to use their own thinking skills to create 

knowledge rather than copying other people’s 

ideas and submitting them as their own work. 

Regurgitating other people’s ideas does not 

contribute to educational development as no 

new knowledge is created. Thus, although 

Turnitin is not a plagiarism software per se, it 

is a valuable tool that can be used to detect 

non-original students’ written work, thus 

deterring plagiarism when punitive measures 

are applied to tasks with a high Turnitin 

similarity rate.  
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Appendices 

 

Appendix A: Sample plagiarised student essay, 30% Turnitin similarity: Deliberate or Non-

Deliberate Plagiarism 

 

 
  

Essay: Language is the medium through which cultural values and norms are  
transmitted. In your opinion, why is it important to encourage the use of mother tongue 
among young Africans? 

Mother tongue is the first language we acquire naturally. The language of our mother is  

more important than anything else. Mother tongue plays a very important role in framing 

the thinking and emotions of people. It develops a personal and cultural identity.it helps 

us to stay connected to our cultures and our roots. 

Mother tongue is used for a child to communicate with their family and their surroundings. 

If a person does not know their mother tongue well enough to express himself or herself 

freely, they will start looking for a new cultural identity. Whatever be our mother tongue 

we have to accept it.There is no doubt that men express their hidden feelings in their 
mother tongue. To satisfy the objectives of learning one has to use his mother tongue. A 

child who learns their mother tongue from the beginning of their lives, amass extensive 
learning skills that helps them to express themselves and developing thinking capacities. 

The language helps people cultivate confidence and a sense of self-worth in learning 

other things. 

It also strengthens family bond. Speaking your mother tongue allows you to communicate 

more with your family. It also enables you to speak with the elders in your family, which 

helps you understand your roots and origins. It helps you understand the value of your 

culture and heritage and it contributes to a positive self-concept. The mother tongue is 
the true vehicle of wit. A man's native speech is an inseparable part of his personality and 
must never be lost. 

The mother tongue should be preserved at any cost to preserve the rich cultural fabric. 
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Appendix B: Sample plagiarised student essay, 58% Turnitin similarity: Intelligent Deliberate 

Plagiarism 

 

                   Student Essay    An essay from the Internet 

 

         
 

 

 

 

 

 

5 Reasons Why Online Learning is the Future of Education 

04 Jun 2020  (Plagiarised texts jumbled throughout the essay) 
  
The concept of traditional education has changed radically within 
the last couple of years. Being physically present in a classroom 
isn’t the only learning option anymore — not with the rise of the 
internet and new technologies, at least. Nowadays, ……the 
revolution of online education.  
There’s no need to discount ………. 
Keep on reading to learn five more reasons why you should get 
involved in online education! 
1. It's flexible.  
Online education enables the teacher and the student to set their 
own learning pace, and there’s the added flexibility of setting a 
schedule that fits everyone’s agenda. As a result, using an online 
educational platform allows for a better balance of work and 
studies, so there’s no need to give anything up. Studying online 
teaches you vital time management skills, which makes finding a 
good work-study balance easier. Having a common agenda 
between the student and teacher can also prompt both parties to 
accept new responsibilities and have more autonomy.  
2. It In a space as vast and wide as the internet, …….. without 
physically setting foot on a university campus.  
3. It’s accessible.  
Online education enables you to study or teach from anywhere in 
the world. This means there’s no need to commute from one place 
to another, or follow a rigid schedule. On top of that, not only do 
you save time, but you also save money, which can be spent on 
other priorities. The virtual classroom is also available anywhere 
there’s an internet connection, and a good way to take advantage 
of this is to travel. For example, if you’re studying abroad and want 
to get a job, online education is a great choice. There’s no reason 
to give up on working or studying while exploring new and exotic 
places.  
4. It allows for a customized learning experience.  
We’ve mentioned ….. which will offer you a more dynamic and 
tailor-made education. 
5. It’s more cost-effective than traditional education.  
Unlike in-person education methods, online education……. but the 
results can be better than other options.  
Final thoughts 

These are only a few reasons to choose an online education, and 
why 90 percent of students today think that online learning is the 
same or better than the traditional classroom experience. Every 
student must assess their unique situation and decide according to 
their needs and goals, and while this alternative to traditional 
education is not for everyone, it's still a convenient option with 
virtually endless options for international students all over the 
world. 

 
Source: https://www.educations.com/articles-and-advice/5-
reasons-online-learning-is-future-of-education-1 
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Appendix C: Sample plagiarised student essay, 100% Turnitin similarity: Non-intelligent Deliberate 

Plagiarism 

 

                  Student Essay                                                An essay from the Internet  

  

      
                                                                              

             

 

 

 

Online Learning Is The Future Of Education: Here’s Why  

Online learning has been on the rise in recent years, 

largely due to the convenience, cost, and accessibility the 

system offers compared to traditional learning. This 

growth has only been fueled by the coronavirus 

pandemic that forced down the shutters of universities 

and schools worldwide.   
The 7 Most Promising Features Of Online Learning 

The best eLearning platform will be able to tick most or 

all of these boxes. So arm yourself with information to 

make the right choice, whether you’re a student looking 

to learn or a company exploring how to create an 

eLearning platform.  

1. Online Learning Offers Convenience And Flexibility 

Most professionals found they couldn’t continue with 

their education or upskilling because they couldn’t fit 

studies around their work schedules. Those shifting to 

online learning platforms will find that online learning 

offers convenience and flexibility in timings and pace, 

allowing you to learn in your own time. Many online 

courses have strict timings only for submissions and 

deadlines; those looking to brush up on their skills can 

use tutorials and videos between jobs to have the best 

of both worlds. 

2.High-Quality Student-Tutor Interactions 

Online learning allows for better quality interactions 

between students and tutors. This is because tutors 

have various teaching methods at their disposal. 

Additionally, they can focus on individual students a lot 

more than they would in traditional classes. Most online 

learning courses that rely on live streaming have a cap 

on the number of students who can enroll, ensuring that 

each student gets adequate attention and advice from 

their tutor. 

3. More Students Can Enroll At Once 

Online learning classes that depend on pre-recorded 

videos and tests can have an unlimited number of 

students enrolling. So many popular courses today have 

thousands of students simultaneously enrolled, and 

since there’s no need for physical classrooms and seats, 

more students can enroll in a single course at once. 

Source: https://elearningindustry.com/why-online-

learning-is-future-of-education 
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Abstract 

The purpose of this study was to analyse which teaching strategies were used in the implementation of 

the new English curriculum at Grade 8 level and the effects that these strategies have in the learning 

and teaching in Epembe circuit. The study sought to answer the question: what are the strategies used 

in the implementation of the new English curriculum at Grade 8 level and their effects in the learning 

and teaching in Epembe circuit? The study was triggered by the fact that over the past two years in 

which the new curriculum for English second language has been implemented, the researchers 

observed with regrets that the English performance for Grade 8 learners in Epembe circuit has not 

been promising. The qualitative research approach was used to explore the phenomena under study. 

Cluster sampling was used to select five participants from five schools. Interview guide, observation 

guide and document analysis were used to gather relevant data from the participants. The findings of 

the study indicated that, English teachers of Epembe circuit used a total number of six teaching 

strategies to implement the new curriculum. These learning strategies were: whole class listening 

strategy, question and answer strategy, comprehension monitoring strategy, the Survey Question 

Read, Recite and Review Strategy (SQ3R), vocabulary building strategy and cooperative learning 

strategy. However, the scheme of work had recommended a number of teaching strategies such as 

role-play, dramatizing, prose summary, class discussion and dictation. Teachers ignored such 

beneficial teaching strategies, which could lead to learners’ favourable performance.  

The study also found that the “question and answer” strategy did not work in favour of Epembe 

circuit learners because it requires active participation from learners and time consuming. However, 

only few teachers found to use this strategy because it requires adequate teaching resources and 

Epembe circuit schools were in shortage of teaching resources. The study further found that learners 

did not perform well when the vocabulary building strategy was used because the learners of Epembe 

circuit were not self-driven to expand their vocabulary. The study also found that teachers of Epembe 

circuit did not use this very significant strategy often (the vocabulary building strategy). The findings 

of this study also found that when teachers use the “summary presentation” strategy, learners did not 

achieve favourable performance because teachers were using this strategy without facilitating 

learning. The study further revealed that some teachers did not use the “whole class listening 

strategy” at all. This was the only teaching strategy, which was recommended for teaching listening.   

The study recommends that the Ministry of Education should employ only qualified personnel so 

that failure among learners is reduced at all cost. The ministry should also give necessary training to 

unqualified teachers who were currently employed. Moreover, the school management should 

strengthen their supervision measures to ensure that teachers were using all recommended teaching 

strategies. The study further recommends that subject advisors should offer necessary support to 

teachers to enable them use various teaching strategies efficiently.  

 

Keywords: teaching strategies, curriculum, English language, implementation, teachers 

 

Introduction 

The Ministry of Education, Arts and culture 

(2015) reformed the entire Namibian Basic 

Education curriculum in 2015. The whole 

broad curriculum for basic education has been 

reformed with major changes introduced in the 

curriculum. The syllabus for English Second 

mailto:1kainomeke@gmail.com
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Language was improved and teachers had to 

adjust to changes in the new curriculum. 

Silimwe (2009) notes that whenever a new 

curriculum is introduced teachers are usually 

required and requested to adjust their teaching 

strategies, in order to comply with new 

changes in the curriculum and meet the needs 

and demands of the learners and all educational 

stakeholders. Grade 8 English second language 

teachers had to adjust their teaching strategies 

in response to changes in curriculum reform 

which took place in 2015. The new English 

second language curriculum was first 

implemented in 2017.  

Over the past two years in which the 

new curriculum for English second language 

has been implemented, the researchers 

observed with regret that the English 

performance of grade 8 learners in Epembe 

circuit has not been good. It was noted that 

almost 70 percent of the Grade 8 classes failed 

because of English. As a result, this causes a 

constant grade repetition, higher learner to 

teacher ratios, school dropouts and low morale 

by both teachers and learners. Since the new 

English curriculum was implemented, grade 8 

learners’ performance in Epembe circuit of 

Ohangwena region in Northern Namibia had 

not been impressive. It is for this reason that 

the researchers investigated the teaching 

strategies used in the implementation of the 

new English curriculum at grade 8 level in 

Epembe circuit. 

 

This study sought to answer the following 

research question: 

 

1. What are the strategies used in the 

implementation of the new English 

curriculum at grade 8 level and their 

effects in the learning and teaching in 

Epembe circuit? 

 

Theoretical framework and literature 

review 

This study was based on the Cognitive 

Flexibility theory as a theoretical framework. 

The theory of cognitive flexibility places its 

focus on the nature of learning in complex and 

ill-structured domains (Fernandez, 2014). 

Cognitive flexibility refers to the ability of 

restoring one’s knowledge in various ways, 

doing it in such a manner that responds to 

situational demands. The knowledge is 

presented and the processes that operate on 

those method representations are brought into 

the picture. The cognitive flexibility theory 

deals with the transfer of knowledge and skills 

beyond learners’ initial learning (Guffey, 

2013). According to Fullan (2017), the 

teaching strategies employed by teachers 

during the new curriculum implementation in 

Namibian schools to make learning exciting 

were: summarizing, question and answer 

strategy, comprehension monitoring strategy, 

the survey question read, recite and review 

strategy (SQ3R), vocabulary building strategy 

and cooperative learning strategy. 

Routman (2013) defined summarizing as 

a process of deducing the most important facts 

or ideas concerning something or someone 

from any given text, presenting it in a short and 

clear format. This strategy is associated with 

reading comprehension. It is a necessity for 

learners to be taught how to integrate ideas 

from given information in the text. With 

question and answer strategy, teachers are 

expected not to rush into answering their own 

questions whenever they pose a question. 

Every question asked should first be discussed 

by all learners in the classroom, and when they 

fail to give correct answers, the teacher comes 

to their rescue (Domician, 2015). According to 

Makeleni (2014), good readers make use of 

metacognitive strategies to have control over 

their reading and to think about it. In this 

strategy, learners are provided with a long text 

to read and answer some questions after 

reading the text. The teacher teaches learners 

the skills of identifying where in the text the 

difficulty is, restarting a difficult sentence or 

passage on their own and try to understand it 

better. Femandez (2014) revealed that the 

SQ3R is a strategy used when teaching 

English. The method is given its abbreviated 

name for its 5 steps. The first step under this 

strategy is represented by the letter ‘S’ which 

stand for “Survey” which includes scanning 

the text; paying attention to the layout, 

chapters, sections, graphs and highlighted 

words in the text.  

Step two of the SQ3R method is 

“Question” where the teacher coaches’ learners 

to ask themselves questions about the text. 

They should also ask themselves what they 

already know about the text and remind 
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themselves of the goal of reading the text 

(Femandez, 2014). According to Hande (2014) 

the third step of the SQ3R strategy is “Read.’’ 

Where the teacher makes learners read the text 

actively while keeping the previous steps in 

mind. The fourth step of this strategy is 

“Recite” at this point, the teacher trains 

learners to repeat aloud in their own words 

what they have read.  The last step of the 

SQ3R strategy is “review”. Learners read all 

relevant parts again and pay attention to parts 

they found difficult (Hande. 2014). Hill (2014) 

explains that vocabulary building strategy is an 

essential component of every English class. 

The focus of this strategy is to build learners’ 

vocabulary repertoire. In this strategy, teachers 

ask learners to identify unfamiliar words and 

go over their meaning in class. Domician 

(2015) advises that English teachers should be 

decisive in incorporating this strategy in their 

English literature classrooms. The strategy 

requires students to discuss a piece of literature 

in their individual groups. The first step to 

perform under this strategy is; making learners 

review the literal elements to ensure that all 

members of the group have common 

understanding of the literal components. In 

step two of this strategy, learners read the text 

together in a group and identify all figures of 

speech, which are found in the text. Thereafter, 

learners answer all literature questions 

provided as a class activity. 

Guffey (2013) outlines the shortcomings 

of the summarizing strategy; the strategy is 

mostly less effective because most students 

have a negative attitude towards this strategy. 

Students struggle to give correct answers when 

writing a summary because there is no formula 

of getting it right.  Fullan (2017) says that the 

question and answer strategy could be less 

effective if any teacher chooses to use it in 

his/her English lesson. The strategy requires 

learners to be free to ask questions in class as 

well as to participate in giving responses to 

questions asked by their classmates. 

Regardless of all the demerits of the question 

and answer strategy, it is beneficial because it 

enables learners to be fully involved in the 

lesson by actively participating. The 

effectiveness of the SQ3R strategy and the 

comprehension monitoring strategy is affected 

by their status of being time-consuming (Hill, 

2014). Teachers have limited time of 40 

minutes per lesson therefore they struggle to 

manage time when employing these two 

strategies. Consequently, the effectiveness of 

the strategies is affected.  

The nature of the vocabulary building 

strategy demands for learners’ zeal to learn. 

Most learners are still young and not self-

driven so vocabulary building strategy may not 

work with them. However, the strategy works 

best when used in a class with ambitious 

learners; they can be excited about enhancing 

their vocabulary knowledge (Hill, 2014). 

According to Hande (2014), cooperative 

learning strategy is associated with literature. 

Some teachers do not really like literature, 

therefore some teachers also struggle to deliver 

literature related concepts effectively leading 

to the ineffective of the cooperative learning 

strategy. 

 

Methodology 

This study adopted the interpretivist research 

paradigm. The interpretivist research paradigm 

determines appropriate data collection 

instruments such as interview and observation 

guides as well as document analysis (Babbie, 

2018). The paradigm was chosen because of its 

merits in enabling researchers to obtain 

necessary subjective and detailed information 

from participants. The detailed and descriptive 

information acquired enabled the analysis of 

teaching strategies used during implementation 

of the new curriculum. This study adopted the 

qualitative research approach because the 

phenomenon under study was completely 

narrative. The study adopted a case study 

design. The researchers found a case study as a 

suitable design for this study because the study 

involved various explanations and descriptions 

of the teaching strategies used by teachers in 

their teaching. The population of this study 

comprised all grade eight English teachers 

(they are 40 in total) in Epembe circuit. 

Probability cluster sampling was used for 

selecting schools in this study. The researchers 

chose cluster sampling because Epembe circuit 

is divided into five clusters. In each cluster 

only one school was chosen which was easily 

accessible to the researchers. Purposive 

sampling was used in selecting five teachers 

who specifically teach English in grade eight in 

Epembe circuit to participate in this study. 

Three research instruments were used to 
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collect data for this study. These were an 

interview guide, classroom observation guide 

and document analysis. 

An in-depth face-to-face interview was 

carried out with five, grade 8 English teachers 

from five sampled schools. The researchers 

carried out classroom observations once at 

each of the five schools, which had been 

sampled. Document analysis was reviewed on 

lesson plans and schemes of work from those 

five grade 8 English teachers in order to figure 

out the teaching strategies used during 

implementation of the new English curriculum. 

From document analysis, the researchers 

deduced various teaching strategies prescribed 

for grade eight English teachers and analysed 

them. A bar graph was used to indicate which 

teaching strategy has been used during the 

implementation of the new English curriculum 

for grade eight in Epembe circuit. 

Additionally, more data were presented in a 

narrative manner, giving clear description 

theme by theme. Data was presented into 

themes, and those themes were used to analyse 

the data from the transcripts of the class 

observations and from face-to-face interviews. 

Similar themes and patterns among data were 

identified and presented. The researchers also 

wrote reflective memos in order to record what 

the researchers were learning from the data 

collected during the observations. According to 

Johnson and Christensen (2008), memos were 

helpful for recording ideas generated during 

data analysis. Data obtained through document 

analysis as well as observation were analysed 

at a latent level, whereby underlying ideas and 

ideologies were examined.  

 

Findings and discussion 

The teaching strategies used in the 

implementation of the new English 

curriculum in Epembe circuit 

All the five teachers (100%) who were 

interviewed said they used six strategies, in the 

implementation of the new English curriculum 

in grade eight in Epembe circuit.  

 

Figure 1 presents results from the observation 

findings. This figure indicates the number of 

teachers that made use of each strategy in their 

teaching as they were implementing the new 

English curriculum. Five lessons were 

observed from the 5 teachers. 

 

 
Figure 1: Strategies used to implement the English curriculum 

 

Five lessons were observed and the researchers 

noted that there were some teachers who used 

more than one strategy in their teaching. Three 

out of five teachers used the question and 
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answer strategy. Three out of five teachers 

used the summary presentation strategy. One 

out of five teachers used the SQ3R strategy. 

The researchers analysed the scheme of work 

and found out that the scheme of work 

recommended quite a number of teaching 

strategies. These were role-play, dramatizing, 

prose summary, class discussion and dictation. 

None of the teachers indicated that they used 

all the strategies in their teachings. Participant 

A said that: 

“I barely use role-play, dramatizing, prose 

summary, class discussion and dictation 

because I am not familiar with them”. 

 

There is no doubt that the scheme of work 

recommends some best teaching strategies. 

However, teachers failed to use them. 

According to Silimwe (2013), dramatizing and 

role-play are the fun teaching strategies. They 

bring humour into the classroom and made 

learning exciting. Therefore, the researchers 

concluded that these teachers limit themselves 

from exploring best strategies such as role-

play, dramatization, dictation, and prose 

summary and classroom discussion because 

very few teachers are using those methods. 

They are often limiting themselves to the same 

old teaching strategies, which barely enable 

them to perform beyond expectations. In 

Silimwe’s (2013) view, teachers who explore 

various teaching strategies enable learners to 

enjoy learning. It is an opportunity, which 

spares both the teachers and learners from 

boredom, while maximizing effective learning. 

Every teaching strategy has its own unique 

downfalls. A dynamic use of various teaching 

strategies makes it possible for any teaching 

strategy to cover the weaknesses of other 

teaching strategies.  

Four out of five teachers indicated that they 

used the question and answer strategy and they 

found it effective because it made the lesson 

more interesting and more exciting. Teacher A 

mentioned that: 

“Most learners were shy and lacked intrinsic 

motivation so this strategy disadvantages 

them”.  

 

Teachers added that the question and answer 

strategy was very time consuming. 

Consequently, teachers tried as much as they 

could to cover many basic competencies in one 

lesson whenever the question and answer 

strategy was involved. They did so in an 

attempt to save time because the strategy itself 

was really time consuming. One out of five 

teachers indicated that she felt like the question 

and answer strategy was out-dated, hence she 

did not use it. The ineffectiveness of the 

question and answer strategy has been 

confirmed by Donena (2017), who expressed 

that the question and answer strategy was very 

time consuming because every question asked 

should first be discussed by the whole class. 

Whenever they failed to give a correct answer, 

the teacher then came to their rescue. 

During classroom observation, the 

researchers noted that three out of five teachers 

used the question-and-answer strategy. They 

tried to deliver too much content in a single 

lesson. At the end of the lesson, most learners 

seemed confused and performed poorly in the 

class activities given. Learners also appeared to 

be shy and not free to ask questions. Five 

lesson plans from the participating teachers 

were analysed. Two out of five lesson plans 

analysed indicated that teachers had used the 

question and answer strategy in their lessons. 

No clear reflection of the lessons was done. 

The reflection of the lesson could determine 

the effectiveness of the teaching strategy used. 

The ineffectiveness of the question and answer 

strategy has been confirmed by Matemba 

(2017), who expressed the view that the 

question and answer strategy was very time 

consuming because every question asked 

should first be discussed by the whole class. 

 

Through interviews, two out of five teachers 

indicated that from time to time they used the 

SQ3R as one of their favourite strategies of 

teaching. Participant B said: 

“I prefer this strategy because it seems 

suitable for facilitating most competencies of 

the English syllabus for grade eight”.  

 

Three out of five teachers responded that they 

did not use the SQ3R strategy because it was 

time consuming and the syllabus has too much 

content, which needed to be covered within the 

limited time. The participants indicated that 

although this strategy was the most 

recommended one for teaching reading 

comprehension, it did not always bear good 

results. For example, Participant C said that: 
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“The SQ3R did not always bear good results 

because it was very demanding”. 

 

Participant teachers said that SQ3R strategy 

was very demanding; it required learners to 

intensively concentrate for a long time while 

reading texts in order to comprehend them and 

answer questions thereafter. All five 

participants confirmed that most of their 

learners had very short concentration span so 

whenever the SQ3R strategy was used; such 

learners were most likely not to perform at all. 

At the time of observing teachers’ lessons, the 

researchers noted that one teacher used the 

SQ3R strategy. The strategy was not 

effectively used because the text which the 

teacher used was too difficult and at a higher 

cognitive level. The text contained difficult 

words, which were too advanced for grade 

eight learners. The learners appeared to be 

frustrated during the lesson and the whole class 

performed poorly in the class activity, which 

was given thereafter because only 10% of the 

class managed to pass that particular class 

activity. 

The researchers analysed the scheme of 

work and noted that the SQ3R had been 

recommended for some topics, but this strategy 

was not compatible with those topics. For 

example, SQ3R strategy seemed to be 

recommended for topics such as grammar or 

punctuations. Those two topics were 

completely not feasible with the recommended 

strategy (SQ3R). Using this strategy on such 

topics therefore contributes to poor curriculum 

implementation as well as high failure rate. 

Overall, the strategy being very time 

consuming does not work in learners’ favour. 

Makeleni (2013) advices that SQ3R is suitable 

to be used during lessons taught in the 

morning. The strategy is quite demanding and 

requires high concentration. During morning 

time is suitable because it is a fresh new day 

and learners’ brains are well rested and can 

handle the pressure. Using this strategy during 

any time of the day may not be effective and it 

may lead to undesirable performance from 

learners. During interviews, two out of five 

teachers indicated that they used the 

vocabulary teaching strategy. They stated that 

it is one of the best strategies; it is the best tool 

for expanding learners’ vocabulary. These 

teachers reported that learners did not seem to 

have a burning desire of enriching their own 

vocabulary so whenever teachers used this 

strategy in their lessons, the learners did not 

embrace it. They performed poorly whenever 

the class activity was given.   To this, 

Participant C indicated that: 

“I should be honest to state I still need to work 

on my skills so that I will be able to effectively 

implement these strategies”. 

 

Three out of five teachers said that the 

vocabulary building strategy was a tricky 

strategy. They also stated that the strategy was 

demanding, such that it challenged them to 

have rich vocabulary. Participant B mentioned 

that:  

“The vocabulary building strategy was a tricky 

strategy as well as demanding, that it 

challenged most of us teachers to have a rich 

vocabulary” 

 

They indicated that they did not use this 

strategy due to low confidence in themselves. 

The teacher being honest enough to indicate 

that she had not mastered this strategy was an 

indication that she did not implement this 

strategy effectively. This obviously poses a 

threat to learners’ performance. Upon 

analysing the scheme of work for English 

grade eight, the researchers found the 

vocabulary building strategy had been 

recommended for various topics. This is a 

dynamic strategy, which could be incorporated 

in almost any lesson. Not using this strategy 

occasionally makes learners miss out. Hill 

(2014) explains that the vocabulary building 

strategy ought to be an essential component of 

every English lesson. The focus of this strategy 

is to build learners’ vocabulary repertoire. Two 

out of five teachers revealed to the researchers 

that they used the summary presentation 

strategy. They indicated that this strategy was 

beneficial because it provided learners with 

notes, which they might use to study at their 

own convenience. Participant E said that: 

“This strategy is not sufficiently beneficial 

because if learners write notes, which they do 

not understand, they will not be able to use the 

notes when studying. I use this strategy as my 

last resort after various attempts of explaining 

a particular aspect to learners and they still 

struggle to apprehend it”.  
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Three out of five teachers revealed that they 

did not use summary presentation strategy 

because the subject advisors from the regional 

offices did not provide them with appropriate 

notes which they could share with learners 

while using it. During classroom observations, 

the researchers noted that three out of five 

teachers gave summary notes to the learners 

but they did not take time to go through the 

notes with learners. Based on the researchers’ 

observations, learners seemed to have not 

enjoyed the lesson when summarising strategy 

was used during teaching. The class activity 

was given and learners performed poorly. So it 

was evident that the strategy was not effective. 

Five lesson plans were analysed and none of 

the lesson plans indicated that the teacher gave 

summary notes to learners and explained them. 

The observation findings correspond with 

Guffey (2013) who revealed the shortcomings 

of the summarising strategy. According to 

Guffey (2013), summarising strategy is mostly 

less effective because most of the learners have 

a negative attitude towards this strategy. And 

learners were struggling to give correct 

answers when writing summaries because there 

was no formula of getting it right. 

Two out of five teachers interviewed 

indicated that they used the whole class 

listening strategy to facilitate learning in their 

classrooms. Given that their learners were 

English second language speakers and they 

were still struggle to fully understand the 

language. Both teachers indicated that the 

summarising strategy was never effective, but 

they had to use it because listening skills form 

part of the examinations. This is what 

Participant A said: 

“This strategy is not effective in my class. I 

never bare good results because my learners 

still struggle to fully understanding English 

therefore they were always performing 

poorly”.   

 

Three out of five teachers revealed that the 

whole class listening strategy was a frustrating 

strategy to learners. They realised that learners 

never performed well whenever the whole 

class listening strategy was involved. 

Therefore, they refrained from using this 

strategy. During classroom observations, none 

of the teachers observed used the whole class 

listening strategy. The scheme of work was 

analysed and it was quite surprising that this 

strategy was not prescribed for teaching and 

learning in the scheme of work. Mbudhi (2012) 

advices English second language teachers to 

invest more time unto training learners on how 

to become effective speakers. Mbudhi (2012) 

acknowledges that using this strategy can be 

very frustrating especially when learners do 

not have good background knowledge of 

listening. Two out of five teachers interviewed 

revealed that they used question and answer-

relation strategy during teaching. They 

indicated that the strategy could only be 

effectively implemented if teaching materials 

were in adequate supply because it’s a complex 

and demanding strategy. However, they 

indicated that they struggled to implement this 

strategy effectively because the schools lacked 

resources. Three out of five teachers responded 

that they were not aware of this strategy. 

Consequently, they did not use it in their 

everyday teaching.  

None of the teachers observed used the 

whole class listening strategy; most teachers 

were bound to one (question and answer) 

strategy, which they deemed more important. 

Butts (2018) notes that the question and answer 

strategy has been proven to be one of the most 

effective strategies for teaching English. It 

helps non-native English speakers to work on 

their language proficiency skills. The 

researchers analysed the scheme of work and 

discovered that the question and answer-

relation strategy had been recommended on 

several occasions on the scheme of work. It 

seems that most of the teachers were not using 

the answer–relation strategy as recommended 

in the scheme of work. 

 

Conclusion 
The study only found a total of six teaching 

strategies in use, in Epembe circuit. These 

were the question and answer strategy, 

question and answer-relationship strategy, 

whole class listening strategy, vocabulary 

building strategy, summary presentation 

strategy and the SQ3R strategy. However, the 

scheme of work recommended a number of 

teaching strategies such as role-play, 

dramatizing, prose summary, class discussion 

and dictation. The teachers ignored these 

beneficial teaching strategies, which could lead 

to learners’ favourable performance. The study 
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found that the “question and answer” strategy 

did not work in favour of Epembe circuit 

learners. The strategy requires active 

participation from learners. Epembe circuit 

leaners were struggling to actively participate 

during the lesson because the question and 

answer” strategy did not work in their favour. 

Therefore, the use of the “question and 

answer” strategy disadvantaged them. The 

strategy is time consuming, causing teachers to 

waste too much time dwelling on one topic.  

Frequent use of this strategy might result in 

teachers not finishing the syllabus.  

The study found that learners did not 

perform well when the vocabulary building 

strategy was used. Learners of Epembe circuit 

were not self-driven to expand their vocabulary 

hence they did not perform well when this 

strategy was used. The study also found that 

teachers in the Epembe circuit did not use this 

very significant strategy often. The teachers 

confessed that they lacked confidence to 

contest themselves by using this strategy 

because the strategy is very demanding. Such 

attitude deprived learners from enriching their 

vocabulary. Learners with poor vocabulary are 

at risk of not performing well during 

examinations. The study found that as teachers 

used the “summary presentation” strategy, 

learners did not achieve good performance. 

Teachers used this strategy without facilitating 

learning. The learners were normally only 

provided with summaries but the teachers 

failed to explain those summaries to the 

learners. Learners might not understand the 

summaries provided to them, yet they were 

expected to study on their own. No learning 

support was offered; therefore, learners might 

perform poorly during class activities and 

examinations.  

The study revealed that some teachers 

did not use the “whole class listening strategy” 

at all. This was the only teaching strategy, 

which is recommended for teaching listening. 

It was clear that teachers who did not use 

whole class listening strategy were using 

wrong strategies to teach listening. Listening 

has always been part of the final examination. 

Whenever learners are not well trained in this 

area, they might not perform well during 

examinations. The “question and answer-

relation” strategy ought to be used by all 

teachers because it is very beneficial. Few 

teachers used the “question and answer-

relation” strategy because it requires teaching 

resources to be in adequate supply and Epembe 

circuit schools were in shortage of teaching 

resources. 

 

Recommendations 

School principals should strengthen their 

supervision measures so that they help teachers 

to adhere to all curriculum policies and 

documents. For example, all teaching strategies 

recommended by the scheme of work should 

be used because they are all relevant. The 

subject advisors should visit schools on a 

frequent basis so that they offer experts 

opinion. For example, they could alert teachers 

on the dangers of using time-consuming 

teaching strategies frequently. All teaching 

strategies literally have their strengths and 

weaknesses. Teachers should try to use at least 

two teaching strategies in one lesson so that the 

strengths of one teaching strategy can 

compensate the weaknesses of the other. 

Subject advisors should help teachers to realise 

the importance of using vocabulary-building 

strategy in order to enrich learners’ vocabulary. 

Learners with rich vocabulary have a good 

chance of performing well during 

examinations. Subject advisory teachers should 

also coach teachers to be flexible with the use 

of teaching strategies. All teaching strategies 

are relevant so none of them should be ignored.  
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Abstract 

This paper reports on the teachers' perceptions and attitudes toward Physical Education as a subject 

in Namibian secondary schools. The paper presents the curiosity surrounding whether Physical 

Education to be strictly implemented within the educational curriculum at Secondary phases or not. 

Drawing from the newly designed Namibian curriculum policy during the covid-19 pandemic, some of 

the subjects were regarded valueless and Physical Education (PE) was part of that, although it has a 

big role to play as it enhances life-long health amongst the children. This study sought to answer the 

following questions: What are the perceptions of teachers towards PE as a Secondary school subject 

in the O-regions in Namibia? What are the attitudes of teachers regarding the inclusion of PE as a 

subject in Secondary schools in the O-regions in Namibia? And what are the challenges faced by PE 

teachers in Secondary schools in the O-regions in Namibia?  The study adopted a qualitative research 

approach while snowballing was employed for the selection of the participants. Data was collected 

through telephonic interviews with selected Physical Education teachers in four regions of Namibia. 

These were the central northern regions of Namibia namely; Oshana region, Ohangwena region, 

Omusati region, and Oshikoto region (also known as the four O-regions). The data gathered were 

interpreted through the theoretical lens of reasoned action theory with the study’s main focuses that 

were extracted from the interpretation to formulate conclusions and recommendations. The findings 

revealed that secondary school teachers perceive Physical Education as an important subject that 

lacks implementation and qualified teachers to teach it. The study has also revealed that majority of 

the teachers have positive attitudes regarding incorporating Physical Education into the secondary 

school curriculum during the pandemic, while a minority of teachers suggests a total removal of the 

subject from the curriculum at secondary level. Following this, teachers recommended that the 

Ministry train and employ qualified teachers to teach and incorporate multi-disciplinary subjects. 

 

Keywords: Physical Education, curriculum, four regions, implementation 

 

Introduction and background 

This paper's aim was to analyse the view of the 

teachers' perceptions and attitudes toward PE 

as a school subject in the Namibian secondary 

school curriculum. Kyriakides et al. (2013) 

emphasizes that many scholars revealed that 

teachers have the greatest influence on 

learners’ academic success at their schools. 

Arguably, the essence of education in learners 

enables one to show the complexities of the 

underlying in the educational fraternity. 

Crucial to this paper are the real concerns and 

issues affecting teaching and learning 

especially teachers teaching Physical 

Education at secondary schools. Thus, one can 

argue that for learners to be successful in 

education, there are teachers behind them. 

Therefore, it is safe to say that educators must 

ensure that Physical Education is taught as 

designed in the Namibian curriculum, despite 

the high demands on teaching time during the 

Covid-19 pandemic. It appears that the 

pandemic brought an impact on both teaching 

and learning, resulting in some subjects being 

neglected in schools. Physical Education (PE) 

is one of the subjects that has received little 

attention in Namibian schools. Historically, 

numerous transformational changes happened 

after Namibia gained independence in 1990. 

Zeichner et al. (1998) post that the new 

transformational curriculum was reformed 

based on the equity and quality of education 

for all. Most subjects both promotional and 

mailto:onauyoma@unam.na
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non-promotional were transformed to be part 

of the new curriculum. Although Physical 

Education was an important subject in pre-

independence, it was reformed as a non-

promotional subject. Barboza et al. (2019) 

contend that Physical Education plays an 

important part in the development of a child as 

it provides cognitive development, social 

development, physical development, and 

emotional development. PE needs to be 

supported considering that it is the only subject 

in the Namibian school curriculum that has the 

potential to promote learners' physical 

development. As such, stakeholders, 

policymakers, and educators in education 

should work together to develop a support 

system to address the challenges that teachers 

face when teaching PE in schools. Physical 

activity is the primary outcome of lifelong 

education and thus, it is an important 

component of public health (WHO, 2019). The 

Namibian school curriculum is constantly 

evolving, putting great demands on both 

teachers and learners. As a result, some school 

subjects, particularly non-promotional subjects 

are neglected. Even though PE has numerous 

benefits for some learners, it seems that most 

of the learners are left out because teachers 

often concentrate on promotional subjects.  

 

An overview of PE in Namibian schools 

Namibia is a sporting country, with more than 

ten different sport codes taught in Namibian 

schools through Physical Education (PE). 

Physical Education is a school subject that is 

included in the school curricula that were 

specifically designed to develop body fitness 

(Kanamy, 2017; Johnson, 2016). Historically, 

at the end of the 18th century, religious leaders 

who were responsible for the well-being of the 

local communities introduced PE in Namibia 

for leisure activities (Fredrick, 2010). As a 

result, local communities were taught to be 

self-sufficient in games like netball, and 

football (Stergiadis, 2014). Besides that, field 

sports such as hockey, rugby, tennis, soccer, 

netball, athletics, golf, and cricket were only 

taught in Namibian German language schools 

(Namibia Athletics Federation, 2015). It 

appears that the majority of teachers were 

untrained and uncommitted to teaching PE, 

which is the beginning of the subject's neglect. 

The number of PE specialists teaching in 

schools is minimal hence, the majority at the 

primary level do not implement PE lessons as 

designed in the educational curricula (van 

Deventer, 2011). Furthermore, PE was 

identified as one of the important subjects to be 

included during the reform of new curricula by 

the National Curriculum for Basic Education in 

2015 (Nghihalwa, 2018).  

Drawing from and interrogating the 

Namibian curriculum policy on the current 

situation, some of the subjects are being 

neglected. Physical Education is one of the 

subjects that received little attention in 

Namibian schools. Although there is less time 

allocated to PE on the timetable, some teachers 

proposed removing Physical Education from 

the curriculum or reducing the amount of time 

allocated to it. van Deventer (2011) asserts that 

even though PE is part of the school 

curriculum, some teachers teach promotional 

subjects during the PE period, claiming that PE 

is not an “exam” subject. However, PE, in 

general, should not be viewed as merely a tool 

for sports but for all educational purposes that 

form parts of learners learning. The situation of 

PE in Namibia is ubiquitous to the rest of 

African countries. Kela (2016) states that the 

shortage of qualified teachers to teach PE is a 

current issue in Namibia. Most Namibian 

schools lack the necessary equipment for PE 

teachers, and as a result, the subject has a low 

educational status. Most educators appear to be 

oblivious to the importance of this subject, so 

little time is allotted and the curriculum does 

not accommodate the diverse interests of 

Namibian learners. As a result, teachers in 

Namibian schools are forced to teach subjects 

in which they have no interest, and learners are 

sent outside to play (Hango, 2012). The current 

situation among teachers is a lack of 

knowledge, grounding and implementation of 

PE in Namibian schools.  

Chatoupis (2018) notes that PE is a 

stepping-stone subject that provides a future 

for the learners in career sports. This means 

that PE without a strong foundation at the 

primary and secondary school level, the future 

of learners with PE might be compromised at 

school. However, there are numerous 

challenges associated with the implementation 

of PE in Namibian schools. For example, lack 

of responsibility and accountability for 

program implementation, a loss of time to 
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other competitive school subjects, a lack of 

subject evaluations, and a shortage of qualified 

trained personnel. Teachers must implement 

the curriculum that was designed by the 

Ministry of Education so that learners achieve 

the learning goals, however, many Namibian 

teachers seemed to fail the implementation. 

Additionally, some teachers feel that the 

curricular innovation undervalues the learner's 

recognition and role in PE as a subject. What 

remains to be seen is what may be done to 

improve the PE current state of affairs in 

Namibian schools? 

 

The importance of PE to learners 

The physical and psychosocial well-being of 

learners are largely determined by the PE 

activities taught in school (Cronin et al., 2018). 

PE is the only subject in the Namibian 

curriculum that is dedicated to the physical 

development of children. PE, according to 

Hardman (2016), improves heart blood 

circulation, stimulates muscles, and bone 

development. Furthermore, when learners 

engage in physical activities, they have the 

opportunity to be taught the fundamentals of 

living a healthy lifestyle. Although PE 

contributes to the development of self-esteem 

in learners through appreciation and 

enjoyment, it appears that some Namibian 

teachers are still incognizant of PE in schools. 

Furthermore, consistent participation of 

students in physical activity may assist in the 

creation of a positive conducive environment 

at school while also instilling discipline in 

them. Most learners from disadvantaged 

backgrounds may benefit from having access 

to physical equipment, which may improve 

their performance in other subjects. The 

majority of skills are identified from the 

learners through Physical Education. Mboma 

and Masilinga, for example, are two Namibian 

athletes who were identified via their 

engagement in Physical Education as sports 

such as athletics (Kenya, 2021). Moreover, 

Masilinga and Mboma continued to set world 

records while at school and represented 

Namibia at the 2020 Tokyo Olympics (Kenya, 

2021). The two athletes' achievements may 

motivate other Namibian youngsters to 

participate in Physical Education at the 

primary school level and to view athletics as 

one of the greatest sports. PE may assist 

learners in avoiding alcohol and drug abuse 

since most learners are involved in activities 

that boost their moral development (Stergiadis, 

2014). Besides that, children need the 

opportunity to learn to live active lifestyles 

both inside and outside of the school premises. 

PE classes should be held regularly in all 

Namibian schools to provide opportunities for 

learners to appreciate their social environment 

during the learning process. As such, most 

learners would be given the mandate to 

participate in their desired physical activities 

such as soccer, athletics, tennis and rugby. 

Taukeni (2015) asserts that although Physical 

Education relates to how the body operates, it 

also comprehends the content for both PE and 

other exam subjects. 

Physical Education activates the 

learner's skills to receive information aligned 

with the curriculum, providing ample 

opportunities for the learner to actively engage 

and connect their prior experiences with new 

skills. In addition, a well-organised education 

creates a diverse educational system that 

includes domains like cognitive, physical, 

social, and ethical development. The purpose 

of the Physical Education curriculum is to 

educate learners who will contribute to 

society's growth through an understanding of 

and involvement in a variety of sports codes 

that may provide them with a livelihood. This 

may allow learners to enhance at striking a 

balance between studying and relaxing through 

PE. It is safe to say that schools have, for 

example, different sport codes, spiritual, and 

cultural activities, therefore, policymakers and 

teachers should see PE as an investment in the 

learner's future. 

 

Theoretical framework  

The central term in this paper, which serves as 

the theoretical buffer for the study is the theory 

of reasoned action (1975), which has been 

defined by deep thinkers. Martin Fishbein and 

IcekAjzen developed the theory of reasoned 

action, which focuses on human attitudes and 

behaviours (Ajzen & Fishbein, 1980). 

According to Kiera (2009), the theory of 

reasoned action assumes that our attitudes arise 

from our perspectives, which result in our 

intentions and behaviours. Additionally, the 

theory's objective is to define desired 

behaviours. The description is made in such a 
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way that it does not imply a diverse range of 

behaviours, such as those that are impulsive, 

customary, and spontaneous, the outcome of or 

simply scripted or unthinking (Dillard & Shen, 

2002). 

Moreover, our perceptions are formed 

by our perspectives on truth. Mental images 

are formed by the way we perceive things from 

our vantage points; they shape our attitude 

toward everything we do. It is the foundation 

of what we truly believe is critical; intimate 

relationships are typically formed, and as a 

result, morals and standards are established. 

Daniel (2011) explains that our work code of 

behaviour and ethics, assisting us in regulating 

our levels of satisfaction. By applying the 

theory of reasoned action, a framework for the 

current study was established, allowing for the 

collection of comprehensive data and an 

understanding of the intentions and actions 

elicited by teachers' perceptions and attitudes 

toward Physical Education as a subject in 

Namibian schools. In the behaviour of 

reasoned action theory, a person who has 

strong control over specific ideas will translate 

those beliefs into a strong desire to perform 

that behaviour (Rammule, 2009). In this study, 

it is hypothesized that teachers who hold a 

particular idea or view about Physical 

Education as a subject will most likely 

communicate, speak, or even impart that belief 

or view to their learners or colleagues. 

 

Research questions 

This study was guided by the following 

research questions:  

   

1. What are the perceptions of teachers 

towards PE as a Secondary school subject 

in the O-regions in Namibia? 

2. What are the attitudes of teachers 

regarding the inclusion of PE as a subject 

in Secondary schools in the O-regions in 

Namibia?   

3. What are the challenges faced by PE 

teachers in Secondary schools in the O-

regions in Namibia?   

  

Methodology 

This study was qualitative which focuses on 

understanding social experiences and 

interpretations by people or groups (Creswell, 

2009; Bhatacherjee, 2012). This study used a 

qualitative technique to describe, interpret, and 

explore teachers' perceptions of PE and its 

integration into the Namibian curriculum. In 

this study, the qualitative approach allows 

researchers to explore and understand PE 

teachers' perspectives on the compulsory 

implementation of PE into the school 

curriculum. The sample comprised 57 

randomly selected participants from Namibian 

secondary schools in the Ohangwena, Omusati, 

Oshikoto, and Oshana regions (also known as 

four O-regions). The 45 qualified Namibian 

teachers teach Physical Education with other 

subjects on the school curriculum in 

the township and rural schools in the northern 

part of Namibia participated in the study. All 

participants received theoretical and practical 

training in education and participated in 

ongoing professional development and 

curriculum implementation training offered by 

the regional department of education. 

Participants have an average of 14 years of 

teaching experience. 

In addition, 11 PE teachers were 

interviewed in each of Namibia's four O-

regions. The interviews were conducted via 

telephone using a purposively selected sample 

of 57 participants that is 29 males and 28 

female participants from the list provided by 

the selected school principals. The regional 

education departments and principals of all 

four schools granted permission to conduct this 

study. Ethical considerations of participants 

such as protection from injury, the right to 

confidentiality, consent from the participants, 

respect and withdrawal were all adhered to in 

this study (Maree, 2016). Equally, the paper 

also lied on both documents and content 

analysis that were obtained from the schools. 

The paper contributes significantly to the 

sparse literature on PE teachers and could be 

utilised as a strategic tool to motivate teachers, 

especially those willing to become PE teachers. 

 

Procedures 

Appointments with all of the selected 

participants who were easily accessible by 

phone were made before the telephone 

interviews. The interviews lasted 

approximately twenty minutes. Throughout the 

interviews, the researchers took detailed notes 

on the responses supplied by the respondents to 
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probe further, and audio recordings were made 

to verify the interviews’ veracity. 

 

Data analysis 

An inductive content analysis was utilised to 

elicit emergent themes from the data. To 

ensure familiarity with the data and what is 

included, an iterative and recursive coding 

technique was used. The data analysis 

procedure was as follows; firstly, the 

recordings were listened to several times 

before transcription, and then the transcribed 

data were read. Secondly, transcription errors 

were identified and corrected during the data 

analysis procedure. Throughout this data 

analysis, the descriptive comments were 

highlighted and underlined in the margins. Due 

to the qualitative nature of the study, data from 

the interviews were manually categorised and 

then developed into themes that addressed the 

study objectives. 

 

Findings and discussion 

The study interviewed 45 PE teachers from 

government secondary schools in the Oshana, 

Ohangwena, Omusati, and Oshikoto regions. 

All the teachers interviewed had teaching 

qualifications. 11 teachers in the Ohangwena 

region hold a four-year Bachelor's degree in 

education, 6 of them are males and five of 

them are females. 7 male teachers from the 

Oshana region hold a four-year Bachelor's 

degree in education, while 4 female teachers 

hold a B. ED honours degree in education. 

Furthermore, the researchers interviewed 12 

teachers from the Omusati region; 3 male 

teachers hold Bachelor's degrees in education, 

5 female teachers hold B. ED honours degrees 

in education, and 3 male teachers and 1 female 

teacher hold Master's degrees in education. In 

the Oshikoto region, 5 female teachers hold a 

Bachelor's degree in education, 5 male teachers 

hold a B. ED honours degree in education, and 

1 female teacher has a Master's degree in 

education. The following figures have 

reference:

 

         

Figure 1: Depicts the rank of the interviewees 
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Figure 2: The qualifications of the teachers  

 

    

  

 
Figure 3: Number of PE individuals classified by experience 
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Figure 4: The count of PE per region 

 

 

 
Figure 5: Experience numbers by gender  
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degree in education. This qualifies them to 

teach in government schools. Figure 3 

illustrates the number of PE individuals 

classified by experience. All the teachers who 

were interviewed have at least ten years of 

teaching experience, with only a few having 

less than ten years. The count of PE per region 

is depicted in Figure 4 in which Omusati had 

the most PE teachers (12), followed by 

Oshana, Ohangwena, and Oshikoto, which 

each had 11 PE teachers. Figure 5 depicts 

experience numbers by gender. There were 

significantly more experienced male PE 

teachers (23) than female PE teachers (22) in 

the regions where the study was carried out. 

Furthermore, individual-level factors 

towards the perceptions and attitudes to PE as 

a subject were identified amongst some 

teachers. The transcribed data obtained from 

the respondents gave contextual knowledge 

that at times spanned numerous topics. The 

results are given in the following sections 

including actual quotations from teachers that 

were selected to illustrate the data's prevalent 

headings. 

 

Teachers’ perspective towards Physical 

Education  

Only 30 teachers of the 45 respondents from 

the four regions were ineligible to teach PE (9 

from Oshana; Omusati 5; Ohangwena 8, 

Oshikoto 8 respectively). Respondents who are 

now teaching PE confirmed that they hold a 

Bachelor of Education degree from the 

University of Namibia, both of which are 

unrelated to PE. Only 10 male teachers and 5 

female teachers with PE qualifications were 

obtained from the University of Namibia. 

However, the aforementioned teachers were 

not allocated PE to teach since they were given 

promotional subjects to teach. This was evident 

when the 15 teachers combined responses from 

the four regions remarked that: 

 

“PE at our schools are given to 

teachers with fewer lessons on the 

timetable and not according to 

qualifications or subject (majors). 

Qualified teachers have better self-

esteem, a high degree of competence, 

and are motivated to be a task with 

learners since they are oriented by 

their previous knowledge. However, 

we were not given this opportunity by 

the principals to do what we qualified 

for”. 

 

Even the school principals acknowledged that 

promotional teachers were scarce, leaving the 

school with little choice except to deploy PE 

teachers into promotional subjects. In addition, 

four of the circuit Inspectors from all four 

regions stated that there were only a few 

advisory teachers that provided in-service 

training to PE teachers. However, three 

advisory teachers from Ohangwena, Oshana, 

and Omusati indicated that workshops and 

training for PE teachers were completed in 

previous years, so all that was needed now was 

for the teachers to put all of the pieces together 

and go forward. Contrary to that, 20 

participants from all four regions responded 

that the PE subject was omitted from the 

timetable owing to Covid-19 restrictions. 

Furthermore, four teachers from the Oshana 

region argued that: 

“PE subject was withdrawn from the timetable 

to most of the schools even before the Covid-19 

epidemic when the curriculum was 

transformed. Those in the authority must not 

use Covid-19 as a scapegoat.” 

 

Teachers’ understanding of Physical 

Education 

40 of the teachers interviewed appeared to 

have knowledge and understanding of PE; 

however, there was one teacher who appeared 

to know little about PE. Although most of the 

participants understood and knew PE, four 

participants from all four regions with the 

opinion that PE is removed from the 

curriculum and substituted with promotional 

subjects. They believed that if PE was 

incorporated into the curriculum, both learners 

and teachers would find it tedious to learn and 

teach. Then, 8 teachers together from Oshikoto 

and Ohangwena made the following 

comments: 

 

“It is time-wasting and teacher’s 

energy to teach PE as most learners 

hate to take it since it is a non-

promotional subject. The subject does 

not contribute anything important at 

secondary schools as most learners 

are shy to participate in PE activities 
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citing that they are grown up. It will be 

in the best interest if PE can be taught 

at grade 4-7 only where talents 

learners are”. 

 

On the contrary, 15 teachers from the four 

regions argued that Physical Education should 

be taught in schools as a subject. They noted 

that physical activity provides a variety of 

health benefits and also helps learners perform 

better academically. The teachers remarked 

that: 

 

“PE subject should be taught at school 

as it can improve learner’s 

consciousness. It is an important 

subject as some learners might want to 

continue with PE at the high institution 

of learning or even take it up as a 

career that offers employment. 

Children need to learn the skills and 

shape them”. 

 

It is worth mentioning that some of the 

participants agreed that PE was a subject that 

teaches learners to be physically and mentally 

healthy. Although PE is a non-promotional 

subject, most of the participants stated that its 

key aims were to include components of 

physical fitness, physical literacy, and sports 

activities. Furthermore, 5 participants from 

Oshikoto and Omusati regions stated that PE 

positively contributes to healthy living among 

learners. Some of their comments were as 

follows: 

 

“PE deals with physical fitness, 

gymnastics and many sports to 

enhance physical fitness. When I teach 

traditional dance, for example, I 

usually approach some members of the 

community to come and demonstrate to 

my learners. I do that to encourage 

learners to cultivate a love for PE as it 

teaches them to be physically active". 

  

Teacher’s views on PE at secondary school 

levels 

During the interviews, teachers were asked if 

PE should be included in the secondary school 

curriculum. 35 teachers from the four regions 

revealed that PE should be included in the 

secondary school curriculum.  The teachers 

provided different explanations; including that 

PE dealt with contact sports and that it might 

assist learners who did not perform well 

academically sought professions in athletics. 

PE teachers who taught for a long time said 

that the subject helped learners to realize the 

importance of physical fitness and enabled 

them to live healthy lifestyles. 3 teachers from 

Ohangwena regions strongly support PE at the 

secondary school level notated that:  

 

“PE provides a springboard to the 

future careers of learners in sports. PE 

alters learners’ attitudes to think 

positively thus promoting a sense of 

discipline through sportsmanship. It is 

also significant to the curriculum at 

the secondary level as it enhances 

some learners discover their careers in 

the sport that may give them bright 

future for example as seen in Mboma 

and Masilingi. In addition, PE may 

improve the learners’ academic 

performance in the class”. 

 

Most teachers agreed that most secondary 

school learners lacked discipline and that they 

would gain discipline through PE. 

Furthermore, it is worth emphasizing that the 

advantages that PE provides to the lives of 

learners could not be underestimated. 

However, the study discovered that, even 

though PE should be incorporated into the 

school curriculum, most teachers did not 

promote this practice, especially when the 

promotional subjects were too demanding. 25 

teachers stated that this was a bad practice 

since all subjects were given equal time on the 

timetable and were equally essential. The 

teachers also stated that the practice might 

have an impact on learners who wished to 

learn professions sports. 2 teachers from 

Oshikoto strongly condemned the practice 

stated that:  

 

“This is a habit that has grown 

ingrained in teachers’ minds and must 

be eradicated. This is mostly due to the 

notion that support subjects are 

irrelevant since they do not appear on 

the Exit Grades certificates. This, 

however, is not the case. PE must be 

handled with the same respect as any 
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other subject since it helps 

significantly to the holistic upbringing 

of children, which supports them in 

their other subjects. This also occurs 

in most situations because school 

administration does not care to 

monitor the success of teachers in 

support subjects, including PE; once 

teachers recognize this flaw in school 

administration, they tend to exploit it” 

 

On the other hand, 10 teachers from all four 

regions feel that, while the practice was wrong, 

they had the little option since teachers were 

not motivated to teach PE and the intense 

pressure from promotional subjects might be 

overwhelming at times, particularly during the 

Covid-19 epidemic. Teachers also stated that 

they were forced to focus on promotional 

subjects owing to a lack of training, equipment, 

and facilities in schools. 10 teachers from all 

four regions remarked that: 

“Because teachers have little training in PE, it 

is difficult for them to teach the subject that 

they do not comprehend. Another issue that 

discourages instructors from participating in 

the subject is a lack of facilities”. 

 

The challenges faced by PE teachers at 

secondary schools 

Teachers from all four regions encounter a 

variety of problems when it comes to PE. 40 

teachers noted one of the difficulties they were 

faced with was a shortage of competent PE 

teachers in secondary schools. It was also 

observed that some learners did not like 

participating in PE, reasoning that PE was 

intended for those who performed badly 

academically. The study also found that most 

teachers preferred to ignore PE. Those who 

were attempting to overcome the obstacles 

stated that they utilized school regulations to 

enforce discipline on learners who might not 

want to engage in Physical Education courses. 

4 teachers from every four regions provided 

the following: 

 

“One of the most significant challenges 

is the unavailability of resources at 

schools. Because of the poor 

reputation of the subject, the school 

administration is hesitant to invest in 

PE resources. Another prevalent issue 

is a lack of training. Teaching PE 

without any sort of training is difficult 

since some of the content may be 

unfamiliar to the teacher. Learners are 

not always sufficiently motivated to 

take the subject seriously.” 

 

The sentiments of one teacher from Omusati 

were also worth noting:  

 

“One of the most difficult issues I have 

found is that few teachers attend PE 

sessions.  This problem is exacerbated 

by a lack of skills to teach Physical 

Education. Teachers must be informed 

that Physical Education is more than 

simply soccer and netball and that it 

should encompass all facets of the 

sport”. 

 

Teachers were asked to explain how the Covid-

19 epidemic affected their PE classes. PE 

subject seems to have suffered greatly as a 

result of covid-19. PE sessions were 

completely halted due to the covid-19 

requirements of social distancing and the ban 

of physical sports. PE was also substituted with 

promotional subjects to consolidate the less 

time that was allocated for promotional 

subjects. Furthermore, one of the problems 

found in this study was a lack of Ministry 

support for PE. Although the Ministry 

provided schools with Universal Secondary 

Education Grants (USE), the four principals 

from the four regions interviewed stated that 

the Ministry did not supply schools with 

equipment for PE, however, the principals 

acknowledge following the guidance given by 

the line Ministry to purchase equipment with 

the school funds allocated to the schools. This 

was a big issue with PE curriculum 

implementation. 

 

Conclusion 

The aim of the study was to explore teachers' 

perceptions and attitudes toward PE as a school 

subject in the Namibian secondary school 

curriculum. Responses from the interviews 

revealed that participants from all four regions 

perceive PE as an important subject. Many 

issues experienced by Namibian PE teachers in 

the four O-regions were lack of support for PE 

as a subject at school and wrong placements of 
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teachers with PE qualifications to teach other 

subjects. Furthermore, the study revealed that 

PE teachers were eager to implement the 

curriculum; nevertheless, due to the subject’s 

reputation, the school administration is hesitant 

to invest in PE resources. Participants from the 

four O-regions also voiced concerns and 

frustration with the lack of support from the 

subject advisory of both township schools and 

rural schools. 

Moreover, this study recommends that 

PE should be treated as a subject with 

prestigious status together with other 

promotional subjects in government schools.  

PE provides essential benefits for many areas 

of learner’s health, development, psychological 

well-being and social skills. As a result, 

physical activity can build a solid foundation 

for lifetime healthy habits for learners. The 

study also recommends that schools should 

allocate PE to teachers who specialised in 

Physical Education. In doing so, this will not 

only benefit the leaners in acquiring the right 

sport skills, but also allow teachers to practice 

what they have learned during their trainings. 

This also kept these teachers updated with the 

new developments in the subject area unlike 

whereby the PE being given to any teacher 

whose timetable which is not full just to 

complete the lessons as stipulated in the 

National Curriculum for Basic Education. 
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Abstract 

School board members are facing numerous challenges in their delivery process right across Namibia. 

The challenges being faced in these boards are affecting schools in various ways. The purpose of this 

study was to investigate the challenges faced by school board members in Omuthiya circuit in service 

delivery processes. The study adopted a qualitative research strategy to collect data from 14 

participants who were selected through the purposive sampling strategy. The study set to achieve the 

following objectives: (a) To investigate the role of the school boards in the administration of the 

schools in Omuthiya circuit. (b) To determine the challenges faced by School Board Members in the 

administration of schools in Omuthiya Circuit. (c) To make some recommendations on how the 

challenges faced by the school board members can be mitigated in the circuit in order to improve their 

administration. The findings of the study indicated that the school board members had a major role to 

play in deciding who should teach and who should not, by recommending appointments of teachers, 

recommend dismissal of staff members, manage school finances and manage the discipline of both 

teachers and learners. The study also found that the roles of school boards in management of schools 

had challenges that included irregular meeting attendance, lack of finances, blamed for failures and 

lack of knowledge of school governance and lack of cooperation between members. Based on these 

findings, the study recommended for the school board members training before resuming their duties. 

The study further recommended for increased involvement of school boards in school responsibilities. 

In addition, it was also recommended that there is a need to encourage team work among school 

board members. 

 

Keywords: school boards, challenges, school governance, administration, mitigation 

 

Introduction 

Before Namibia became independent in 1990 

the colonial education system was split in 

ethnic and racial grounds for the purpose of 

benefiting some tribes at the expense of others. 

This ended up creating a discontinuity in the 

way tribes would access education since some 

tribes were thought to be more superior to 

others (Hailombe, 2011). There was unequal 

sharing of resources and power in schools. For 

this reason, the participation of the blacks in 

education was very minimal since the 

education system favoured the white minority 

at the expense of the black majority. Of the 

few parents whose children had access to 

education, they had very little to do in the 

management of their children’s education since 

they were not literate, and their roles in the 

organisation of the schools were not clearly 

defined by the system during the colonial era 

(Mendelsohn, 1997). The colonial system did 

not also consider that parents had a role to play 

in the teaching and learning processes in the 

schools and the colonial system of that time 

undermined their role to an extent that if 

learners had problems in learning, only the 

school teachers and management were in a 

position to assist and not the parent (Namibia 

Ministry Education and Culture, 1993). 

The attainment of Namibian 

independence gave rise to several reforms in 

the education system of modern Namibia. 

Some of the main goals of education were to 

attain equality and improve the quality of 

education, enhancing democracy and bringing 

forth the anticipated developmental standards 

(Naidoo, 2005). This change brought about 
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various expectations such as the shifting of the 

management focus form, the then authoritarian 

to the democratic ruling for the purpose of 

bringing forth tolerant citizens’ representations 

and undivided participation, ensuring that the 

education system is sustainable, transparent, 

accountable and effective (Naidoo, 2005) . 

For this reformation to be realized, the 

Namibian government had to implement 

policies that were geared towards changing the 

educational oppressions which the black 

majority suffered. This was meant to help the 

policy reform process in the Namibian 

Education system. Such policies like the 

Namibian Education Act 16 of 2001 which is 

derived from the Namibian Constitution, and 

puts emphasis on the narrative that educational 

training should be centred around the elements 

of democratic and agency participation in the 

education reformation process. Part 5, 

subsection 16 of the Constitution states that: 

“All state funded schools must have a panel 

that is meant to oversee the running of the 

school and all the modalities of the school and 

should further work on the element of fairness 

of the learners and fair treatment of the 

teachers who are the main participants in the 

learning and teaching processes;  and that the 

Minister of Education should collaborate with 

the Minister of Finance to avail finances which 

will be used to manage the schools and these 

finances need to be audited regularly and 

reports need to be sent to the auditor general on 

how such finances were spent.”  

The Namibian Education Act 

recommends that the schools be managed and 

run by the school management, the teachers 

and the entire community in which the school 

is operating (Naidoo, 2005). This means that a 

school is an organisation that must not be run 

like someone’s home but like a corporate entity 

or organisation which has respect for all its 

stakeholders. This entails that the school 

management or school principals should not 

claim that they own the school but, are rather 

partners in the school formation and makeup 

(Alan, 2014). Effective running of the schools 

should be done through the establishment of 

the school board which has the overall say over 

the running of the schools. Schoolboard 

members are selected by the school principal, 

the community and all the other stakeholders 

of the school (Abwala, 2014). The idea of 

schoolboard suggests that these stakeholders 

contribute in the policymaking and education 

of the school and take office in the general 

school authority and governance (Aklmao, 

2016). The National Standard Pointers and the 

National Curriculum for Basic Education 

encourage stakeholder representation in the 

children’s education, comprising the decision-

making process and in general school authority 

activities. What is contentious in the function 

of the School Board as the decision-making 

body, which comprises of the staff, Learner 

Representative Council (LRC) and parents, is 

the division of the responsibilities and duties.  

The primary problem connected with 

school control is that, the correctness of the 

members sometimes is merely held to certain 

members of the staff. Whereby if some 

members like parents do not actually see what 

is anticipated from them, it becomes very 

challenging to reach knowledgeable 

conclusions. For example, some of the 

decisions involved demands understanding of a 

specific policy than that of a chairperson and 

only the school principal or the instructors who 

are part of the school board can understand 

better or able to construe such policy 

documents. In other words, the level of 

education of some members of the school 

board might affect the decision-making 

procedure of how the school house should be 

run which may bear on the educational activity 

and learning process in the end. The 

involvement of the researchers to undertake 

this work comes from their own professional 

experiences. The schoolhouse where the 

principal is, it is in a deep rural school and 

most of the parents, including the school board 

members are “illiterate” and are from a very 

poor social background. This means that they 

are not motivated and willing to take part in 

school activities. On the other hand, the 

researchers were also interested in knowing if 

the demographic position of the school has any 

effect on the participation of the parents. This 

has inspired them to carry out this work. 

Since one of the researchers is a school 

principal, and an automatic member of the 

school board, had encountered and experienced 

situations whereby schoolboard members 

making decisions that sometimes need 

thorough debate during meetings, however due 

to the fact that, some members of the board 
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might not be in the position to understand the 

context of the agenda, it may probably limit 

their participation in the discussion. The 

problem is rather complex and complicated in 

its nature, although these members were 

eligible and legally elected during a special 

parents’ meeting in accordance with the 

Education Act 16 of 2001 section 19. There 

were no criteria of who to be elected to the 

board, for instance, looking at their level of 

education or area of expertise. As a result, even 

parents who were less educated were elected as 

schoolboard members because they might be 

influential in their community. The strength of 

their participation or even voting may not 

inevitably imply they get involved or 

understood whatever is being agreed upon. 

Unless otherwise a certain issue has been 

directly explained to them, for example 

decision to be decided by the board regarding 

the curriculum implementation whereby the 

school has to admit over-age learners, repeaters 

or a case that involves learners who happened 

to have committed misconducts and the school 

board has been mandated to overrule the 

previous decision to expel that specific learner. 

Although the school board is steered by the 

Education Act and the Constitution, the chance 

is higher that some panel members might not 

even understand or have read the Act together 

with the Constitution. This problem might 

affect teaching and learning processes in the 

sense that whenever a decision is to be 

implemented after being made by the board, 

the board is not often able to set clear direction 

to the teachers. For example, if the parents of 

the expelled child approach the office of the 

examiner or the director and such office may in 

return refer them back to the schoolhouse. The 

panel has to meet to overrule the 

determination. Wong and Shen (2005) in Ford 

(2013) elaborate on how policy debates in 

large urban shopping malls across the country 

have been informed by Wong and Shen’s 

conclusions that boards can be a hindrance to 

learning. Also, here in Namibia whenever there 

is curriculum reform, it is customary the school 

board gathers input from both its members and 

the parents, who form part of the school board. 

At times, such inputs are not forthcoming as 

desired and as a result, parents are not given 

the opportunity to give their input or simply do 

not take such opportunities very seriously.  

The studies did not highlight more on 

the credentials that are expected from the 

parents, such as their highest qualification. 

This often hinders governance process at the 

highest decision-making level of the school. 

Taking cognizance of the fact that the reviewed 

studies did not provide the best plan of attack 

on how to resolve disagreements, this study 

explored the involvement of school board 

members in the administration of the 

schoolhouse and the challenges experienced. 

Some of the challenges were conflicts and 

parents’ point of instruction and interpreting 

their functions as school board members 

together with responsibilities. 

 

Literature review 

Theoretical framework 

Theoretical framework that inspires the 

thinking and understanding of school 

governance issues is a theory on democracy by 

Guttmann’s Theory of Democratic Education 

(Fisher, 2004). This theory identifies School 

Boards as the decision-making bodies in 

schools. This theory further suggests that:  

 

A democracy is thoughtful to the 

amount that citizens and their 

accountable governments offer one 

another ethically sound reasons for 

mutually binding laws in a 

progressive process of mutual 

consent (Fisher, 2004, p. 16). 

 

To recognize the concept of equality in 

schools, the theory elaborates that education 

should be predictable in mounting the 

necessary negotiation skills among citizens. It 

progresses that the rights over education must 

be distributed equally among teachers, parents, 

communities (Fisher, 2004). Guttmann’s 

democratic theory of education holds that 

teaching should endure inside the collective 

agency of the country, parents and teachers. 

Guttmann further elaborate that this model is 

democratic because of the following causes: 

 

Democratic inhabitants are persons 

partially instituted by 

subcommittee (such as their 

family, their work, play, civic, and 

religious groups), yet free to elect 

a way of life, suitable for their 
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larger communal identity because 

no single sub-community 

commands absolute authority over 

their education, unless the larger 

community has equipped them to 

do so (Fisher, 2004, p.17). 

 

With this concept in mind, the study sought to 

address the gap in the studies already carried 

out so that the new body of literature would be 

able to assist many schools to revamp the 

school board with effort to close gaps and help 

with what need to be done as access, equity, 

democracy, quality and competence in the 

education delivery are concerned. 

 

The school governance system in Namibia 

Post-independence, schools in Namibia were 

managed by committees which were 

dominated by principals who reported directly 

to the government (Khama, 2014). 

Subsequently, this did not give a voice to both 

parents and learners to take part in the 

decision-making processes at school. The idea 

of how the schools should be administered 

from the perspective of parents and learners 

were overlooked. Khama (2014) points out that 

Namibia has been undergoing a process of 

change from a segregated system to a more 

inclusive and democratic education system. 

The school governance system was formalized 

and gazetted into a country with the Education 

Act 16 of 2001. Prior to that, the government 

developed the plan to decentralize most of the 

functions and power. The government at first 

established a decentralization policy which 

grants powers and authorities to all ministries 

and agencies to decentralize their functions to 

the regional levels (Dittmar, Mendelsohn, & 

Ward, 2002).  

The Ministry of Basic Education, Sport 

and Culture (2002,) indicates on 

decentralization in a planning document that: 

“states that the Ministry will evaluate its 

accountability for policy groundwork, 

superiority willpower and background 

measures. And the relevant regional education 

offices are to be fully combined into the new 

organizational constructions of the 13 regional 

councils” (p. 31). Furthermore, by making 

certain that the decentralization serves its 

purpose, the ministry has also entered upon 

another program which is called School 

Cluster (SC) in Namibia, established in 1996. 

The clusters provide a more coherent 

framework for planning other regional 

services, including water provision, transport 

and electricity (Dittmar, Mendelsohn, & Ward, 

2002). In addition, with the establishment of 

the Education Act, the ministry has been able 

to incorporate access, equality, quality, 

inclusivity and efficiency at the school level 

which was not the case prior to the 

implementation of the Education Act. By then, 

Dittmar, Mendelsohn, and Ward (2002) were 

able to present a forecast of how the Education 

Act, 16 of 2001 was being effected suggesting 

that the Act will among other things clearly 

spell out the rights and duties of school boards, 

regional recommended committees, regional 

exercise environments and associated bodies. 

The persistence of school boards in promoting 

and ensuring parental involvement is 

particularly commendable, and clusters 

encourage this by getting people composed to 

enhance communication in local residential 

areas” (p. 32). 

 

Role of school boards in the governance of 

schools 

A participatory approach to dealing with 

education matters adjudicated by the school 

boards can occur as follows: Firstly, one of the 

main roles of school boards is planning. A 

study by Morris (2015) in Jamaica revealed 

that school boards were involved in the 

planning, administration and financial 

management of schools for the purpose of 

promoting effective teaching and learning 

processes.  

Secondly, education policy makers 

created school boards to ensure that 

management of schools becomes effective and, 

in the process, produce useful citizens 

(WSSDA, 2011). Similar to the arguments 

stated above, research in the USA showed that 

school boards set policies and created 

conditions conducive for effective 

management of schools by distributing 

resources and learning materials to schools 

within their jurisdiction (WSSDA, 2011).  

Thirdly, the study conducted in 

Venezuela by UNICEF (2017) revealed that 

school boards were used as legal local school 

decision-making entity. This means that school 

boards decide on all operations, which suggests 
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that they have the power to govern schools. 

Beckham and Wills (2018) found that local 

school boards work within the confines of state 

rules and regulations which make them a legal 

agency of the state.  

Fourthly, In the African context, the role 

of school boards is to develop the school 

vision, mission and strategies that generally 

improve teaching and learning (Iilonga, 2016). 

Moreover, Gentzel (2015) in a study conducted 

in Egypt found that school boards played a 

very important role in education. According to 

Gentzel (2015) school boards planning of the 

education agenda includes the whole 

community in creating a vision for learner 

achievement, adopt the vision, and create goals 

and policies to promote the vision, and 

communicate it and make use of it in all 

decision-making processes pertaining to 

schools.  

Finally, in Namibia, school boards 

administer the affairs and development of the 

school as well as promote the education of the 

learners at the school as mandated by the 

Education Act 16 of 2001 (GRN, 2001). As 

such, the school board is an advisory and 

governing body at the school that represents 

parents, teachers, learners and the community 

committee that ensures that the school is 

effective in its teaching and learning activities. 

 

The challenges experienced by Schoolboard 

Members in the management of the schools 

Different publications outline numerous 

challenges faced by school boards (Iilonga, 

2016; Kumalo, 2009; Onderi & Makori, 2013; 

Gentzel, 2015). Moreover, Iilonga (2016) 

postulates that the roles of school boards seem 

simple but are very difficult in reality because 

there are challenges that school boards face in 

executing their duties. Firstly, it has been 

found that there is a lack of knowledge and 

competence among school board members 

(Niitembu, 2006; Mestry, 2006; Kumalo, 2009; 

Chindanya, 2011; Iilonga, 2016). This low 

level of literacy hampers parents’ democratic 

participation in decision-making, particularly 

in rural schools where they leave everything to 

the teachers, which goes against the 

fundamental role of school boards (Niitembu, 

2006). This implies that some parents in school 

boards have no knowledge of Public Service 

Acts and regulations which make them to be 

always in disagreement with teachers who 

have knowledge of such statutes or to be 

always accepting everything proposed by 

school administration without understanding 

its implications, which makes school board 

members ineffective and unable to exercise 

their powers to develop and implement school 

policies (GRN, 2001). 

Secondly, there is a lack of unity and 

sense of shared responsibility among parents in 

school boards, and this makes some of them 

feel powerless while some teachers feel 

superior. In such a scenario, co-operation 

becomes a challenge in itself (Niitembu, 2006; 

Mokoena, 2011; Iilonga, 2016). In an empirical 

study by Mokoena (2011) in South Africa, it 

was found that the teachers’ superiority 

complex had negative effects on parents’ 

participation in school board activities which 

hindered co-operation and collaboration 

between the two groups. 

Thirdly, it is believed that school boards 

are not sure of the roles that they must play in 

the management of schools. According to 

Carpenter (2011) school boards confuse school 

governance and school management. The two 

concepts differ in that school governance has 

policy formulation and implementation tasks 

while school management refers to activities 

that promote teaching and learning (Niitembu, 

2006). This becomes a challenge due to the 

fact that there are likely to be role conflicts 

since it is not clear to school boards on who 

does what and when. Duma et al. (2011) 

maintains that school boards formulate school 

policies and enforce the implementation 

thereof while the school administration 

implements policies and organizes teaching 

and learning using what has been approved by 

the school boards. This again goes to show that 

school governance and school management are 

not the same, but are strongly linked. 

Finally, researchers found that school 

boards in rural areas are not adequately trained 

yet they need some form of training because of 

the extended responsibilities that they are 

expected to shoulder (Niitembu, 2006; 

Kumalo, 2009; Baruth, 2013). The 

aforementioned challenges such as lack of 

knowledge and collaboration, and poorly 

designed roles and responsibilities coupled 

with lack of training make school board tasks 

extremely difficult, especially in disadvantaged 
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rural areas where there are huge skill gaps, low 

literacy and poor educational background. 

 

Strategies to improve the school board 

management of schools 

With a host of challenges previously discussed, 

it shows that there must be strategies put in 

place to ensure that school governance is 

improved. Without improved and effective 

school governance, the idea of school boards 

will soon be water under the bridge. A number 

of strategies have been publicized by different 

writers and researchers. Among them are the 

following: Firstly, according to Baruth (2013) 

there must be a School Board evaluation 

instrument to assess school board's 

performance. The school board evaluation 

instrument should be designed in such a way 

that it measures the expected roles of each 

school board member to come up with the 

general performance of the whole school 

board. It must include meeting attendance, 

participation in meetings, control of discipline, 

planning abilities, staffing participation and 

financial management abilities (Baruth, 2013). 

Such an instrument is likely to motivate school 

boards to perform better. 

Secondly, researchers agree that school 

boards have to be trained to give them 

adequate information on their roles and 

responsibilities (Niitembu, 2006; Kumalo, 

2009; Amunyela, 2012; Baruth, 2013; Iilonga, 

2016). Training of school board members can 

be at the beginning or can be through 

workshops and in-service training organised at 

the school level to make member conscious of 

their roles (Amunyela, 2012). 

Thirdly, according to Khumalo (2009) 

school board members need recognition for 

their efforts and time spent doing school board 

duties. This suggests that there must be some 

sort of remuneration given to school boards. 

This could be in the form of sitting allowance 

or subsistence and travelling allowances or a 

wage of some sort. This is likely to encourage 

school board members to work hard in order to 

achieve school goals and objectives.   

Fourthly, team work is considered as 

one of the most effective human resource 

management tools used to ensure efficiency 

and effectiveness of employees in any 

organisation (Onderi & Makori, 2012). Team 

work refers to a shared purpose and collective 

responsibility among members of the school 

board in order to achieve goal setting and to 

enable effective monitoring of progress, which 

improves school governance (Iilonga, 2016). 

Fifthly, Waters, Marzano and McNulty 

(2006) and WSSDA (2011) pointed out that 

school boards that desire to improve must have 

a shared vision that is translated to strategic 

goals which will be used as success indicators. 

Such a strategic instrument with success 

indicators helps school board to continually 

check whether their vision orientated goals are 

driving every aspect of the school’s programs. 

In line with this, Thatcher (2018) believed that 

establishment of school goals that are 

monitored consequently lead to the 

development of a school policy that guides 

school operations. 

Finally, Iilonga (2016) maintained that 

the effectiveness of school boards is mainly 

determined by school board members’ 

relationship with the principal. This is 

supported by Mokoena (2011) who 

emphasized that school board success is 

guaranteed if there is constant communication 

between school board members and the 

principal to share information, ideas, thoughts 

and feelings. This reduces disagreements in 

meetings. It also reduces school board 

domination by the principal and other barriers 

to school board management of schools. In 

such a scenario, there would be mutual respect 

and support from both parties who would start 

seeing each other as partners in education. 

 

Methodology 

This study used a qualitative methodology in 

the form of a case study to collect data from 

the teachers. The qualitative methodology 

sought to elicit subjective diverse opinions of 

the participants in the study as it is used to gain 

an understanding of the main reasons and 

subjective opinions of the participant (Albert, 

2010). Qualitative research methodology is too 

exploited to discover trends, beliefs and 

impressions (Baker, 2017). According to 

Bertram and Christiansen (2015), a case study 

design is a design that requires the researcher 

to understand a unique phenomenon that 

presents itself with an outstanding outlook. The 

study utilized the interpretative paradigm and 

was purely guided by the narrative approach. 

An interpretive paradigm guided by a narrative 
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approach was used. According to Cohen, 

Manion and Morrison (2018), an interpretative 

paradigm has the strength that the researcher 

studies the participants in their natural settings 

and makes interpretations of what he or she 

sees. The population for the study comprised 

90 parents, 60 instructors and 500 learners, 

giving a total of 650 people who were 

members of School Boards of the two selected 

Schools in the Oshikoto region. In this regard, 

14 School Board members from five schools in 

Omuthiya circuit were selected. The researcher 

conducted semi structured interviews with 

participants out of the total population.  A 

purposively selected sample of 14 participants 

who included (five headmasters, five learners 

who had recently served on the school board 

committee (currently or previously) and four 

teachers were selected. The researcher selected 

only those participants whom she knew would 

provide the needed information, because of 

their involvements in dealings with the 

challenges of school governance through the 

board which is the highest decision-making 

body at the schools in Oshikoto region in the 

Omuthiya circuit. 

The audiotaped data from the interviews 

was transcribed verbatim and was grouped into 

themes and categories which were aligned to 

answer the research questions of the study. 

These consisted of direct quotations from 

people about their perspectives, experiences, 

thoughts, beliefs and knowledge about school 

administration. The taped data and handwritten 

notes from the participants were analysed 

using categories and checking for regular cases 

and themes (Cohen, Manion, & Marrison, 

2018) that were used to address the research 

objectives. Table 1 shows the themes and sub-

themes.

 

Table 1: Themes that emerged from collected data 

THEMES SUB-THEMES 

Theme 1: Role played by school 

boards in the management of schools 

in Omuthiya circuit. 

Sub-Theme1.1: Consultations and collaborations 

Sub-Theme1.2: Motivation of teachers and learners 

Sub-Theme 1.3: School development. 

Sub-Theme 1.4: Staffing processes 

Sub-Theme 1.5: School governance. 

Sub-Theme 1.6: Management of school finance. 

Sub-Theme 1.7: Management of discipline. 

Theme 2: Challenges school boards 

face in the management of schools. 

Sub-Theme 2.1: Irregular meeting attendance. 

Sub-Theme 2.2: Lack of finance. 

Sub-Theme 2.3: Blamed for failures. 

Sub-Theme 2.4: Lack of knowledge. 

Sub-Theme 2.5: Lack of Cooperation.  

Theme 3:  Strategies to improve 

school board members’ role in the 

management of schools. 

Sub-Theme 3.1: Increased involvement. 

Sub-Theme 3.2: Team work. 

Sub-Theme 3.3: Training and development. 

Sub-Theme3.4: Rewards for teachers and learners 

Sub-Theme3.5: Good relationships with principal. 

 

Results  

Participants’ biographic information 
The researchers found it necessary to collect 

demographic information of the participants 

because these were useful in the interpretation 

of the results and for determining if these 

characteristics had a relationship with how the 

participants responded. The analysis of the 

characteristics of the participants showed that 

the research was worth conducting and could 

show what was transpiring in schoolboards in 

the Omuthiya circuit. Table 2 shows the 

biographic characteristics of the participants to 

give the readers a clear understanding of the 

people who supplied information presented in 

this chapter. 
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Table 2: Biographic information of the participants 

Participant Gender  
Age of 

Participant 

School Board 

Experience 
School Name  Level of Education 

1 Male 45 years Principal A Master degree 

2 Female 15 years Learner B Learner grade 11 

3 Female 50 years Teacher D NSSCO 

4 Male 30 years Teacher B Bachelor degree 

5 Female 18 years Learner A Learner grade 12 

6 Female 50 years Principal B NSSCO 

7 Male 34 years B/member A Diploma 

8 Male 14 years Learner A Grade 9 

9 Male 45 years HOD D Bachelor degree 

10 Female 38 years HOD C NSSCO 

11 Female 40 years Principal C Bachelor Degree 

12 Female 29 years HOD E Bachelor degree 

13 Female 40 years Principal D Bachelor Degree 

14 Male 56 years B/member E Diploma 

 

Roles of school Boards in the management of 

schools 

School boards were seen as an integral part of 

the education system in Omuthiya circuit. They 

scored a number of successes in the 

management of teaching and learning as 

evidenced by the standards and quality of 

education in the area compared to that of other 

rural areas. The school Boards act as 

motivational force, local education 

inspectorate, guidance and counselling 

providers and suppliers of educational material 

to promote teaching and learning. Finding 

information of such magnitude about school 

boards showed that the main objective of the 

research was achieved. 

The involvement of school boards in the 

education of children in Omuthiya agrees with 

the literature review. Know (2014) maintains 

that parental involvement in the education of 

children has tremendous influence on academic 

achievement and behaviour than when parents 

are excluded. The findings showed that the 

parents in Omuthiya circuit worked together 

with teachers to promote teaching and learning. 

This explains why the participants revealed 

that there was marked improvement in 

learners’ attitudes towards school as well as 

improvements in learners’ discipline. This is 

also echoed by Pagelio (2010), who believed 

that home is the first school – home 

partnership promoted information sharing that 

enables children to get the best out of a school. 

Similarly, WSSDA (2011) supports the role of 

school boards in the management of teaching 

and learning, adding that school boards were 

established in many countries with the aim of 

promoting student achievement. Therefore, 

school boards are crucial. Without them, 

management of teaching and learning at local 

level would be jeopardised. School boards in 

Omuthiya perform a variety of functions. They 

are involved in staffing directly and indirectly. 

They act as the school advisory committee by 

their involvement in decision making processes 

when they participated in meetings. School 

boards manage school finances through 

budgeting, procurement and accounting 

responsibilities. They reduce misconduct 

among school learners’ as well as among their 

teachers’ by being involved in indiscipline 

deliberations. Above all, school boards in 

Omuthiya participated in school development 

programs. This showed that the researchers 

managed to gather functions of school boards 

which made the objective of the research to be 

achieved. 

The findings revealed that the school 

boards were involved in a number of activities 

at the school, which made them an important 

integral part of school governance. This is 

supported by Beckham and Wills (2018) who 

stated that school boards control operations of 

schools, including school culture, school layout 
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plan, school finance, procurement of resources 

and extra-curricular activities among others. 

This is in line with Ranson and Crouch’s 

(2009) community model, which focuses on 

the participation of communities in school 

governance to ensure that community interests 

are taken into account. It was found that school 

boards in Omuthiya circuit actively 

participated in school governance in different 

capacities to ensure that the needs of people 

who elected them were prioritized. This is also 

supported by Kurt Lewin’s participative 

management theory that emphasises the 

importance of stakeholder participation in the 

management of institutions. This is similar to 

what is happening in Omuthiya, where parents, 

teachers and learners work together to enhance 

teaching and learning, which leads to the 

establishment of better schools. However, the 

findings in this study indicated that school 

boards were not necessarily involved in policy 

formulation. This is contrary to GRN (2001), 

which states that school principals use the 

views and opinions of school boards to create 

school policies. This shows that some policies 

guiding the operation of school boards were 

not implemented and interpreted as they should 

be.  The following citations from participants 

support these claims: 

 

“School boards encourage teachers as well as 

leaners’ to work hard and always visit the 

school to ensure that this happens” 

(Participant 8) 

 

“School boards ensure that there is active 

teaching and always motivate teachers and 

students to perform better” (Participant 9) 

 

“School boards go for training to empower 

them to develop schools as part of their 

mandate according to the Education Act 

number 16 of 2001” (Participant 1) 

 

“We recommend the appointment of teachers 

and staff members and even decide who should 

be expelled from the school” (Participant 3) 

 

“Advise the school administration on the needs 

of the school. They make sure that the goals of 

the school are achieved” (Participant 6)  

 

“Urge parents’ to pay fees and manage the 

school finances. They are involved in the 

allocation of funds” (Participant 2) 

 

“We involved in the deliberations of any 

misconduct by learners’ and teachers’ at the 

school” (Participant 5) 

 

Challenges faced by school boards in the 

management of schools 

The challenges faced by the school boards are 

many. Generally, school board members do not 

have knowledge of the roles of school boards 

due to lack of training and lack of commitment 

to the acquisition of knowledge about their 

responsibilities. Members fail to attend 

meetings for a variety of reasons. School board 

members do not receive any allowances for the 

work that they do which affects their 

commitment to duty. From the findings, there 

seemed to be lack of team work in school 

boards, which were dominated by educating 

members who were usually the school 

administrators. It was also found that school 

board members representing the parents did 

not have adequate knowledge of school board 

operations. They also did not show any interest 

in acquiring the necessary knowledge. This 

shows that identification of challenges faced 

by school boards in the management of schools 

was successful. 

It was also found that school boards 

faced with challenges which agree with Iilonga 

(2016) who stated that the roles of school 

boards seem simple but were very difficult in 

reality because there were many challenges 

that impeded their work. The school boards in 

Omuthiya lacked proper orientation to their 

roles and poor meeting attendance. This is 

similar to Khumalo’s (2009) findings, which 

indicated that the challenges faced by school 

boards included lack of school board 

operations knowledge, poor meeting 

attendance and poor communication systems.  

 

Ways of improving school management 

boards  

The study identified the best ways to improve 

school board management of teaching and 

learning. The participants made the following 

recommendations. Firstly, there must be 

training and education of all newly elected 

SBMs before their assumption of duty so that 
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they would be able to conduct their duties 

efficiently and effectively. After such training 

the Ministry of Education, Art and Culture had 

to make follow up inspections to see if the 

school boards were performing as they were 

mandated to do. If this did not work, then the 

selection criteria of SBMs should consider 

academic qualifications so that elected 

members had basic knowledge of secondary 

school operations.  

Secondly, school boards should be 

allowed to be directly involved in the 

supervision of teaching and learning, by 

observing lessons and inspecting learners’ 

books as well as other classroom activities. 

Their involvement enables them to effectively 

motivate the teaching and learning in the 

schools. Others suggested that school boards 

must even be allowed to have access to 

teachers’ preparation files to convince 

themselves that the teachers are really doing 

their work and even write comments where 

possible. This might push teachers to be 

always up to date with their work. 

Thirdly, even if SBMs were regarded as 

volunteers, their roles must be appreciated. The 

participants suggested that there must be an S 

& T for SBMs whenever they reported for 

meetings at the school so that they would be 

able to pay for transport and lunch. Others 

suggested that the government must budget for 

a little salary to be given to SBMs on a 

quarterly basis to motivate them to perform 

their duties. The school may even just provide 

refreshments and lunch if they seriously 

wanted maximum attendance of school board 

meetings. 

Fourthly, there must be training and 

development for SBMs at the onset on their 

responsibilities as part of in-service training. 

The training and development for SBMs 

enhance their effectiveness and efficiency. It 

also imparts the skills necessary in their 

execution of duties. Findings showed that 

training and development of school boards is 

the pre-requisite of the school board 

chairperson and the principal. 

Fifth, there must be a school board 

assessment instrument that might be used to 

assess the effectiveness of school boards so 

that school boards are motivated to do their 

roles without supervision. 

The findings are in both agreement and 

disagreement with the literature review. 

Interviewees revealed that there is a need for 

training of school board members. This was in 

agreement with Iilonga (2016) who maintains 

that training of school board members at the 

beginning through workshops and in-service 

training at the school level was essential. 

Moreover, Cowell (2011) emphasises that 

training and development of school boards 

were one of the best strategies for improving 

school board performance, which is in 

agreement with the results of this study. 

Interviewees suggested that there must be a 

sitting allowance for SBMs at each meeting. 

According to Iilonga (2016), SBMs need 

recognition for their efforts and time spent 

doing school board duties. From the 

investigations, it was found that school boards 

were heavily involved in promoting teaching 

and learning in schools in Omuthiya Education 

circuit. This is in line with Gentzel (2015) who 

believed that school board effectiveness can be 

increased by focusing on student achievement. 

However, the school board’s operations in 

Omuthiya were not monitored because they did 

not have a monitoring or supervision 

instrument as suggested by Baruth (2013). If 

school boards were assessed, then all 

challenges they face were likely to disappear. 

The following citations from participants 

support these claims: 

 

“Financial problems make it difficult for 

school boards to attend meetings” (Participant 

14) 

 

“school boards’ lack of finance is further 

compounded by the fact that school boards’ 

work is done on a voluntary basis, there is no 

sitting allowance that they could use for 

 subsistence and transport” 

(Participant 1) 

 

“School boards are blamed when the school is 

not performing” (Participant 13) 

 

“School board members have weaknesses 

educationally and mentally because of their 

backgrounds which make them to experience 

financial management challenges and school 

administration incapability” (Participant 1) 

 



REFORM FORUM, VOLUME 29, ISSUE 2, DECEMBER 2021 

 

 
91 

 

 

“There is no team work in school boards” 

(Participant 4) 

 

“Schoolboard must show a lot of interest in 

teaching and learning so that learners’ take 

their studies seriously” (Participant 9) 

 

“Democratic decision making within the 

school boards and the board members must 

work as a team” (Participant 12) 

 

“There must be collective decision making in 

the school boards meetings” (Participant 7) 

 

“Training must be provided to school boards 

so that they develop proper skills of school 

governance” (Participant 8) 

 

“School board lack of finance is further 

compounded by the fact that school board 

work is done on a voluntary basis, there is no 

sitting allowance that they could use for 

subsistence and transport” (Participant 1) 

 

“Days when the principal is friendly, school 

board work are enjoyable” (Participant 6)  

 

Areas for further research 

The study was conducted to investigate the 

roles of school boards in the management of 

schools in the Omuthiya circuit only. This 

means similar studies should be conducted in 

other circuits in Oshikoto and other regions to 

compare findings and to find out what other 

school boards do in the management of 

schools. There is also need to clarify roles 

played by the principals in the management of 

schools to avoid role conflicts with other 

school management bodies such as 

Schoolboards. Again, other factors that affect 

SBM’s involvement in schools such as 

accessibility of training materials, like 

computer equipment and strengthening the use 

of Information and Communication 

Technology (ICT) to the board members in 

schools should also be looked into. Additional 

research should be carried out to explore the 

effects of well trained, board members towards 

effective and efficient governance of the 

administration in the school. 

 

 

 

Conclusion 

The study has the following research-based 

conclusions: school boards in Omuthiya need 

to be trained so that they improve their 

efficiency and effectiveness. There is 

overwhelming parental involvement in the 

education of their children, which isbearing 

fruits as there was evident seriousness in the 

teaching and learning. Without problems, 

school boards in Omuthiya were capable of 

recording the best school board practices in the 

Namibian education sector. The 

recommendations below suggest ways that 

could be used to eradicate the challenges faced 

by Omuthiya school boards in order to revamp 

the school board concept within the circuit. 

The major weakness identified is school boards 

know very well that they should be actively 

involved in policy making and financial 

management, but the level of education of the 

majority of members incapacitate them which 

makes school boards to be dominated by 

school administrators as a result. 
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