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Editorial 

 

Welcome to the National Institute for 

Educational Development’s (NIED) 2021 

Volume 29, Issue 1 of the journal Reform 

Forum. This volume includes six most recent 

articles contributed by our readers which 

include titles like: Teachers’ understanding of 

emergent literacy in mediating foundational 

literacies in Grade 0 in Namibia; Factors 

influencing male learners’ choice of Home 

Economics in the //Kharas Educational 

Region, Namibia; Investigating the presence of 

resources for conducting practical work in 

Biology in secondary schools in Oshana 

education region; and The impact of code 

switching in teaching Grade 12 learners 

algebra at one selected secondary school in 

Oshana region. 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/
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Teachers’ understanding of emergent literacy in mediating foundational 

literacies in Grade 0 in Namibia 

 
1
Kenneth Nzwala and 

2
Giulietta Harrison 

1
Department of Early Childhood Development & Lower Primary Education, University of 

Namibia (Katima Mulilo Campus) and 
2
Africa A+ Schools (Republic of South Africa) 

1
knzwala@unam.na and 

2
harrisongiulietta@gmail.com 

 

Abstract 

Shaped by Lev Vygotsky’s sociocultural theory (SCT) of how children learn, this study 

investigated Grade 0 teachers’ understanding of the concept of ‘emergent literacy’, and how 

they used this understanding to mediate foundational literacies in Grade 0. A mixed methods 

approach and multiple case studies were adopted. Six Grade 0 teachers, selected from three 

different socio-economic contexts; urban, peri-urban and rural, participated in the study. 

Teachers were selected using purposive sampling technique while learners were drawn using 

stratified random sampling. Data were collected through interviews, lesson observation and 

the paper version of the eEGRA test. Data were analysed statistically using ANOVA with 

thematic qualitative analysis of interview data against document analysis of curricula, 

teacher planning and learner exercise books.  

The research established that teachers did not understand the concept of ‘emergent 

literacy’ and thus mediated foundational literacies in a formal manner. Teachers were 

oblivious to the fact that Grade 0 was a unique grade.  The curriculum does not make any 

specific mention of the concept of ‘emergent literacy’ thereby exacerbating the problem. The 

study further revealed that the teachers teaching Grade 0 were not specifically Grade 0 

trained. The study recommends that Grade 0 teachers should, irrespective of context, be 

provided with on-the-job training to capacitate them to handle and implement the Grade 0 

literacy curriculum; Regional Advisory Teachers (RATs) should render advisory services to 

Grade 0 teachers; and the curriculum should be revised to accommodate Grade 0 specific 

content.   

 

Keywords: Grade 0, mediation, emergent literacy, foundational literacy 

 

Introduction and evolution of Grade 0 

curriculum 

Emergent literacy (EL) should be 

perceived as a key concept in the Grade 0 

curriculum, and Grade 0 teachers’ 

understanding of this concept enables them 

to effectively prepare children for literacy 

learning in Grade 0
1
 prior to getting to 

Grade 1. Literature claims that the concept 

of EL is a “process children go through to 

develop their experiences with reading, 

writing and oral language, as well as 

                                                 
1
 Note that in Namibia Grade 0 is the equivalent of 

Grade R namely the year prior to entering Grade 1 

interaction with others in their homes and 

communities in their years before 

schooling” (Luongo-Orlando, 2010, p. 1).  

It is these experiences teachers are 

expected to develop further through 

conscious mediation (Harrison & 

Hodgskiss, 2017; Harrison & Muthivhi, 

2013) in order for children to realize their 

literacy potential. Children realizing their 

full literacy potential is also supported by a 

curriculum clear on key concepts, like EL, 

and how they are applied, as “conceptual 

understanding is much more than only 

factual knowledge” (Van Rensburg, 2015, 

p. 1). In March 2014, the Namibian 

mailto:knzwala@unam.na
mailto:2harrisongiulietta@gmail.com
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government approved curriculum reform 

for Basic Education for implementation in 

2015 without qualified Grade 0 teachers, 

and because teachers were not specifically 

trained for Grade 0 but rather drawn from 

Grades 1 to 3 (Nakale, 2016; Tjihenuna, 

2016), they relied on the curriculum for 

guidance (Ministry of Education, 2014), 

further exacerbating the aspect of 

mediating EL in Grade 0 in the country. 

This article thus investigates Grade 0 

teachers’ level of understanding of EL, a 

key concept that facilitates mediation of 

EL in Grade 0 and proposes a way forward 

derived from this research project.  

 

Literature review 

This section reviews relevant literature on 

EL, and how the reviewed literature assists 

teachers in their quest to support Grade 0 

learners to read in Grade 1. 

 

Emergent literacy 

In Grade 0, the literacy skills of children 

are still emerging (Harrison & Hodgskiss, 

2017). Therefore, to promote the 

emergence of these skills, teachers should 

engage learners in suitable emergent 

literacy-related activities like “print 

motivation, print awareness, vocabulary, 

narrative skills, phonological awareness 

and letter knowledge” (Djonov, Torr, & 

Stenglin, 2018, p. 16). The child should 

also be able to name letters in order to 

identify them and bring them together 

when spelling out a word (Blevins, 1998).  

This is supported by the fact that the ability 

to identify and name letters is the most 

basic reading skill and if not in place 

would result in a child being unable to read 

(Foulin, 2005). Research also claims that 

learners should be allowed to handle books 

in preparation for reading in Grade 1.  

According to Armbruster, Lehr, and 

Osborn (2003, p. 6), “to be confident 

readers, children need lots of opportunities 

to build spoken language by talking and 

listening, as well as learning about print 

and books”.  

While the concept of EL is complex 

to define, it is vital to understand it as the 

basis for conventional literacy in a formal 

mainstream classroom. Its complexity is 

largely informed by how it is perceived by 

various scholars in the academic arena. 

According to Justice, Bowles, and Skibbe 

(2006, p. 224), “the emergent literacy 

period sets the stage and foundation upon 

which other abstract layers of alphabetic 

knowledge will build”. Therefore, EL 

knowledge is the basis for all future 

literacy learning. Inan (2010) suggests that 

adopting an EL perspective implies that 

there are a set of accepted concepts that the 

child must master before they can progress 

to the formality of Grade 1, and such 

concepts should be clearly stated in the 

Grade 0 literacy curriculum. In other 

words, the child must acquire foundational 

literacies through the growth of EL.  

According to Tomlinson and Allan 

(2000, p. 91), “curriculum that is based 

upon discrete and loosely connected facts 

is difficult to teach effectively”. Therefore, 

a focused curriculum is critical as it 

“promotes teacher clarity about learning 

goals and gives a powerful focus of 

instruction and that is key to effective 

teaching and learning and the pursuit of 

excellence”. Research conducted in South 

Africa on EL claims that “there is a lack of 

policy, research and examples of effective 

practice that specifically address language 

and literacy development from birth to six 

years” (O’Carroll & Hickman, 2012, p. 6), 

which may influence Grade 0 teachers’ 

effective mediation of EL. In Namibia, 

research in the area of foundational 

literacies and mediation thereof has been a 

growing concern as no research has been 

undertaken in this field making it an 

important gap that needs to be filled. 

According to Bodrova and Leong 

(2007, p. 18), “if children acquire the 

basics of literacy they develop critical 
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thought which liberates them from relying 

on their environment by turning them into 

masters of their own behaviour”. This 

implies that literacy in Grade 0 is emergent 

as this is the period when the child begins 

to mimic reading, starts to learn to write 

his or her name, and responds to 

instructions through conscious mediation 

by the teacher (Harrison & Hodgskiss, 

2017). It is thus believed that “emergent 

literacy conveys the perspective that 

children are still in the process of 

becoming literate” (Rhyner, Haebig, & 

West, 2009, p. 7), and should thus be 

mediated by qualified teachers. 

Namibian teachers’ inability to teach 

Grade 0 is revealed by education statistics 

which confirm that “about 60% of 

unqualified and underqualified teachers are 

teaching at the Junior Primary level” 

(Tjihenuna, 2016, p. 5). This makes it 

extremely difficult for such teachers to 

demonstrate effective implementation of 

the Grade 0 literacy curriculum. 

Tjihenuna’s (2016) view is echoed by 

Nakale (2016) who claims that statistics for 

2013 and 2014 show that Namibia deploys 

a high number of unqualified and 

underqualified teachers to teach at the 

Junior Primary phase. 

 

Theoretical framework 

The theoretical framework underpinning 

this study is Lev Vygotsky’s sociocultural 

theory (SCT) of how children learn. In 

Luongo-Orlando (2010), Clay noted that 

the concept of EL is grounded in 

Vygotsky’s sociocultural perspective as the 

“time in a child’s life when literacy starts 

to develop, marking the ongoing 

developmental process during which young 

children begin to understand and use 

language from birth until independence” 

(p. 6). Language in this case should be seen 

as a cultural tool that enables learners to 

communicate their ideas. 

Teachers should thus be cognisant of 

the role played by learners’ cultural, social, 

and historical backgrounds in the 

acquisition of EL skills. Teachers also need 

to understand that the child brings to the 

classroom his or her own cultural, 

historical background knowledge and that 

the teacher must draw from the child’s 

existing knowledge in order to provide the 

child with a basis upon which to hook new 

knowledge (Vygotsky, 1978; Campbell & 

Campbell, 2009). Furthermore, the teacher 

should respect the child’s cultural roots and 

therefore it is important for the teacher to 

use materials that are culturally appropriate 

and relevant, for example, traditional 

stories, as the basis for developing their EL 

skills. This forms the basis of what 

Vygotsky termed the Zone of Proximal 

Development (ZPD) (Vygotsky, 1978; 

Verenikina, 2008). The ZPD is the 

developmental zone within which 

mediation takes place (Feuerstein, 1979). 

Stott (2016) therefore argues that “the 

possibility of learning occurs through 

mediation once the ZPD comes into 

existence” (p. 26). 

Extension of learners’ ZPD can only 

be achieved through learner active 

involvement in open ended classroom 

activities which include collaborative 

learning through which the teacher 

scaffolds learning in the ZPD, enabling 

learners to express their views (Vygotsky, 

1986). In this article, scaffolding refers to 

the support given to learners to understand 

and master abstract or difficult activities in 

order for them to do such activities 

independently, without assistance (Van de 

Pol, Volman, & Beshuizen, 2010). The 

concept of scaffolding was not Vygotsky’s 

idea, but rather an extension of his concept 

of the ZPD and mediation by Bruner 

(Verenikina, 2008). It is through scaffolded 

learning that learners attain higher mental 

functions (HMFs) (Vygotsky, 1978), which 

give rise to critical reasoning and analysis. 

This means that the teacher should provide 

plenty of opportunities for children to 

grapple with the concepts of reading and 
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writing, processing information in an 

experiential and staggered way as they 

establish their EL skills. For example, if 

the teacher has set up a book corner that 

allows children to handle books, make 

their own story books and surrounds the 

space with a print-rich environment, the 

child is being scaffolded into developing 

their EL skills.  

In addition, teacher engagement of 

learners’ prior knowledge during literacy 

teaching can only be possible if they 

understand the concepts of ‘EL’ and 

‘mediation’ thereof without which 

learners’ early literacy skills will not 

emerge. Furthermore, EL cannot develop 

unmediated but is mediated through the use 

of tools (such as books, word cards, labels, 

posters and storytelling), as it is through 

tools that teachers assist learners to 

advance to the next level of literacy growth 

(Vygotsky, 1978). The concept of 

mediation is of significance to this study 

because it is the key concept upon which 

this study is framed and thus driving the 

acquisition of EL skills by learners. 

 

Mediation 

The concept of mediation refers to a 

dialogue between a teacher and a learner in 

which the teacher uses tools during the 

lesson to assist a learner to develop 

understanding (Vygotsky, 1978). Thus, the 

social and psychological aspects of 

Vygotsky’s theory can only be realized 

through this interaction and collaboration 

that takes place between teacher and 

learner with the use of tools with the aim to 

develop learners’ EL skills (Vygotsky, 

1978). In this case, the primary tool would 

be language.  Mediation transforms the 

‘external’ (the social) to the ‘internal’ (the 

psychological) and results in new forms of 

reasoning or cognition. Without use of 

tools or signs like vocabulary, phonemic 

awareness and letter knowledge to develop 

learners’ EL skills, mediation in terms of 

Vygotsky’s theory loses meaning, context 

and integrity. However, research claims 

that mediation of EL does not take one 

form, but operates in many different forms, 

for example, “linguistic, visual and 

acoustic” (Kramsch, 2004, p. 133).   

Similarly, Kozulin (1990) reasoned 

that mediation facilitates literacy 

acquisition in children in various ways, for 

example, mediation through material tools 

(e.g., using picture cards to help with 

remembering); mediation through 

symbolic systems (e.g. silent rehearsal of 

words to be remembered); and mediation 

through another person (children assisted 

by the teacher). According to Lantolf 

(1994), Vygotsky believed that higher 

forms of human mental activity cannot be 

achieved unless mediated by symbolic 

means. 

 

Language and mediation of EL learning 

The Namibian Grade 0 curriculum states 

that teachers should use mother tongue 

(MT), the child’s home language and the 

language of the child’s birth, to encourage 

the development of learners’ EL skills 

(Ministry of Education, 2015). The 

curriculum further states that learners 

should be “actively involved in lessons and 

should explore and interact with each 

other” (Ministry of Education, 2015, p. 

11). Interactions among Grade 0 learners 

promote oral language, one of the key 

drivers of EL. One of the tools of 

psychological mediation is language. 

According to Antonnacci (2000, p. 11), 

“language is a tool for learning and 

thinking and that thought development is 

determined by language”.   

 

Semiotic tools and mediation of EL 

Shabiralyani, Hasan, Hamad, and Iqbal 

(2015) expressed the view that the use of 

resources, like word cards and puppets, is 

at the heart of EL learning in Grade 0 as 

resources facilitate meaningful teaching 

and learning. Bodrova and Leong’s (2007) 

study revealed that when teachers use tools 
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of semiotic mediation (pictures for 

example) to mediate an activity, literacy 

learning by Grade 0 learners can easily be 

achieved. Furthermore, having learners 

engaged in a picture reading activity 

mediated by the teacher is beneficial as it 

assists to develop the child’s EL skills 

through promoting language usage. The 

use of tools is central to consciously 

mediate literacy learning as they “extend 

our abilities, thus enabling us to do things 

beyond our natural capacities” (Bodrova & 

Leong, 2017, p. 4) and to achieve our 

goals. 

According to Vygotsky (1978), 

mediating literacy learning is a conscious, 

goal-directed process, implying that the 

teacher should do it informally and in a 

conscious manner. Research found that if 

the content level is too high, learners lose 

interest to learn (Knestrick, 2012). 

Conscious mediation thus refers to the 

teacher’s careful planning of learning 

activities with the ultimate aim to achieve 

an objective of acquiring the target skill. 

For example, using games so that learning 

is play based. According to research, the 

promotion of EL skills among children is 

best achieved through play as it is informal 

aiming at holistic development of children 

(Vygotsky, 1978; Karpov, 2003; Polanki, 

2013). In view of the above perceptions, 

the focus of this study is of utmost 

significance as it forms the crux of 

foundational literacy learning of children 

through social interaction with the teacher 

and learning material. 

 

Research questions 

This article examines how teachers 

understood and mediated EL in Grade 0 

level in Namibia.  The research further 

examined the efficacy of mediation and 

whether or not foundational literacies were 

in place at the end of Grade 0 and 

beginning of Grade 1. This key topic was 

explored through the following sub-

questions:   

 

1. What is Grade 0 teachers’ 

understanding of the concept of EL? 

2. How do Grade 0 teachers mediate EL 

in their respective classes in the 

Zambezi region? 

 

Hypothesis 

Based on this study’s area of investigation, 

two hypotheses guided the analysis of the 

data are: 

 

 H0: There is no significant difference in 

the level of teacher mediation of EL 

skills across the six schools in Zambezi 

region. 

 H1: There is a significant difference in 

the level of teacher mediation of EL 

skills across the six schools in Zambezi 

region. 

 

Methodology  
A mixed methods approach was adopted in 

order to answer the research questions and 

to provide a comprehensive conclusion to 

the problem of how Grade 0 teachers 

mediated EL skills of learners in their 

classrooms. Both quantitative and 

qualitative data were collected in order to 

ensure a cross-analysis between data sets 

and to improve reliability and validity 

(Creswell & Clark, 2011). A variety of 

data sets were collected including teacher 

interviews, learner assessment in the form 

of an eEGRA
2
 test and document analyses 

which consisted of analysis of the 

curriculum and teachers’ lesson plans. 

Through this approach, the researcher was 

able to probe participants’ views and 

perceptions on mediating EL skills of 

Grade 0 learners thus establishing their 

understanding of the concept of EL and to 

compare the difference between what 

                                                 
2
 The eEGRA test was an adaptation of the EGRA 

test which is designed to test early reading skills.  

EGRA stands for Early Grade Reading Assessment. 
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teachers said and what they did regarding 

mediation of EL skills in Grade 0. 

 

Participants 

Six Namibian schools in the Zambezi 

region, drawn from three different socio-

economic contexts of urban, peri- urban 

and rural contexts participated in this 

study. Two schools from each 

socioeconomic context were purposively 

selected. The reason for drawing schools 

from different contexts was to establish if 

socio-economic context influences the 

acquisition of foundational literacies in 

Grade 0. In this study, urban centres were 

defined as schools that are found in towns 

with adequate facilities (like computers, 

overhead projectors, radios, etc.) and 

qualified teachers; rural centres are village 

schools with poor services due to a lack of 

teaching facilities and qualified teachers, 

resulting in high failure rates (McCracken 

& Barcinas, 1991). Peri-urban centres on 

the other hand share the characteristics of 

both urban and rural centres and are 

situated in the geographical gap between 

rural and urban settings.  

Two teachers per school (one Grade 

0 teacher and one Grade 1 teacher) 

participated in this study. The reason for 

this type of sampling was to make it easier 

for the researcher to follow the same Grade 

0 learners to Grade 1. A sample of learners 

(9 learners per school) was drawn using 

stratified random sampling technique. 

Learners were selected by dividing each 

class into three groups and randomly 

selecting three learners from each 

group/strata by the researcher for the sake 

of objectivity. The stratification was to 

draw three Grade 1 learners from the top, 

three from the middle and three from the 

bottom level of achievement to take part in 

eEGRA assessment. This level assessment 

was decided upon by the researcher with 

the help of the teachers concerned. In total 

twelve teachers (6 Grade 0 and 6 Grade 1), 

and 54 learners (from six different schools) 

constituted the sample of this study. There 

were two sets of teachers (Grade 0 and 

Grade 1) in the sample because the same 

Grade 0 learners were taught by different 

Grade 1 teachers than those who taught 

them in Grade 0. 

 

Methods 

Data were collected through interviews, 

lesson observation, learner assessment 

(eEGRA test) and document analysis.  

 

Teacher interviews 

Both Grade 0 and Grade 1 teachers were 

interviewed. The interviews were 

conducted individually and on a face to 

face basis. Grade 0 teachers were 

interviewed on how they promoted Grade 0 

learners’ EL skills; and Grade 1 teachers 

were interviewed on what they expected 

Grade 0 learners to be able to do in terms 

of literacy when they proceeded to Grade 

1. The qualifications of the teachers 

interviewed, as indicated in Table 1 of the 

‘findings section’ of this article, ranged 

from Grade 12 to a bachelor’s degree in 

Lower Primary. 

 

Lesson observation   

While both Grade 0 and Grade 1 teachers 

were interviewed for different purposes, 

lesson observation only applied to Grade 0 

teachers. The reason for this was for the 

researcher to see how Grade 0 teachers 

prepared the EL skills of their learners 

before entering Grade 1. The researcher 

used an observation checklist (as in 

Appendix 1) to see how teachers 

scaffolded learning; how they collaborated 

learning and the types of interactions they 

had with learners, as well as how teachers 

supported learning so as to help learners 

move from their current zone of proximal 

development to the next zone of proximal 

development. 
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Document analysis 

Document analysis was used to strengthen 

the context of description of learning 

content. This included Grade 0 syllabus, 

Grade 0 syllabus guide, teacher lesson 

plans and the benchmark tests for Grade 1 

learners. Documents were analysed against 

Vygotsky’s theory, for example: 

 

1. Curriculum documents: The researcher 

analysed curriculum documents against 

their level of relevance to both Grade 0 

learners and Vygotsky’s theory of how 

children learn; how teachers 

implemented the curriculum in line 

with Vygotsky’s theory; and the 

specificity of learning content. 

2. Lesson plans: Lesson plans for Grade 0 

teachers were analysed in light of how 

they addressed and spoke to 

Vygotsky’s theory of how children 

learn; for example, does the teachers’ 

style of mediating learner foundational 

literacy prepare learners to learn to read 

in Grade 1? Does the teacher scaffold 

learning to assist children to acquire 

new knowledge? Finally, does the type 

of collaboration in the classroom 

promote learning in line with 

Vygotsky’s theory of how children 

learn?   

 

Learner assessment (eEGRA test data) 

The emergent Early Grade Reading 

Assessment (eEGRA) test tool (the paper 

version) collected quantitative data and 

was an adaptation of the EGRA tool 

(Harrison & Hodgskiss, 2017). The 

adaptation of the original EGRA included 

the removal of a section on non-word 

reading, removal of passage reading by 

learners which was replaced by passage 

reading by the assessor, thereafter asking 

learners’ questions on the passage read. 

The eEGRA test was administered in 

Silozi, the learners’ MT. At the beginning 

of learners’ Grade 1 year, Grade 1 learners 

who participated in this study, followed 

from Grade 0 (54 learners, 9 learners per 

school) were orally tested. The reason for 

conducting the eEGRA test at the 

beginning of Grade 1 and not in Grade 0 

was that Grade 0 is the foundation class 

where teachers engage learners in 

preparatory activities that promote their EL 

skills in order for them (learners) to 

demonstrate their level of acquisition and 

internalization of such skills in Grade 1. A 

total of 9 questions were asked beginning 

with book handling (print concept), writing 

of name, letter names, letter sound fluency, 

syllables, initial sounds, end sounds, 

rhyming words and passage reading. These 

questions were aimed at establishing 

whether learners’ EL skills were 

sufficiently developed in Grade 0 for 

formal reading in Grade 1.  

However, for the purposes of this 

article, Grade 0 learners were only tested 

on letter names to ascertain whether or not 

they were now able to identify and read 

them (letters) as knowledge of letter names 

forms the basis of reading in junior 

primary (Foulin, 2005). The learner also 

needs to be able to name letters in order to 

identify them and bring them together 

when spelling out a word (Blevins, 1998). 

Learners were assessed on all the letters 

and they (learners) were asked to use 

expressive responses to demonstrate 

knowledge of letters. Pseudonyms of 

Grade 1 schools that participated in the 

eEGRA test were used as a measure to 

promote confidentiality; Urban School 1 

(US
1
), Urban School 2 (US

2
), Peri-Urban 

School 1 (PuS
1
), Peri-Urban School 2 

(PuS
2
), Rural School 1 (RS

1
) and Rural 

School 2 (RS
2
). 

 

Data analysis 

The variety of data sets collected enabled 

cross triangulation and improved the 

potential for validity and reliability of 

results. The qualitative data was analysed 

thematically using a Vygotskian 

framework which ensured that theory was 
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embedded in the study and analysis. The 

quantitative data was analysed statistically 

using the Analysis of Variance (ANOVA) 

test. The ANOVA test was significant in 

order to check if the means of the different 

schools were significantly different from 

each other and the possible reasons for 

such differences. The eEGRA test results 

were also descriptively analysed to show 

individual learners’ performances on test 

items.   

 

Findings 

The findings of this study are presented 

under research demographics, teacher 

interviews, curriculum documents, lesson 

plans, observation of practice, and eEGRA 

test. 

   

Research demographics 

Teachers who participated in this study 

were all female; and did not have a pre-

primary teaching qualification, except for 

PuST
1
 with a Pre-primary Certificate. 

Therefore, these teachers taught in a grade 

they were unqualified for because of a lack 

of qualified Grade 0 teachers in the 

Zambezi region. All the teachers were 

black, with ages ranging from 30 to 54 

years and with qualifications ranging from 

ordinary Grade 12 to a Bachelor’s Degree 

in Lower Primary, obtained from various 

institutions (as in Table 1, below). 

 

Table 1: Research demographics  

Teacher 

Name 

 

Age 

 

Sex 
School 

Type 

Learner 

numbers 

Grade 0 

experience 

Teacher 

qualifica-

tions 

Where 

obtained 

UST
1
 40 F

3
 Urban 28 2 years BETD

4
 CCE

5
 

UST
2
 30 F Urban 39 6 years BETD CCE 

PuST
1
 37 F Peri-urban 15 2 years 

Pre-primary 

Certificate 
Tutaleni 

PuST
2
 38 F Peri-urban 28 1 year BED

6
 UNAM

7
 

RST
1
 47 F Rural 26 2 years Grade 12 

Isize Sec
8
 

School 

RST
2
 54 F Rural 21 6 years BETD CCE 

 

All the schools used Silozi as their Language of Learning and Teaching (LoLT). In some of 

these schools, the Pre-primary phase was still in its infancy stage as it only became part of 

Junior Primary in 2015 after Namibia’s curriculum revision of 2014. However, teachers with 

six years of teaching experience (Table 1) were among the schools that had Grade 0 prior to 

the Junior Primary curriculum overhaul in 2014 (Education in Namibia, 2016, April). 

 

Teachers’ interviews 

Six teachers were interviewed on their understanding of EL as shown in Dailogue Box 1 

below. The questions that were used in the teachers’ interviews were derived from a 

                                                 
3
 Female 

4
 Basic Education Teacher Diploma 

5
 Caprivi College of Education 

6
 Bachelor of Education 

7
 University of Namibia 

8
 Secondary 
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Vygotskian framework together with specifically asking about conceptual understandings of 

EL and mediation thereof. 

 

Dialogue Box 1: Responses to the question: “What do you understand by the term emergent 

literacy?” 

UST
1
: Literacy I think it is all about reading. Now, emergent I think it is like emergence, I 

don’t know, but literacy is all about reading. 

UST
2
: Emergent literacy I think it is the knowledge that these learners they are coming with 

it, that they have already, that they do not come and acquire it from school; it is the one that 

they start with them to read and write, meaning when they emerge, it is the starting, the 

starting of knowledge for these learners. 

PuST
1
: It is whereby you imagine something when learners are reading or talking. 

PuST
2
: These are the materials found in the classroom which can help the learners to read. 

Any materials which is pasted on the wall which can just help the kids when they just look 

at that thing, they just learn something. Either a picture or a word. 

RST
1
: I understand by saying emergent means a social group taking place in schools during 

teaching process. 

RST
2
: (Remains silent for a while)…I think foundational literacy is concerning about 

reading and learning 
 

 

The data in Dialogue Box 1 above revealed 

that teachers were not well versed with 

teaching Grade 0 and struggled to apply 

their understanding of the concept of EL to 

prepare Grade 0 learners for reading in 

Grade 1. Their lack of understanding of EL 

was demonstrated during the researcher’s 

interviews with the teachers and when the 

researcher observed Grade 0 teachers’ 

lessons (through their practice); as well as 

document analysis, as details thereof are 

given below. In this section, pseudonyms
9
 

of research participants are used.  

While 4 of the 6 Grade 0 teachers 

(UST
1
; UST

2
; PuST

2
 & RST

2
) 

demonstrated some understanding of EL, 2 

of the 6 Grade 0 teachers (PuST
1 

& RST
1
) 

proved that they did not understand the 

concept of EL at all. These were some of 

these teachers’ responses: EL is “Whereby 

you imagine something when children are 

reading or talking” (PuST
1
); “Emergent 

means a social group taking place in 

                                                 
9
 UST

1
= Urban School Teacher 1; UST

2
= Urban 

School Teacher 2; PuST
1
= Peri-urban School 

Teacher 1; PuST
2
= Peri-Urban School Teacher 2; 

RST
1
=Rural School Teacher 1; RST

2
=Rural School 

Teacher 2. 

schools during the teaching process” 

(RST
1
). Teachers’ lack of understanding of 

EL suggests their inability to consciously 

mediate (Vygotsky, 1978) basic literacy 

learning in Grade 0. PuST
2
 (1 of the 6 

teachers), relating the concept of EL to 

“materials that are found in the 

classroom”, is partially true because when 

a child looks at print in their surroundings 

they use their emergent knowledge of 

letters and words to try and understand 

what they are seeing and to ‘read’ the text. 

Interview data also showed that UST
2
 

started to understand that EL is beginning 

to emerge from the child and is brought to 

class, as per the following UST
2
’s 

response: “Emergent literacy I think it is 

the knowledge that these learners they are 

coming with it, that they are having 

already, that they do not come and acquire 

it at school”. UST
2’

s
 
stance is supported by 

what Vygotsky (1978) says about the 

child’s existing knowledge and building on 

that knowledge in order to move from 

lower mental functions to higher mental 

functions. The results further shows that 3 

of the 6 teachers (PuST
2
, RST

1
 and RST

2
)
 

demonstrated a general lack of 
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understanding of EL with teachers 

considering EL to be specific to reading, a 

social group activity, materials found in the 

classroom, imagining something, learning 

or not knowing at all, which could be 

attributed to the Namibian Grade 0 literacy 

curriculum documents’ silence on the 

concept of EL with the curriculum putting 

more emphasis on “laying a solid 

foundation for formal learning” (Ministry 

of Education, 2015, p. 1), an idea not 

linked to mediating EL.    

The teacher interviews showed that 

the lack of understanding of EL was 

specific to Grade 0 and not Grade 1, as 

seen in the statement: “Emergent literacy 

is all about reading” (UST
1
). The root of 

the problem could be ascribed to teachers 

not being trained specifically for Grade 0 

and being seconded from higher grades 

into Grade 0 and a curriculum that did not 

provide the appropriate guidance, with no 

mention at all of the concept of EL. 

Consequently, the teachers were poorly 

equipped to understand the age group they 

were teaching and resorted to a default 

position of using the knowledge they had 

already acquired which was for a higher 

grade. They were in fact drawing from 

their own existing knowledge. 

Interview data also demonstrated that 

teachers had various views about how they 

mediated EL in Grade 0. For example, 3 of 

the 6 teachers (UST
1
, PuST

1
 & PusT

2
) 

expressed that they mediated EL by using 

pictures and articulated their answers as 

follows: “I use pictures” (UST
1
); “I use 

books with pictures” (PuST
1
); “I use 

pictures” (PuST
2
). Research claims that 

the use of tools is critical as it “enables us 

to do things beyond our natural capacities” 

(Bodrova & Leong, 2017, p. 4). However, 

while the use of pictures was observed 

during lessons, teachers used them in a 

more formal manner and set the bar too 

high. In this article, setting the bar too high 

implies that teachers introduced learning 

content at a sophisticated level making it 

inappropriate for Grade 0 learners, like 

asking learners to read words on word 

cards (UST
2
), and asking learners to paste 

words on relevant parts on the picture 

(UST
1
), thus defeating the whole purpose 

of informally preparing Grade 0 learners 

for conventional reading and writing in 

Grade 1. According to Polanki (2013), 

teaching in Grade 0 should be informal. 

RST
1
 raised the concept of holistic 

development when she responded that, 

“We teach learners to be holistic in all 

areas of development, like emotional, 

social and others”. Though RST
1
 didn’t 

indicate activities she did with learners to 

that effect, she expressed the philosophy of 

the Grade 0 curriculum which is holistic 

development of children (Vygotsky, 1978). 

Furthermore, 1 of the 6 teachers (UST
2
) 

also seemed to understand how EL should 

be mediated to facilitate literacy learning in 

Grade 1. The following was UST
2
’s 

response, “We teach them how to handle a 

book”. This is crucial because before a 

child can start reading from a book, s/he 

should know how to move from one page 

to the next (Armbruster, Lehr, & Osborn, 

2003). 

Document analysis supported the 

finding that Grade 0 teachers had an 

inadequate perception of EL and its 

application in class as was seen in the types 

of lessons they planned which assumed the 

children were already able to recognize, 

read and write letters and words. For 

example, in their lesson plans children 

were required to ‘read’ sentences and were 

also required to ‘write’ activities in their 

exercise books. This seems to show that 

teachers had a challenge to mediate 

foundational literacy skills of learners as 

they planned lessons that were more 

formal, thus unsuitable for Grade 0 

learners. It is also worth mentioning that 

the manner in which teachers (from 

different contexts, i.e. urban, peri-urban 

and rural) expressed their understanding of 

EL, in Dialogue Box 1 above, 
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demonstrated their different perceptions 

and understanding of the concept of EL 

and possibly how it (EL) can be mediated 

in class. 

 

Curriculum documents 

The Grade 0 syllabus and teachers’ manual 

are intended to be the guiding documents 

assisting the teacher to do her job and 

should ensure quality in preparing 

children’s EL skills in Grade 0 (Ministry of 

Education, 2015). The literature review 

showed that the Namibian Grade 0 

curriculum documents were problematic 

because they were hastily conceived and 

did not have Grade 0 specialists involved 

in their creation (Asheeke, 2017; 

Tjihenuna, 2016). A document analysis of 

the Namibian curriculum revealed what 

could be termed a ‘generic curriculum’ 

meaning that it was written in a way that 

meant it could be applied to almost any 

grade in the foundation phase. Grade 0 is a 

highly specialized year and therefore needs 

a curriculum that recognises this 

specialization if it is to guide the teacher. 

The curriculum analysis further 

showed too much emphasis on reading and 

writing in a way that was more appropriate 

to Grade 1. For example, a “child should 

grip the crayon or pencil in the correct 

way” (Ministry of Education, 2015, p. 18); 

“When writing children should sit 

comfortably and well back in their seat” 

(Ministry of Education, 2015, p. 18).  It did 

not provide examples of activities that 

would show the Grade 0 teacher how to 

stimulate EL and or learning through play. 

A further problem was that the teachers 

were unqualified (Table 1) to implement 

the curriculum as they were drawn from 

higher grades and not Grade 0. The use of 

examples to illustrate how to implement 

the curriculum was few and far between. In 

addition they could be considered euro-

centric, culturally insensitive and did not 

recognise the need to draw from the 

learners’ existing knowledge which 

Vygotsky (1978) regards as critical to 

understanding learning content. For 

example, the curriculum talks about the 

"Gingerbread boy" which is not contextual, 

as it is not an African example. Without 

this type of explicit guidance, the Grade 0 

teacher finds it difficult to understand how 

to practically implement the curriculum.  

When this is coupled with teachers who 

have not received training in teaching 

Grade 0 but are simply brought from a 

higher grade to work in Grade 0, the latter 

issue becomes particularly relevant 

(Tjihenuna, 2016). Some of the teachers in 

this study were unable to conceptualize 

what is meant by EL or how to teach in a 

way that was appropriate to Grade 0.  

 

Lesson plans 

An examination of the teachers’ planning 

documents revealed a number of issues that 

could contribute to poor foundational 

literacy results as seen in the eEGRA test.  

These included planning lessons that were 

not age appropriate, for example PuST
1
 

planned a colouring lesson and UST
1
 and 

UST
2
 planned lessons where learners were 

asked to read from flashcards. There was 

no lesson where teachers engaged learners 

in a game or any form of play so that 

learning could be play based. According to 

Vygotsky (1978) and Karpov (2003), 

literacy learning in Grade 0 should be play 

based. All the 6 teachers (UST
1
, UST

2
, 

PuST
1
, PuST

2
, RST

1
 and RST

2
) did not 

show evidence in their lesson plans that 

they adjusted their lessons to meet 

learners’ needs. This meant that teachers 

were not reflecting on their practice or 

recognising the needs of their learners. 

Furthermore, the types of assessments that 

were being indicated did not coincide with 

what a Grade 0 learner should be able to 

do. For example, UST
1
 (as already stated 

above) asked learners to write the letter ‘b’ 

on the chalkboard and this was at the 

beginning of the year when learners have 

not had enough exposure to practice. In 
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Grade 0 a learner is not expected to be able 

to write sentences, yet, this was the sort of 

assessment that was indicated.  

 

Observation of practice 

It was important to not only interview 

teachers about what they did but to observe 

what they actually did in their classrooms 

to understand if there was a correlation 

between what teachers said and what 

teachers did. A number of discrepancies 

emerged. For example, teachers stated 

during interviews that children should be 

read to and that they used a book corner to 

mediate EL. However, the researcher never 

observed either the presence of a book 

corner or a teacher reading to a child. This 

meant that children did not have the 

opportunity to handle books or to hear 

stories and discuss them to allow for the 

development of their vocabulary 

(Armbruster, Lehr, & Osborn, 2003). Such 

a move also demonstrated a disconnect 

between what was being said and what was 

being done, the root cause being some 

teachers’ lack of understanding of EL. 

Teachers also required learners to keep 

quiet most of the time, labelling classroom 

talk as noisemaking, thereby discouraging 

them from using language to learn.  There 

was no opportunity to ‘discuss’ concepts 

but rather learners answering close ended 

questions in a ‘parrot-like’ fashion. 

According to Vygotsky (1978), learning in 

any environment should be collaborative 

and discursive. 

Another example of formal class 

activity included RST
2
 asking Grade 0 

learners to read a rhyme written on the 

chalkboard with her using a pointer, and 

UST
2 

asking Grade 0 learners to read 

words on the board. These activities 

showed the teachers drawing from their 

existing knowledge which was Grade 1 

based and not understanding that a Grade 0 

child is not able to read words or rhymes 

and that learning in Grade 0 is informal 

(Polanki, 2013). Such activities are also 

evidence of the formalization of Grade 0 

which meant that teachers were overly 

formal in their practice. As stated earlier, 

questions asked by teachers were close 

ended and not explorative (Vygotsky, 

1986). For example, “how many eyes, ears 

does the picture have?” (RST
1
). This 

resulted in learners not being allowed to 

explore or discuss the content of the lesson 

but rather to provide the teacher with a 

predetermined answer. 

 

 eEGRA results 

The quantitative data that was gathered 

was derived from the eEGRA test which 

was used to determine if the learners had 

consolidated EL in order to demonstrate 

foundational literacies at the beginning of 

Grade 1. For the purposes of this article, as 

already indicated in the methodology 

section, the researcher focused and tested 

learners on letter names only, referred to in 

this article as Question 1, with a maximum 

of 40 marks. The focus on letter names is 

critical as Namibia typically focusses on 

letter sounds (based on letter names) in the 

early grades due to the fact that letter 

sound knowledge supports blending sounds 

into words for initial reading skills. Table 2 

below is a comparative analysis of Grade 1 

learners’ abilities to name letters across the 

six schools thereby providing an overview 

of the best performing school on Question 

1 (letter names). The numbers in the table 

represent the number of letters which were 

read correctly by each learner at the six 

schools, expressed as a percentage. 

 

 Table 2: Schools’ and learners’ performance in percentages on Question 1 (letter names) 

 Schools 

Learners US
1
 US

2
 PuS

1
 PuS

2
 RS

1
 RS

2
 

1 0 25 0 0 0 75 
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2 0 0 0 0 0 15 

3 0 35 0 5 12.5 65 

4 2.5 0 0 0 52.5 20 

5 0 0 0 45 97.5 0 

6 0 5 0 85 55 0 

7 0 15 0 90 82.5 97.5 

8 0 10 0 82.5 27.5 0 

9 0 15 0 57.5 92.5 0 

Mean 0.3 11.7 0 40.6 46.7 30.3 

 

Quantitative data from the eEGRA test in 

Table 2 (on letter names) revealed some 

huge discrepancies in the results on the 

task by some of the learners within a 

particular school, for example, Learners 7 

and 1 in comparison to Learners 2, 5, 6, 8, 

and 9. The learners’ scores expressed as 

total percentages in Table 2 formed the 

basis for either accepting or rejecting the 

null hypothesis. To compare the mean 

scores of the various schools, as a way to 

determine the level of teacher mediation 

(benchmarked by learner performance) of 

EL (on letter names) in Table 2, the 

researcher, as already stated, formulated 

statistical null hypothesis (H0) shown 

below: 

 

● H0: There is no significant difference in 

the level of teacher mediation of   EL 

across the six schools. 

● H1: There is a significant difference in 

the level of teacher mediation of EL 

across the six schools. 

 

Table 2 shows that RS
1
 was the highest 

performing school, with a mean value of 

46.7%. PuS
1
 on the other hand was the 

lowest performing school, with a mean 

value of 0 %. It appears that the low mean 

values were due to learners performing 

poorly on this question (which required 

learners to say the letter names) and in 

some cases getting zero [0]. The mean 

marks obtained by different schools, 

ranging from 0% to 46.7% were generally 

too low. This implies that the difference in 

performance was significant (ANOVA One 

– way, df = 5, 48, p = 0.001249, meaning 

that p <.05), (see Appendix 2).   

Our null hypothesis (H0) that there is 

no significant difference in teacher 

mediation of EL at the various schools is 

therefore rejected because there is indeed a 

significant difference in the level of teacher 

mediation of EL across the six schools. 

However, such discrepancies could not 

only be attributed to the level of teacher 

mediation of EL, but might also be 

attributed to the learners’ home 

environments, teachers’ lack of readiness 

to teach Grade 0 learners, as well as the 

sampling technique adopted by the 

researcher, which was made up of 3 top, 3 

middle and 3 bottom learners, which might 

have possibly included learners who were 

not ready yet for Grade 1. 

It is worth noting that contrary to 

popular belief that urban schools would 

out-perform a rural school because they 

have better qualified teachers and facilities, 

this study showed that the top performing 

school was in fact a rural school, (RS
1
), 

with a mean of 46.7%, as opposed to urban 

schools with mean values of 0.3% (US
1
) 

and 11.7% (US
2
) respectively. This might 

suggest that learning is not only linked to 

having the best possible facilities or 

teacher qualifications but perhaps about 

how well the teacher mediates learners’ 

foundational literacies, the quality of 

learners, teacher commitment as 

demonstrated by RST
1
, with only a Grade 

12 qualification, as well as the mediation 

that learners get at home from parents and 

siblings. Another reason could be that in 
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rural schools there is usually a stronger 

focus on mother-tongue in the community, 

while in urban schools, English is used 

more frequently and could cause confusion 

between languages and their respective 

letter names and sounds. 

  

Conclusion 

The concept of EL is key to mediating 

foundational literacies in Grade 0. This 

investigation thus explored teacher 

understanding of EL and how teachers’ 

understanding of the concept of EL 

influenced their mediation of learner 

foundational literacies in Grade 0. 

However, this study has found that at the 

root of the problem appeared to be a lack 

of Grade 0 content knowledge and 

conscious mediation. The Grade 0 teachers 

were firstly teaching a grade they might be 

unfamiliar with, due to lack of training 

(Table 1) (Tjihenuna, 2016), and secondly, 

they appeared to be unsure of how to 

mediate EL. Literacy in Grade 0 is 

considerably different to that of Grade 1 as 

the child is beginning to develop their 

literacy concepts whilst in Grade 1 the 

child should already have established their 

understanding of the basics of reading and 

writing. The conceptual understanding of 

EL and how to mediate this in a Grade 0 

classroom was lacking and therefore being 

replaced by a default position of mediating 

at Grade 1 level, where teaching is formal. 

According to Polanki (2013), teaching and 

learning in Grade 0 can only be successful 

if approached in an informal way, like 

teaching through play.  

The benefit of the research was not 

only to establish why Grade 0 learners 

were entering Grade 1 without 

foundational literacies but also to identify 

potential changes. It is evident that 

teachers who are teaching in Grade 0 must 

be given appropriate training that allows 

them to understand the uniqueness of the 

grade. Furthermore, the Grade 0 

curriculum content level is inappropriate 

and should thus be revised to suit the needs 

of the Grade 0 teacher and learner. 

According to Knestrick (2012), Vygotsky 

claims that if the content level is too high, 

learning becomes uninteresting to children 

resulting in them rejecting what is expected 

to be learnt. Lastly this research 

recommends ongoing district support for 

Grade 0 teachers in order to ensure quality 

education and the establishing of firm 

foundational literacies. 
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APPENDIX 1 

 

Observation Tool 

 

Name of teacher ………………..…………Sex……………Name of 

School…………………………………….. 

Socioeconomic Context/status of school…………………………Years of teaching 

experience………………. 

Institution where teaching qualification was obtained.………………………. 

Areas of 

Mediation 

 

(Vygotsky’s 

approaches to 

learning) 

How 

the 

teacher 

mediat

es 

Lesson 

topic 

accordin

g to the 

curricul

um 

Tools for 

mediation used 

[Tick  in 

appropriate 

box] 

Resour

ces 

used 

Observer’s 

Comments 

on how the 

teacher 

mediates 

emergent 

literacy 

Field 

Notes: 

Others 

http://www.wordworks.org.za/wp_content/uploads/2012
http://www.wordworks.org.za/wp_content/uploads/2012
https://www.firstpost.com/india/schoolification
https://www.firstpost.com/india/schoolification
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This section 

defines the tools 

for mediation 

that should be in 

evidence when 

the teacher is 

engaging in 

literacy lessons. 

 

 

 

 

 

 

 

 

 

 

Which tools 

were evident in 

the observed 

lessons?  A tick 

is assigned for 

the relevant 

areas observed. 

 

YES           NO 

   

Collaborative 

learning 

  

        .     

Zone of 

Proximal 

Development 

(ZPD) 

  

         

Scaffolding  

  

         

 

 

 

APPENDIX 2 

 

 

Anova: Single Factor 

    

 

SUMMARY 

     

 

Groups Count Sum Average Variance 

  

 

US
1
 9 2.5 0.277778 0.694444 

  

 

US
2
 9 105 11.66667 150 

  

 

PUS
1
 9 0 0 0 

  

 

PUS
2
 9 365 40.55556 1585.59 

  

 

RS
1
 9 420 46.66667 1495.313 

  

 

RS
2
 9 272.5 30.27778 1466.319 

          

        

 

ANOVA 

      

 

Source of 

Variation SS df MS F P-value F crit 

 

Between 

Groups 18745.37 5 3749.074 4.788174 

0.00124

9 

2.40851

4 

 

Within Groups 37583.33 48 782.9861 

   

        

 

Total 56328.7 53         
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Abstract  
Home Economics (HE) is one of the pre-vocational subjects for the Junior Secondary phase in 

Namibian schools. Statistical evidence indicates that male learners who wrote the end of 

Junior Secondary phase (Grade 10) Home Economics examination in 2013 were 15%, 11% in 

2014 and 8% in 2015, the rest were girls (MoE, 2015). Male learners are hardly seen in 

Home Economics programmes at all school levels females dominating the HE classes. This 

study was aimed at investigating the factors influencing male learners’ choice of Home 

Economics as a subject in the //Kharas Educational Region. The purpose of the study was to 

find out cultural/ traditional factors contributing to few male learners choosing Home 

Economics as a subject. The study further sought to find out whether parents, principals and 

teachers influenced male learners’ choice of the subject as well as the strategies that can help 

increase the number of male learners choosing the subject.  

The study followed a mixed methods research design, where a sample of 50 Grade 8 

male learners (non-Home Economics learners), 4 Home Economics male learners and 4 

school managers were drawn from five schools that offer Home Economics as a subject in the 

region. Purposeful random and criterion sampling were used for this study in selecting the 

sample. Triangulation was used in the study by incorporating quantitative and qualitative 

data obtained from questionnaires, focus group interviews and standardised open-ended 

interviews. Findings confirmed a number of factors that influence male learners’ choice of 

Home Economics as a subject which include the availability of pre-vocational subjects to 

choose from, the subject being labelled as a girl’s subject as well as parental influence. The 

study recommends enlightenment campaigns through seminars and mass media about the 

importance of Home Economics and career opportunities that the subject provides to learners 

and the society. 

 

Keywords: cultural/traditional factors, elective subjects, perceptions, school managers 

 

Background 

According to the National Curriculum for 

Basic Education (Ministry of Education, 

2010b) Home Economics is one of the pre-

vocational subjects for the Junior 

Secondary phase. The other elective pre-

vocational subjects apart from Home 

Economics include Agriculture, Computer 

Studies, Accounting, Visual Arts, Design 

and Technology, Keyboard and Word 

Processing, Needlework and Clothing, and 

Entrepreneurship. Pre-vocational subjects 

are among the vital tools an individual can 

use to develop themselves. Azubuike 

(2012) emphasized that vocational subjects 

are training for useful employment in 

trade, industries, agriculture, business and 

home making, thus preparing learners for 

self-reliance. Pre-vocational subjects are 

actually the most suitable form of 

education capable of meeting the demands 

of national economic growth and the 

globalization of Namibia as a developing 

country (Ministry of Education, 2010b).  

Home Economics is perceived by 

many as a course that deals with domestic 

affairs, hence a course for girls. The 
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society, both educated and uneducated, 

look down on any male learner studying 

Home Economics (Nnubia, 2013). It is 

apparent that there is a gender gap in Home 

Economics.  Male learners are significantly 

more likely to choose Science, Agriculture, 

Business, or Technical studies (World 

Bank, 2012). There are various theories as 

to why males lose interest in Home 

Economics. Azubuike (2012) emphasized 

that males perceive Home Economics as a 

subject that has to do with the home, since 

it deals with different food preparations 

and serving of meals, decoration of the 

home and its surroundings, making of 

clothes and child care.  Not all schools in 

Namibia offer Home Economics as a 

subject due to the fact that schools would 

rather select some of the other pre-

vocational subjects on offer (Ministry of 

Education, 2010a). This is also because 

only certain schools in the country were 

built and equipped with venues like 

kitchens which can accommodate the pre-

vocational subjects such as Home 

Economics. Learners are allowed to select 

two of the elective subjects offered at their 

school as they enter the Junior Secondary 

phase (Grade 8). However, some schools 

make certain subjects compulsory, 

depending on the availability of resources 

as well as the number of teachers qualified 

to teach these subjects. The few learners 

that choose to study Home Economics as a 

subject appears to be girls in most cases 

(Azubuike, 2012).  

Azubuike, (2012) also lamented that 

many male learners feel that the subject is 

meant for girls only and so they prefer 

other subjects to Home Economics. 

Statistical evidence shows that out of 167 

Grade 8 learners that have taken Home 

Economics in the //Kharas Educational 

Region in 2015, only 25 were male 

learners. This shows that only 15% of the 

total learners enrolled for Home 

Economics were male learners.  Okoh 

(2006) lamented that the short sightedness 

of male learners about Home Economics is 

compounded by the decision of their 

parents about their career. Teachers and 

learners seem not to understand what 

Home Economics is about and 

consequently develop some contempt for 

and aversion to the subject. According to 

Malgwi, Howe, and Burnaby (2005), 

parents are more likely to influence 

learners’ decisions than guidance 

counsellors or teachers. This study 

therefore investigated the factors 

influencing the male learners in selecting 

Home Economics as a subject in the 

//Kharas Educational Region. 

 

Statement of the problem 
Sinvula (2014) stated that unemployment 

has now become a threat to Namibia’s 

peace and stability with the number of 

school dropouts increasing every year. He 

emphasized that persistent unemployment 

among the youth and women has also led 

to social evils such as the high rate of 

crimes and HIV and AIDS infections. 

Moreover, numerous reasons have been 

advanced explaining the high incidences of 

passion killings in Namibia. Such reasons 

include unequal power dynamics in 

relationships between men and women 

(Kaumba, 2013). Men are cultural 

providers for women and this creates 

dependency where women expect support 

financially from the household provider. 

Statistical evidence indicates that male 

learners who wrote Grade 10 Home 

Economics end of year examination were 

15% in 2013, 11% in 2014 and 8% in 2015 

while the rest were girls (Ministry of 

Education, 2015). Namibia needs a 

functional education system that can 

provide its citizens with a source of 

livelihood. Home Economics could be one 

of the subjects that can improve the 

livelihood of the people because it 

emphasises personal development, decision 

making and intrapersonal skills (Ministry 

of Education, 2010a).  
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Home Economics is a skills oriented field 

of study that is capable of equipping 

learners with abilities that can create room 

for self-reliance which has the ability to 

reduce unemployment and improve 

manpower development (Azubuike, 2012). 

Male learners are hardly seen in Home 

Economics programmes at all levels of 

education with female learners making up 

the majority. Many young male learners 

leave school without employable skills and 

therefore become unemployed 

(Ekpenyong, 2008). Based on the above 

problems, the researcher wanted to find out 

the factors preventing male learners from 

choosing Home Economics as a school 

subject in the //Kharas Educational Region. 

 

Research questions 
The study was guided by the following 

research questions: 

 

1. What socio-cultural/traditional norms 

hinder male learners’ choice to study 

Home Economics as a school subject in 

the //Kharas Educational Region? 

2. How do parents, principals and 

teachers influence male learners’ 

decisions to take Home Economics as 

an area of study in the Junior 

Secondary phase? 

3. What could be done to change the 

perceptions and increase the enrolment 

of male learners in Home Economics? 

 

Significance of the study 
This study is significant in that it might 

identify the socio-cultural/traditional 

barriers that make it difficult for male 

learners to choose Home Economics as a 

subject in the //Kharas Educational Region. 

It might also contribute to the improvement 

of education policies that might address the 

problems learners have in selecting fields 

of studies. The findings may be beneficial 

to parents as it could make them change 

their approach towards the study of Home 

Economics by their male children. In 

Namibia where youth unemployment is at 

its peak, the findings of this study might 

encourage male learners to study Home 

Economics in the Junior Secondary phase 

and in tertiary institutions for self-

employment which could reduce the crime 

rate. Males will be able to create 

employment of for themselves if they 

studied Home Economics. Finally, the 

findings of this study might go a long way 

to correct the misconception regarding 

Home Economics as the girls’ subject. 

 

Limitations 
Namibia has 75 schools in total that offer 

Home Economics as a subject in the Junior 

Secondary phase (Ministry of Education, 

2015). Due to the vast geographical 

distances separating these schools, time 

was a constraint. Therefore, the research 

was only carried out in five Secondary 

Schools in the //Kharas Educational 

Region. Further, among the school 

managers who initially accepted to be part 

of the sample, one was no longer willing to 

be interviewed.  Another limitation was 

that not all dispatched questionnaires to the 

five schools, were returned.  

 

Theoretical framework 

The study was guided by the progressivism 

theory. The progressivism theory’s 

proponent is John Dewey. With 

progressivism, gender equality and 

minorities are recognized, as well as the 

framework of learning by doing and 

experiencing (Field, 2001). According to 

Dewey, learning should directly relate to 

the interests of the learner and the teacher’s 

role is not to direct but to advice. Instead of 

having an all-knowing teacher standing up 

front and talking, learners themselves 

should have active participation in their 

education (Dewey, 2010). Dewey viewed 

the school as a miniature democratic 

society, where learners could learn and 

practice the skills necessary to live in 

democracy (Ellis, 1991). The foregoing 
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makes sense for this study since Home 

Economics as a subject allows learners to 

promote democratic principles and 

practices at school level and in civic life. 

Learners develop social responsibility 

towards other individuals, family life, the 

community and the nation as a whole over 

the study of Home Economics as the 

subject includes the learning of family 

studies, and food preparation which in 

future allow learners to become self-

employed citizens.  

The purpose of Progressive 

education is to give an individual the 

necessary skills and tools with which to 

interact with his/her environment, which 

changes constantly (Ornstein, Levine, 

Gutek, & Vocke, 2016). Home Economics 

enables learners to obtain the knowledge 

and understanding, skills and 

competencies, attitudes and values needed 

for their personal development, related to 

the changes in the Namibian society 

(Ministry of Education, 2010b). In 

Dewey’s educational theory, the learner 

has an honest position of capability and 

involvement in activities that interest him 

or her (Dewey, 2010). 

 

Literature review 

Male learners’ perceptions toward Home 

Economics as a subject 
The gender of learners can often affect 

their enrolment in a class. Davies, Telhaj, 

Hutton, Adnett, and Coe (2006) indicated 

that boys and girls have different values 

and there are certain standards or 

expectations that vary between genders. 

The subject choices open to a learner 

depend on the average popularity of 

subjects in the school and this varies with 

the social mix of learners (Davies et al., 

2006). This means that some schools offer 

a number of elective subjects and the 

common norm is that learners tend to 

choose the subjects mostly enrolled in the 

school. Generally, a negative attitude 

towards a given subject leads to a lack of 

learners’ interest in that subject and when 

subjects are to be selected, as in Junior 

Secondary, learners commonly avoid the 

subject (Egun, 2008). A subject can be 

interesting to a learner but the class needs 

to be well executed for the content to be 

understood and beneficial. However, every 

learner has his/her own perceptions of the 

values attached to specific subjects that 

they would wish to undertake (Eze, 2001). 

A series of factors play important roles in 

the value associated with the subject 

lessons which can include the suitability in 

the job market and career choice.  

Male learners shy away from 

studying Home Economics fearing that 

there may be challenges when it comes to 

finding careers (Azubuike, 2012). Dike 

(2006) observed that the wrong perception 

of Home Economics can be dated back to 

the colonial era and this makes it difficult 

for the perception to change. Bound and 

Hapson (1989) stated that male learners are 

more concerned with careers that will 

make quick money while girls tend to pay 

more attention to future family 

improvement. Male learners are 

significantly more likely to choose science, 

agriculture, business, or technical studies 

(World Bank, 2012) than Home 

Economics. There are various theories as 

to why males lose interest in Home 

Economics. Azubuike (2012) emphasizes 

that males perceive Home Economics as a 

subject that has to do with the home, since 

it deals with different food preparations 

and serving of meals, decoration of home 

and its surroundings, making of clothes 

and child care. As such, male learners do 

not see Home Economics as a course for 

them because it deals with domestic 

affairs. Against the latter, therefore, male 

learners perceive Home Economics as a 

course that makes a person a servant and 

not a master (Azubuike, 2012).  

Furthermore, mention should be 

made that the name given to the course 

also tends to discourage females and 
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males, but mostly males, from studying the 

course (Azubuike, 2012). Both males and 

females are likely to prefer studying this 

subject if the name given to the subject 

could be changed since it is likely to 

motivate them to study it. The name Home 

Economics makes the subject sound as if it 

is exclusively for women or for those 

whose intention is to work in the homes 

(Egun, 2008).  

 

Cultural and traditional norms and 

beliefs preventing male learners from 

selecting Home Economics as a subject 
Eze (2001) found the factors that influence 

male learners in the field of Home 

Economics to be differential socialisation 

patterns of boys and girls at early stages of 

life. Male learners who choose to socialise 

with female learners at an early age are 

considered to be homosexuals. Sex-

stereotyped occupation of girls over boys is 

a tradition which has socialized males into 

believing that it is a ridicule of manliness 

to venture into an occupation that is female 

reserved (Egun, 2008). Male learners who 

choose Home Economics are viewed as 

different from the culturally directed belief 

of maleness. In the past, girls were 

expected to make marriage and 

motherhood their main concern while boys 

were expected to go on to work and 

support the family (Dike, 2006). Therefore, 

the school life reflected these expectations 

as girls and boys would be directed to take 

different subjects.  

However, girls now have greater 

confidence in their abilities (World Bank, 

2012). Feminism has influenced cultural 

attitude change but also changes in 

education. Policies that promote equal 

opportunities in education and in careers 

have reduced bias in gender expectations 

(Erinosho, 1998). Boys and girls may 

choose different subjects because of early 

socialisation.  It is a common belief that 

Home Economics is an easy subject, and 

this results in school administrators placing 

low-performing learners into Home 

Economics classes (Azubuike, 2012). 

Therefore, it is not surprising that male 

learners are not interested in Home 

Economics subject. Osuala (1998) 

emphasized that, at the heart of our society 

and economics problem is a national 

attitude that implies that vocational 

subjects (including Home Economics) are 

designed for somebody else’s children and 

is meant primarily for the children of the 

poor, for the dropouts, and the less 

intelligent. 

 

Strategies to change the perceptions and 

increase the enrolment of male learners 

in Home Economics 
Tenenbaum (2009) lamented that the 

school has a great role to play in 

influencing learners’ choice of subjects and 

so it should support subjects and career 

decision making. This will go a long way 

in encouraging learners’ choices of 

subjects. In addition, learners need 

information about the structure and content 

of the subjects they want to study. If male 

learners are to be more involved in Home 

Economics, parents should be involved. 

There are many practical and easy ways 

that parents can use to encourage male 

learners to study Home Economics 

(Azubuike, 2012). Parents can begin at 

home to encourage male learners by 

exposing them to Home Economics at an 

early age. Male learners should learn 

cooking and homemaking; therefore, they 

should be made to see the subject as one of 

the many tools an individual should have 

to make life easier. The one-on-one 

interaction between mother and son can be 

greatly beneficial to both the mother and 

the child. Discussing homemaking with 

their male children is another way parents 

could encourage them to study Home 

Economics (Azubuike, 2012). Parents 

should ask their children about their likes 

and dislikes of Home Economics and 
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explain to them the importance of the 

subject (Dike, 2006). 

 

Research methodology  

Research design 
Due to the nature of the problem under 

study, a mixed methods research design 

that employed both quantitative and 

qualitative research was used. Mixed 

methods research is the type of research in 

which a researcher combines elements of 

qualitative and quantitative research 

approaches for the broad purpose of 

breadth and depth of understanding and 

corroboration (Teddlie & Tashakkori, 

2011). Under the mixed methods design, a 

convergent parallel design was used. 

Results from both questionnaires and 

interviews were collected at the same time 

or in a single phase and were analysed 

independently according to the research 

questions. The researcher used this design 

in order to triangulate the collected data by 

directly comparing and contrasting them 

during interpretation. 

 

Population 
Kasanda (2015) refers to the population, as 

an aggregate or totality of all the objects, 

subjects or members that conform to a set 

of specifications. The study targeted Grade 

8 male learners from the five secondary 

schools as there are only five schools in the 

//Kharas Educational Region that offer 

Home Economics as a subject. The 

researcher wanted to carry out a research 

study at a school offering Home 

Economics as these learners might be more 

familiar with the subject. In addition, 

Grade 8 male learners were still at the 

beginning of choosing fields of studies and 

they were able to explain why they opted 

for other subjects and not for Home 

Economics. One school manager from each 

school that offer Home Economics as a 

subject was randomly selected to take part 

in the study. The selection was promptly 

done on the availability and willingness to 

be part of the study. Grade 8 Home 

Economics male learners formed part of 

the population.  

 

Sample and sampling procedures 
Johnson and Christensen (2012) define 

sampling as the process in which 

researchers draw a sample from a targeted 

population of the study. Therefore, from 

the population of 1006 Grade 8 learners in 

all the five schools of which 526 were male 

learners, a sample of 50 male learners was 

selected.  To ensure representation of the 

population in the sample, a stratified 

random sampling procedure was used. A 

stratified random sampling involves the 

division of a population into smaller 

groups known as strata of members who 

share the same attributes or characteristics 

(Creswell & Plano-Clark, 2011). The 

stratified random sample was incorporated 

by using class lists of male learners 

enrolled for Accounting, Keyboard and 

Word Processing and Design and 

Technology. This was because, male 

learners not enrolled for Home Economics 

selected the above mentioned pre-

vocational subjects and this was done to 

have an equal representation of male 

learners enrolled in other pre-vocational 

subjects. School managers assisted the 

researcher by randomly selecting 10 male 

learners not enrolled for Home Economics 

from each school.  

Male learners who did not choose 

Home Economics as a subject were 

believed to be knowledgeable regarding 

reasons why they could not take Home 

Economics as a subject. Four male learners 

who had taken Home Economics as a 

subject in Grade 8 and four school 

managers (3 HoDs and 1 principal) also 

formed part of the sample. Male learners 

who had taken Home Economics before as 

a subject were believed to be 

knowledgeable as to why they chose to 

study Home Economics as a subject. In 

addition, school managers play a major 
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role at the beginning of the year when 

Grade 8 learners select fields of study. Two 

schools did not have any male learners 

enrolled for Home Economics as a subject. 

However, all the male learners enrolled for 

Home Economics participated in the study. 

Both schools had more male learners not 

enrolled for Home Economics as a subject 

which resulted in the exact presentation of 

the sample (50 male learners). Moreover, 

three Heads of Departments and one 

principal from the five schools participated 

in this study. At one school no school 

manager was willing to participate in the 

study. With the help of the school 

managers in the targeted schools, class lists 

were used to select 10 male learners using 

stratified random sampling.  In this study, 

male learners were classified into strata 

which represented the pre-vocational 

subjects they had chosen.  

The school managers randomly 

selected grade 8 male learners from each 

class group for all the subjects presented, 

for instance if three male learners were 

from the Accounting class, then two were 

from Design and Technology, depending 

on the pre-vocational subjects offered at 

the school as well as the number of 

learners involved in those subjects. This 

resulted in 10 male learners (who had not 

taken Home Economics) in total from each 

school. Stratified random sampling yielded 

a path for the researcher to get views of 

male learners from different subject 

groups. Therefore, a total number of fifty 

male learners from five schools, four male 

learners enrolled for Home Economics, 

four school managers in the //Kharas 

Educational Region formed the study 

sample.  

 

Research instruments 
The researcher collected data using 

questionnaires and interviews. 

Questionnaires were used to collect 

biographical data like age, pre-vocational 

subjects chosen, language spoken by 

participants and views of male learners on 

Home Economics as a subject. Interviews 

were used as a follow up strategy to clarify 

certain areas that were not clearly stated in 

the questionnaire. Interviews provided the 

researcher with the opportunity to directly 

interact with the Home Economics male 

learners and the school managers. This was 

done to probe reasons why male learners 

do not opt for Home Economics.  

 

Data analysis  
The quantitative data that were generated 

from the closed-ended questions in the 

questionnaires were analysed using 

descriptive statistics (frequency tables and 

figures) to identify general characteristics 

among the participants’ views on factors 

influencing male learners’ choice of Home 

Economics as a subject in the //Kharas 

Educational Region. However, the 

qualitative data from the open-ended 

questions in the questionnaires and the 

interviews were analysed using the content 

analysis technique and was organised into 

categories. This method assisted the 

researcher to identify patterns, ideas and 

themes that emerged from the data 

(Neuman, 2011).  

The researcher then used 

methodological triangulation to triangulate 

the data by dividing the text data into 

meaningful categories that were guided by 

the research questions and the interview 

themes. In this study, data triangulation 

was relevant thus different responses to the 

same questions from the open ended 

questionnaire, focus group interviews and 

standardised interview were compared with 

one another to help check the validity of 

the responses. Finally, data triangulation 

was also employed by the researcher to 

compare multiple sources of data (male 

learners not enrolled in Home Economics, 

school managers and Home Economics 

male learners) to help finalise the themes.  
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Findings  
The data is presented according to the 

following themes in accordance with the 

main research questions: 

 

● Cultural/traditional norms perceived 

by male learners that hinder their 

choice to study Home Economics as a 

school subject in the //Kharas 

Educational Region. 

 

● Parents’, principals’, and teachers’ 

influence on male learners’ decision to 

take Home Economics as an area of 

study in the Junior Secondary phase. 

 

● Strategies to change the perceptions 

and increase the enrolment of male 

learners in Home Economics. 

 

Research question 1: What socio-cultural/traditional norms hinder male learners’ choice 

to study Home Economics as a school subject in the //Kharas Educational Region? 

 

Table 1: Male learners’ agreement on statements pertaining to their perceptions toward 

Home Economics as a subject 

Statement Strongly 

Agree 

Agree Disagree Strongly 

Disagree 

1. Home Economics is a 

subject for girls. 

10 (20.4%) 16 (32.7%) 19 (38.8%) 4 (8.2%) 

2. Home Economics is an easy 

subject to study. 

8 (16.3%) 26 (53.1%) 11 (22.0%) 4 (8.2%) 

3. I see no career in Home 

Economics. 

5 (10.2%) 10 (20.4%) 20 (40.8%) 14 (28.6%) 

4. I love the other elective 

subject more than Home 

Economics. 

23 (46.9%) 19 (38.8%) 6 (12.2%) 1 (2.0%) 

 

For Statement 1 (Home Economics is a 

subject for girls), 53.1% of the respondents 

Strongly Agreed and Agreed with the 

statement. It is also interesting to note that 

69.4% of the male learners were of the 

view that Home Economics is an easy 

subject to study. The respondents gave the 

following reasons to the question: “Do you 

believe you will not have a career if you 

choose Home Economics as a subject?” 

Those who opted for a “yes” said that: 

 

“Because later on, your male friends will 

tease you because you chose a career that 

belongs to girls”;  

“Because most boys will call me a moffie” 

“Because Home Economics only unlocks 

one door which is becoming a chef”;  

“A career as a chef is not easy to find in 

Namibia”; 

From the other statements, especially the 

third one: “I see no career in Home 

Economics”, 69.4% of the male learners 

disagreed. However, 85.7% of male 

learners agreed that they loved the other 

elective subjects more than Home 

Economics. Among the five schools where 

the study took place, only three schools 

had male learners enrolled for Home 

Economics as a subject in Grade 8. All the 

participants were interviewed through a 

focus group discussion. During the 

interviews with the male learners enrolled 

for Home Economics, the interviewees 

gave reasons as to why they chose Home 

Economics. Some male learners indicated 

they were struggling with other elective 

subjects and changed to Home Economics 

as they believed it to be an easy subject for 

them. They wanted to show other male 
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learners that Home Economics is not a 

subject for girls only. These learners also 

indicated that they chose Home Economics 

because they loved the practical part of 

cooking and in general, liked the subject. 

Home Economics enrolled participants also 

indicated that they were encouraged by 

their mothers to take Home Economics. 

This showed that some parents in the 

//Kharas Educational Region were 

involved in the subjects their male learners 

chose to study.  

 

The participants who answered “No” said:  

 

“With Home Economics I can become a 

qualified chef”;  

“Chefs and fashion designers are needed”;  

“There are a lot of careers in Home 

Economics”. 

 

Moreover, all respondents interviewed, 

agreed that they were happy to be studying 

Home Economics and that they loved it. 

Interviewees provided reasons as to why 

they thought Home Economics should be 

taken by both male and female learners. 

They stated that Home Economics is 

actually a subject for all and that it is an 

important subject like any other subject. 

Respondents also stated the importance of 

Home Economics to teach everyone 

whether male or female on how to handle 

the environment, to know which foods are 

good for a balanced diet and learn about 

personal hygiene.  

One principal and three HoDs in the 

five schools were part of the study. They 

were all interviewed through a 

standardised open-ended interview 

protocol and the researcher used pre-

determined questions as a guide. School 

managers were interviewed on what they 

thought were the reasons why male 

learners at their schools were not enrolling 

for Home Economics. Two HoDs indicated 

that it’s a gender, cultural and an academic 

issue.  

They further explained that Home 

Economics was regarded as a subject for 

girls since it is traditionally believed that 

cooking is for women. School Manager B1 

remarked: 

 

“I believe it’s about stereotyping that boys 

in this region believe cooking is for girls, 

and that’s the reason why male learners do 

not choose to study Home Economics.” 

 

One school manager indicated that male 

learners did not choose Home Economics 

as they were afraid to be teased by fellow 

male learners if they chose Home 

Economics as a subject. School Manager 

D1 similarly remarked:  

 

“It’s the mind set of our learners. They 

believe that males should not do women’s 

work like cooking for example.” 

 

However, Home Economics was also 

regarded as an easy subject and so low-

performing learners were placed in Home 

Economics classes. In addition, school 

managers also believed that there were no 

careers in studying Home Economics.  The 

results given by the school managers 

supported the results given in the 

questionnaire for boys not enrolled for 

Home Economics that Home Economics is 

a subject for girls only. One HoD said:  

 

“When it comes to subject choice at my 

school, we look at the interest of the 

learners as well as the symbols. For 

instance, those learners who had passed 

Mathematics with good symbols are placed 

in the Accounting class. There is a myth 

that is not proven that learners performing 

well in Mathematics are believed to 

perform well in Accounting. However, with 

Home Economics we allow learners who 

have done Home Ecology in grade 4-7 to 

proceed with Home Economics in Grade  

8.” 



 

 

 

 

 

Research question 2: How do parents, principals and teachers influence male learners’ 

decisions to take Home Economics as an area of study in the Junior Secondary phase?  

 

Male learners not enrolled for Home 

Economics were asked to indicate the 

extent to which they agreed or disagreed 

with each statement regarding the 

influence of parents and teachers on their 

choice of Home Economics as a subject in 

the Junior Secondary phase. 

 

Table 2: Parents’ and teachers’ influence on male learners taking Home Economics as 

perceived by male learners  

Statement Strongly 

Agree 

Agree Disagree Strongly 

Disagree 

5. My parents discouraged me 

to take Home Economics as a 

subject. 

 

4 (8.5%) 

 

3 (6.4%) 

 

18 (38.3%) 

 

22 (46.8%) 

6. Teachers encourage girls to 

take Home Economics and not 

male learners. 

 

6 (12.8%) 

 

8 (17.0%) 

 

15 (31.9%) 

 

18 (38.3%) 

7. I am not free to express my 

opinions in a Home Economics 

class. 

 

6 (12.8%) 

 

18 (38.3%) 

 

14 (29.8%) 

 

9 (19.1%) 

8. I was already discouraged by 

my primary teachers not to take 

Home Economics as a subject. 

 

4 (8.5%) 

 

6 (12.8%) 

 

17 (36.2%) 

 

20 (42.6%) 

 

The results showed that 85.1% of 

respondents disagreed with Statement 6 

(My parents discouraged me to take Home 

Economics as a subject). However, 70.2% 

of respondents also disagreed that teachers 

encouraged female learners to take Home 

Economics and not male learners. 

Additionally, the majority of respondents 

(78.8%) disagreed that they were already 

discouraged by primary school teachers not 

to take Home Economics as a subject. 

Table 3 shows responses regarding the 

cultural/traditional factors that hinder male 

learners’ enrolment in Home Economics in 

the //Kharas Educational Region. 

 

Table 3: Frequency of male learners’ agreement on statements pertaining to 

cultural/traditional factors that hinder enrolment in Home Economics 

Statement Strongly 

Agree 

Agree Disagree Strongly 

Disagree 

9. In my culture, male learners 

are not allowed to become 

chefs. 

2 (4.1%) 4 (8.3%) 16 (33.3%) 26 (54.2%) 

10. Some cultural beliefs in my 

community are in conflict with 

the opinion that male learners 

can do Home Economics. 

 

11 (23.4%) 

 

8 (17.0%) 

 

14 (29.8%) 

 

14 (29.8%) 

11. In my tradition male 

learners are regarded as capable 

of learning Home Economics as 

girls. 

 

6 (12.8%) 

 

18 (38.3%) 

 

12 (25.5%) 

 

11 (23.4%) 



REFORM FORUM, VOLUME 29, ISSUE 1, APRIL 2021 

 

 
31 

 

 

12. I find it worthless to choose 

Home Economics because my 

future is not there. 

 

14 (29.8%) 

 

16 (34.0%) 

 

11 (23.4%) 

 

6 (12.8%) 

13. In my culture, male learners 

are expected to take subjects 

that are related to domestic 

science e.g. Home Economics. 

 

3 (6.3%) 

 

4 (8.3%) 

 

29 (60.4%)  

 

12 (25.0%) 

14. In my tradition adults 

motivate male learners to do 

Home Economics. 

 

2 (4.1%) 

 

6 (12.5%) 

 

21 (43.8%) 

 

19 (39.6%) 

 

Table 3 shows that the majority of the 

respondents (87.5%) disagreed with the 

statement 5 (In my culture, male learners 

are not allowed to become chefs). In 

addition, 59.6% of male learners also 

disagreed with the view that cultural 

beliefs in the community are in conflict 

with the opinion that male learners can do 

Home Economics. However, 63.8% of 

male learners were of the view that it is 

worthless to choose Home Economics 

because their future is not within this field. 

Table 3 shows that the respondents were 

not influenced neither by culture nor 

traditional norms not to choose Home 

Economics. Table 4 shows the responses of 

the respondents regarding the beliefs male 

learners hold about Home Economics in 

the //Kharas Educational Region. 

 

Table 4: Male learners’ beliefs about Home Economics 

Statement Strongly 

Agree 

Agree Disagree Strongly 

Disagree 

15. I underestimate my ability 

to do Home Economics. 

4 (8.2%) 20 (40.8%) 16 (32.7%) 9 (18.4%) 

16. Male learners in my school 

are willing to do Home 

Economics. 

 

6 (12.2%) 

 

17 (34.7%) 

 

15 (30.6%) 

 

11 (22.4%) 

17. Home Economics is a 

subject for girls only. 

6 (12.2%) 5 (10.2%) 16 (32.7%) 22 (44.9%) 

18. I believe that it is a usual 

practice for girls to do Home 

Economics. 

 

19 (38.8%) 

 

19 (38.8%) 

 

9 (18.4%) 

 

2 (4.1%) 

 

Fifty-three percent (53%) of the male 

learners in this study disagreed with 

statement 16 (Male learners in my school 

are willing to do Home Economics). This 

belief is further confirmed by a large 

number of male respondents (77.6%) who 

agreed that it is a usual practice for girls to 

do Home Economics, even though an 

almost equal number of males (49.0% 

versus 51.1%) agreed that male learners 

and female learners had equal abilities to 

do Home Economics.  This shows that 

male learners strongly agreed that Home 

Economics is a girl’s subject even though 

male learners can perform equally well in 

the subject as the girls.  

School managers were interviewed 

on the current procedures in place at their 

schools regarding the choice of pre-

vocational subjects as well as the advice 

they gave to learners regarding subject 

choice. During the interview with the 

principal and the three HoDs, the school 

managers indicated that pre-vocational 
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subjects were grouped on the application 

forms that are sent to the Primary Schools 

for Grade 8 enrolment at their schools. One 

HoD remarked that such arrangements 

were made to help learners make the right 

choices with the help of their parents. 

Another HoD indicated that parents were 

invited to a meeting before applications 

were released to explain the elective 

subjects to the parents, regarding their 

benefits and what they entailed. However, 

all HoDs conceded that when Grade 8 

learners showed up for the new academic 

year, they were all taken to a venue where 

the subject teachers explained to them the 

structures of the pre-vocational subjects in 

order to encourage learners to make right 

choices. The school managers were 

interviewed on the advice they gave to 

learners when they approached them when 

confused about which subjects to choose. 

The school managers indicated that they 

first talked to such learners about their 

interests and what they wished to become, 

as these were regarded as career-driven 

subjects. The school managers clearly 

indicated that they did not force learners to 

take subjects they did not want to take, but 

usually consulted their parents with regard 

to what subjects they should choose. 

However, one school manager indicated 

that at their school, learners not performing 

well in Accounting or Keyboard and Word 

Processing (KWP) classes were requested 

to change to Home Economics classes. The 

results to some extent showed that learners 

were given a choice to make decisions on 

the subjects they wanted to study. 

 

Research question 3: What could be done to change the perceptions and increase the 

enrolment of male learners in Home Economics?  
 

Four school managers indicated that male 

learners had the chance to become chefs 

too, either in hotels or holiday resorts, for 

instance on ships. The tourism industry in 

the country is growing and therefore, there 

would be better opportunities for them if 

they chose to study Home Economics as a 

subject.  School managers indicated that 

male learners should be encouraged to take 

Home Economics through community 

awareness. Results showed that parents and 

the whole community at large should be 

enlightened on what Home Economics is 

all about and the careers involved in it.  

School managers were asked to state if 

there has been a stigma against male 

learners choosing to study Home 

Economics or those enrolled for the subject 

at their schools, as this might be one of the 

reasons male learners shy away from 

choosing Home Economics as a subject. 

School managers indicated that male 

learners who were enrolled in Home 

Economics were labelled as girlish. One 

school manager emphasized that a male 

learner seen wearing an apron was teased 

by other male learners that he was a lady. 

Male learners were also mocked by other 

learners that there was no future in Home 

Economics. Results indicated that there is 

stigma towards male learners enrolled for 

Home Economics and school managers 

dealt with these cases. This showed that the 

mocking and the teasing from peers could 

be one of the reasons male learners did not 

take the subject.  

 

Strategies to change the perceptions and 

increase the enrolment of male learners 

in Home Economics 
School managers’ interview results 

indicated that pre-vocational subjects were 

grouped on the application forms that were 

sent to primary schools for Grade 8 

enrolment at their schools. This was in 

accordance with the revised curriculum for 

the Junior Secondary phase which states 

that Grade 8 learners should at least have 

two pre-vocational subjects (Ministry of 

Education, 2014). Usually, parents in these 
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schools were invited to a meeting before 

the application process so that pre-

vocational subjects were explained to 

them. This showed that both parents and 

learners were aware of the availability of 

different pre-vocational subjects and what 

they entailed. Parents are more likely to 

influence learners’ decisions than the 

guidance counsellors (Malgwi et al., 2005) 

and this could be the reason why parents 

are well informed about the importance of 

the pre-vocational subjects before they 

make decisions with and for their children. 

It was clear from the findings that learners 

were requested to consult their parents 

when it came to choosing pre-vocational 

subjects. School managers indicated that 

they did not force learners to take subjects 

they did not wish to take. This clearly 

showed that learners’ interests and what 

they wished to become was put into 

consideration since pre-vocational subjects 

were regarded as career-driven subjects. As 

noted by Anyakoha (2007), Home 

Economics is the only course that teaches 

skills that are focused on family well-being 

as well as opportunities in the job market.  

The results from male Home 

Economics learners in this study indicated 

that Home Economics was a subject for 

both males and females. Results further 

indicated that Home Economics was seen 

as a foundation for male learners to also 

learn important topics needed for their 

futures. This view is in line with 

Anyakoha's (2007) belief that education 

and knowledge in Home Economics 

empowers individuals to fulfil their 

fundamental needs and to manage 

everyday life’s scarce resources. The 

results also showed that there was stigma 

towards male learners studying Home 

Economics as a subject. Learners were 

teased and mocked by others that there 

were no careers. School managers however 

enlightened parents and the community on 

the subject’s importance and careers 

involved in it. 

Discussion of the findings  

The results show that the participants 

agreed that Home Economics is perceived 

and regarded as a subject for girls only. 

According to the literature, male learners 

perceive Home Economics as having to do 

with the home, since it deals with different 

food preparations and serving of meals, 

decoration of the home and its 

surrounding, making of clothes and child 

care (Azubuike, 2012). It can therefore, be 

concluded that Home Economics in the 

//Kharas Educational Region is perceived 

as a subject for females. Male learners in 

this study in the //Kharas Educational 

Region also perceived Home Economics as 

a “moffie” subject. Egun (2008) indicated 

that sex-stereotyped occupation of girls 

over boys is a tradition which has 

socialised males into believing that it is a 

ridicule of manliness to venture into an 

occupation that is traditionally female 

reserved. The results indicated that male 

learners preferred the other pre-vocational 

subjects more than Home Economics. This 

preference can be attributed to the fact that 

some schools in the //Kharas Educational 

Region offer a variety of pre-vocational 

subjects and therefore learners choose 

subjects that most learners enrol for in the 

school. Davies et al. (2006) lamented that 

the choices open to a learner depended on 

the average popularity of subjects in the 

school and this varied with the social mix 

of learners. This could be the reason male 

learners did not choose to study Home 

Economics as a subject in the //Kharas 

Educational Region, as there existed a 

number of pre-vocational subjects to 

choose from at their schools and because 

Home Economics was perceived as a 

female subject.  

The study found that male learners in 

the //Kharas Educational Region were not 

influenced by culture or tradition to not 

choose Home Economics as a subject. This 

was shown in Table 3 where male learners 

indicated that they were allowed to become 
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chefs in their culture. Results also showed 

that cultural and traditional beliefs in male 

learners in this study’s communities 

allowed them to take Home Economics as 

a subject. It can therefore be concluded that 

cultural beliefs were not in conflict with 

the idea that male learners can become 

chefs or that they could do Home 

Economics as a subject.  The majority of 

male learners (45.8%) indicated that they 

would rather choose Design and 

Technology instead of the other pre-

vocational subjects offered. Male learners 

believed that they would have better 

careers and that they would be able to work 

for themselves in future if they choose to 

study Design and Technology. Learners 

also stated that Design and Technology is a 

subject for male learners since they were 

strong enough to do the hard work. Results 

indicated that male learners who were 

enrolled in Home Economics were labelled 

as girlish. This showed that there is a 

stigma attached to male learners choosing 

to study Home Economics or those 

enrolled for the subject and this might be 

one of the reasons why male learners shy 

away from choosing Home Economics in 

the //Kharas Educational Region. It can 

therefore, be concluded that tradition and 

culture influenced male learners to choose 

Home Economics as a subject due to lack 

of careers. The male learners' responses in 

the questionnaire indicated that most of the 

learners’ parents cared about which 

subjects they chose to study. This was 

because the parents encouraged their 

children to take subjects that will allow 

them to make more money in order to 

assist the family in future. This was 

supported by Okoh’s (2006) findings that 

parents were often more interested in 

occupations or professions which would 

bring money and prestige to the family.  

Based on the results, it is possible to 

assume that teachers in the //Kharas 

Education Region were not involved in the 

selection of subjects for their learners. It 

appeared that male learners made choices 

of their own regarding which subjects they 

wanted to study.  Furthermore, the results 

indicated that school managers believed 

that learners who performed poorly in the 

previous grade should be placed in the 

Home Economics class as it was believed 

to be an easy subject. This finding supports 

finding by Osuala (1998) who emphasised 

that Home Economics was believed to be 

designed for the less intelligent learners 

since it is easy. This could be one of the 

reasons there seemed to be few or no male 

learners in Home Economics classes in 

//Kharas Educational Region. The latter 

was due to the fact that it was believed that 

boys were more intelligent than girls 

(Nnubia, 2013). The results also 

emphasised that a male learner seen 

wearing an apron was often teased by other 

male learners. Dike (2006) emphasized that 

the wrong perception of Home Economics 

can be dated back to the colonial era where 

men were servants in the houses of the 

masters. This made it difficult for the 

perceptions to change. In addition, male 

learners were being mocked by other 

learners that they had no future in Home 

Economics. It could thus be concluded that 

in the //Kharas Educational Region, parents 

cared which subjects their male learners 

chose to study while teachers were not 

involved in the choice of subjects. Parents 

therefore discouraged male learners from 

taking Home Economics as a subject 

because they cared which subject their 

children took. Poorly-performing learners 

were placed in Home Economics classes as 

it was believed that Home Economics was 

an easy subject. 

 

Conclusion  

Findings of this study revealed that most 

participants perceived Home Economics as 

a subject for girls. Male learners would 

rather choose to study Design and 

Technology as they believed that it was a 

subject meant for males. Although Home 
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Economics had been available for many 

years in some schools, male learners 

viewed the subject differently and lacked 

information regarding what Home 

Economics really entailed. According to 

the data collected, male learners that chose 

to study Home Economics in the schools in 

//Kharas Educational Region were teased 

and mocked by fellow male learners. 

Remarks such as; “being not men enough” 

were often directed to them because they 

were accused of having ventured into a 

school subject that was meant for girls. The 

results further indicated that Home 

Economics was believed to be an easy 

subject and that was one of the reasons 

why low-performing learners were placed 

in Home Economics classes. However, the 

data also showed that male learners were 

not influenced by culture/tradition not to 

take Home Economics as a subject. 

Cultural beliefs in the community were not 

in conflict with the idea that males could 

become chefs. Parents were in most 

instances involved in the selection of their 

children’s subjects as evidenced by the 

questionnaire results. Parents cared about 

what subjects their children chose to study. 

Parents encouraged their children to study 

subjects which would allow them to make 

more money in the future.  

On the other hand, results pointed out 

that teachers treated male learners 

differently during pre-vocational subject 

lessons and this resulted in male learners 

opting not to choose subjects that were 

believed to be female oriented like KWP 

and Home Economics. The findings in this 

study further indicated that pre-vocational 

subjects were grouped on the application 

forms for Grade 8 enrolment at schools, 

which gave both parents and their children 

the opportunity to choose the pre-

vocational subjects they preferred. Parents 

were invited for a meeting before the 

school application process and pre-

vocational subjects were explained to them 

in detail. Added to this, in situations of 

choosing pre-vocational subjects, learners 

were requested to consult their parents 

before they made a final decision.   

 

Recommendations 

In order to address the factors influencing 

boys’ choice of Home Economics as a 

subject in the Junior Secondary phase, the 

researcher recommends the following 

actions: 

 

1. Male learners should be sensitized by 

teachers and parents to give up their 

negative views about studying Home 

Economics, that is, their view of the 

subject as a feminine subject. 

2. There is need for a campaign through 

seminars and mass media about the 

importance of Home Economics and 

the career opportunities that the subject 

could provide to learners and the 

society. This is necessary because 

many people are not aware of the 

importance of the subject in national 

development. 

3. Career days should be organised from 

time to time at both primary and 

secondary school levels to motivate 

and stimulate the learners' interest in 

pre-vocational subjects such as Home 

Economics. 

4. The Government should encourage 

males studying Home Economics 

through incentives for example 

scholarships or bursary awards. 

5. Learners should be taken on 

excursions/field-trips to various 

establishments in the industry where 

Home Economics was being utilised 

such as food processing industries, 

textile mills and sewing institutions. 

This will give them the opportunity to 

see both males and females employed 

in these areas. 

6. A similar study is recommended to 

investigate the selection of pre-

vocational subjects in the Senior 

Primary phase where there exists a 
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choice between Elementary 

Agriculture, Home Ecology and Design 

and Technology. 

7. Further research should be carried out 

on a large scale including other 

educational regions in Namibia to 

investigate the factors that influence 

learners’ choice of pre-vocational 

subjects. 
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Abstract 

The study was fuelled by poor performance in Natural Science and Health Education (NSHE) 

which was allegedly attributed to the poor performance in English. Consequently, the study 

sought to answer the following research questions: How does the performance of Grade 7 

learners in English at School A compare to that of NSHE? What is the relationship between 

the performance of Grade 7 learners in English and NSHE at School A? The findings of the 

study revealed that learners performed better in English than in NSHE. Also, in terms of the 

relationship between learners’ performance in English and NSHE the results showed that 

there was a strong positive correlation with the value of the person’s correlation coefficient of 

0.754661. Learners’ performance in NSHE can be explained by their performance in English 

up to 57%. It was settled that learners performed better in NSHE than English. Additionally 

learners who performed better in English also performed better in NSHE. The study 

recommended that English and NSHE teachers could share ideas on how to integrate 

language skills in their lessons in order to improve learners’ performance and promote cross-

curricular teaching. 

 

Keywords: learners’ performance, English, NSHE, comparison, learners’ scores 

 

Background of the study 
In Namibia, English appears to be a 

challenge (Sibanda, 2016). Some learners 

struggle to pass it up to high school. About 

8,632 learners out of 22,091, who sat for 

the Grade 12 Namibia Senior Secondary 

Certificate (NSSC) Ordinary Level in 

2020, qualify for admission to tertiary 

institutions (Ministry of Education, 2018, 

as cited in Nakale, 2018). If some of these 

learners will eventually become teachers; 

therefore, they may not express themselves 

in English. This will trickle down to their 

learners once they join the teaching 

profession. In this case, some of the 

learners may not understand other subjects 

which are taught in English. The Grade 7 

Natural Science and Health Education 

(NSHE) syllabus is taught in English and 

as a result this may affect these learners’ 

ability to understand the subject. The fact 

that many learners experience problems in 

NSHE could to some extent compromise 

their understanding of NSHE. The 

relationship between the learners’ 

performance in English and NSHE remains 

fold, hence a need to inquire into what kind 

of a relationship exists between the English 

and NSHE scores. 

This study was underpinned by the 

Critical Theory (CT) pioneered by Max 

Horkhemeir at the Institute for Social 

Research in the late 1800s. Critical theory 

pursues to apprehend how human values 

are affected by the hegemonic oppressive 

powers. Critical theory claims that the truth 

very often serves the status quo, i.e. the 

truth is made and unmade by human beings 

(Venter, Higgs, Jeevavanthan, Letseka, & 
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Mays, 2007). For instance the mere fact 

that the learners are forced to learn science 

in some foreign language called English 

implies some oppression since even the 

examples they will get may be out of their 

cultural and social contexts. 

Venter, Higgs, Jeevavanthan, 

Letseka, and Mays (2007) further content 

that critical theory perceives a link between 

power and human thought. This implies 

that the critical theorists hold the argument 

that human societies are structured around 

some power relationships such as the 

language of instruction being imposed on 

the learners as opposed to their vernacular 

appears to suggest that English is superior 

to the mother tongue to be a power 

relation. This henceforth means that power 

dominates all forms of knowledge 

inclusive of moral and normative 

knowledge. The thrust of the critical theory 

is to free and protect humankind from 

hegemonic powers of oppression. Thus the 

fact that lack of comprehension in written 

and spoken English was found somehow 

inhibits learning in NSHE the study 

recommended freedom from this kind of 

oppression.    

Paulo Freire, one of the legendary 

critical theorists contributes to the issue of 

education of the oppressed as cited in 

Freire (1993); by perceiving education as a 

tool for oppression. According to Freire 

(1993), education is a tool of oppression 

due to the mere fact that education is a tool 

in the hands of the powerful to oppress the 

powerless. Thus by recommending the use 

of a medium of communication in which 

the learners comprehend very well appears 

to liberate and empower the learners in 

order to excel in their studies. 

 

Research questions 
The study sought answers to the following 

questions: 

 

1. How does the performance of Grade 7 

learners in English compare to that of 

Natural Science and Health Education 

at School A? 

2. What is the relationship between the 

performance of Grade 7 learners in 

English and Natural Science and 

Health Education at School A? 

 

Literature review 

English as a medium of instruction in 

Namibia 
In most countries in the world where 

education is offered through a foreign 

language as a medium of instruction the 

pass rate is usually low. Also, the number 

of drop-outs is unusually high because the 

switch to the foreign language occurs too 

early in the child's education (Cluver, 

2010). Namibia is not spared in this case 

because it uses English which is a foreign 

language as a medium of instruction. 

Therefore, this could be the contributing 

factor to learners’ poor performance in 

English. 

Educators in Sub-Saharan African 

classrooms are alerted to the poor school 

achievement resulting from teaching and 

learning through a European language 

(Clegg & Afitska, 2011). Namibia being 

part of Sub-Saharan Africa is experiencing 

the same problem of poor academic 

performance which could be due to the 

language barrier and if this language 

barrier is not attended to immediately, 

might cause harm to children’s future as 

well as to the country’s economy. 

According to Uys, Walt, Berg, and Botha 

(2007), Namibia follows one of the 

strictest English medium of instruction 

policies in Africa since it is compulsory 

after Grade 3, this came about from 

independence. The selection of English in 

Namibia was propelled by the fact that less 

than 5 per cent of the population speak 

English as a mother tongue (Cluver, 2010). 

Therefore, no ethnic group can feel that 

their language is superior to others among 

the indigenous ethnic groups thus the 

English language was introduced as a 
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medium of instruction together with the 

new beginning of the Namibian nation. As 

in other African independent states, the 

choice of official language fell on English. 

The Ministry of Education Language 

Policy for Schools in Namibia (2003) 

states that education should promote the 

language and cultural identity of learners 

through the use of mother tongue as a 

medium of instructions in grades 1-3 and 

the teaching of mother tongue throughout 

the formal education with Grade 4 as the 

transitional year. 

In line with the above, the revised 

National Curriculum for Basic Education 

as articulated by Ministry of Education 

(2010) is also in line with the language 

policy of Namibia that English should be 

the language of instruction from the fourth 

grade of primary school. English is a 

compulsory school subject that must be 

passed at all levels of education in 

Namibia. Therefore, it can be assumed that 

learners have to decode English into their 

mother tongue and then reinterpret their 

thoughts into English and as a result create 

a considerable potential for 

misinterpretation to occur. 

 

Challenges of using English as a medium 

of instruction 
Stephen, Welman, and Jordaan (2004) note 

that while academic staff may consider 

English as a major cause of academic 

difficulties; learners often feel that they 

experience few problems with English 

language. This indicates that many learners 

have low awareness of their specific 

problems in this regard. Factors inhibiting 

English language proficiency or 

performance noted by Stephen et al. (2004) 

include rural environment, that is, in some 

rural areas, English is almost a foreign 

language. Where English proficiency exists 

as a literal rather than an inferential level 

and where meaning interaction with 

English is rare. 

In terms of school teacher English 

proficiency, some teachers are young, 

frequently inexperienced, and often under 

qualified. Although they are taught 

pedagogy, once in the classroom, they 

revert to the inefficient rote learning 

systems in which they were taught. This 

approach results in high levels of learner 

passivity. In this manner teachers 

discourage learners to ask questions. Many 

rural teachers themselves have low levels 

of English proficiency, although they are 

required to teach in English, they teach in 

the vernacular and hand out summaries and 

notes in English which the learners are 

required to (rote) learn. Therefore, it is 

reasonable to argue that unless teachers’ 

English language proficiency improves, 

this situation is unlikely to improve as 

learners have little to learn from their 

teachers. 

Problems regarding speaking, 

reading and writing in English also exist. 

That is, poor English language spoken and 

reading skills may impact adversely on 

English writing skills. It is possible to be 

fairly fluent in spoken English but be 

inadequate in writing. The ability to read 

rapidly and understand content could be 

critical for academic success. Speaking, 

reading and writing are interrelated; 

therefore, weakness in either one reduces 

comprehension levels (Stephen et al., 

2004). This may also compromise the 

performance of these learners to some 

extent. 

 

Performance of learners in Natural 

Science and Health Education (NSHE) 
Academic success is not purely the 

application of intellectual capacity as many 

factors directly or indirectly affect 

academic success (Stephen et al., 2004). 

SHE achievement maybe influenced to a 

greater extent by background influences. 

This may occur because teachers and 

learners rely more on the instructional 

language when they are being taught or 
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assessed in NSHE as a school subject. If a 

learner has difficulty understanding the 

language of instruction, the potential for 

academic success is at best circumscribed 

(Stephen et al., 2004). If a learner does not 

understand English as a subject and it is the 

medium of instruction, this learner is likely 

to perform low in NSHE as well as in other 

subjects that are taught in English. 

Prinsloo, Rogers, and Harvey (2018) 

indicate that while learners may be able to 

speak English, they still do not operate at 

maximum capacity because of the 

language barrier. Therefore, in addressing 

these barriers there is a need to identify 

possible contributing issues. 

Uys et al. (2007) suggest that teachers need 

to be made aware of how to recognise and 

optimise language-teaching opportunities 

in the content classroom. The NSHE 

teachers may think that it is the 

responsibility of language teachers to teach 

language skills, but it is the responsibility 

of all teachers to include language skills in 

their lessons. 

 

Performance of learners in English 

versus Natural Science and Health 

Education 

Poor English proficiency frequently 

compromises the academic achievement of 

learners (Manyike & Lemmer, 2015). 

Therefore, for learners to perform well in 

NSHE they need to be able to speak, read 

and write English proficiently. English 

second language learners who wish to use 

English as an academic language need to 

know about 5000 individual word forms in 

order to comprehend 95% of an academic 

text (Wilsenach, 2015). This means if a 

learner only knows a few words he or she 

may perform poorly in a subject. 

Additionally, Namibian learners especially 

those in rural areas appear to know fewer 

words in English consequently negatively 

affecting their academic performance since 

they cannot communicate effectively in 

English which is the medium of instruction 

(Stephen et al., 2004). Prinsloo et al. 

(2018) found that more than half the 

overall effect on Science scores was 

attributed to language, even beyond 

learners’ attendance of well-resourced 

schools and/or being from privileged 

homes. This indicates that even if learners 

are in a well-resourced school and English 

performance is poor, they are likely to 

perform poorly in all school subjects. 

Adika and Quartey (2016) in their 

research established a strong positive 

correlation between English proficiency 

levels and academic performance. 

Therefore, it can be argued that high levels 

of English language proficiency may be a 

critical factor in achieving academic 

success. In the Namibian context it is still 

unknown as to whether the learners’ 

performance in English relates to their 

performance in NSHE. Having given the 

foregoing background, this study 

anticipates unfolding whether or not a 

relationship exists between the learners’ 

grades in English and NSHE. 

 

Methodology 

A quantitative research approach was used 

in this study. Maree (2007) defines 

quantitative research as a process that is 

systematic and objective in its ways of 

using numerical data from only a selected 

subgroup of a universe (or population) to 

generalizing the findings to the universe 

that is being studied. Quantitative research 

is associated with numerical induction in 

that it “relies upon measurement, utilizes 

statistics and will mean the same thing in 

different social, cultural and linguistic 

settings” (Bless & Higson Smith, 2000, 

p.38). The Correlational Statistics and the 

five-point summary used were quantitative; 

hence this is a quantitative study. 

Moreover, this study was correlational in 

nature since it compared and established 

the relationship between the performance 

of learners in English and NSHE. A 

correlational study determines whether or 
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not two variables are correlated (Siddharth, 

2011). This means to study whether an 

increase or decrease in one variable 

corresponds to an increase or decrease in 

the other variable. This was done to gather 

data that would yield answers to research 

question two.  

The population was all 73 Grade 7 

learners of School A in Oluno Circuit. The 

sample comprised 40 learners from the two 

Grade 7 learners at School A. The learners 

were selected using the Simple Random 

Sampling procedure. Frerichs (2008) 

defines Simple Random Sample as a set of 

n objects in a population of N objects 

where all possible samples are equally 

likely to happen. This was done to ensure 

that all learners had a chance of being 

picked from the population and therefore 

the results can be generalized to the 

population. The study used document 

analysis to draw data; that is, mark sheets 

were studied to establish the ground for 

both the comparison and relationship. 

 

Findings 

Grade 7 learners’ performance in English 

and NSHE 
In an effort to answer question one (“How 

does the performance of Grade 7 learners 

in English at School A compare to that of 

Natural Science and Health Education?”), 

Figure 1 and Figure 2 were drawn. Figure 

3 gives comparison of learners’ 

performance in English and NSHE. 

 

 
Figure 1: Comparison of learners’ scores in English and NSHE, n=40 

 

Figure 1 shows that 5% (2) of the learners 

did not achieve a passing mark of 40% in 

English; while in NSHE it was 15% (6) of 

the learners who did not achieve a passing 

mark of 40%. This indicates that more 

learners have failed in NSHE than in 

English. Considering the pass rate, about 

95% (38) of the learners had passed 

English; while 85% (36) of the learners 

had passed NSHE. This indicates that more 

learners passed English than NSHE. It 

therefore appeared that according to the 

pass rate that the pass rate was better in 

English than NSHE. Also, about 70% (28 

learners) of the learners scored more marks 

in English than in NSHE; while only 30% 
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(12 learners) of the learners scored more 

marks in NSHE than in English. Most of 

the learners scored between 60% and 75% 

in English; whereas in NSHE most of the 

learners scored between 43% and 73%.  

Mostly, learners performed significantly 

better in English compared to NSHE. In 

addition to the foregoing data, the five-

point summary diagrams were drawn for 

both English and NSHE data sets. Figure 2 

shows a comparison of the five-point 

summaries for English and NSHE. 

 

 
Figure 2: Five-point summaries of English and NSHE, n=40 

 

The possible scores for English and NSHE 

were 0-100%, where a score of 40% was 

considered to be a pass mark. The 

minimum score for English was 4% with 

the maximum of 90% whereas for NSHE 

the minimum was 7% and maximum of 

83%. In terms of minimum scores, 

learners’ performance in English appeared 

to be lower than in NSHE; while in terms 

of maximum score, learners’ performance 

in English appeared to be higher than their 

performance in NSHE. The lower quartile 

(Q1) for English was 60% while the 

corresponding lower quartile (Q1) for 

NSHE was 43%. This indicates that 25% 

of the learners scored 60% or less and 43 

% or less in English and NSHE, 

respectively. The comparison of the lower 

quartiles appeared to draw closer to the 

idea that learners performed better in 

English than in NSHE. The inter-quartile 

(Q2) for English was 68%; while the 

second-quartile (Q2) for NSHE was 63%. 

This means that half (50%) of these 

learners have scored 68% or less and the 

other half of these learners have scored 

68% or more in English. In the same way, 

second-quartile of 63% reveals that half of 

these learners have scored 63% or less and 

the other half of these learners have scored 

63% or more in NSHE. This further 

suggests that the performance of learners in 

English was better compared to their 

performance in NSHE.  

The upper quartile (Q3) for English 

was 75%, which means three quarters of 

the learners have scored 75% or less. The 

NSHE, on the other hand, had an upper 

quartile of 73%, which means that 75% of 

these learners have scored 73% or less. In 

terms of the upper quartile, learners’ 

performance in English seems to be higher 
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than their performance in NSHE. From 

Figure 2, it appears that the scores are 

more concentrated to the right-hand side of 

the five point summary, indicating that the 

distribution of the scores is negatively 

skewed. The negatively skewed 

distribution indicates that learners have 

performed well in both English and NSHE.  

The overall results of the learners in 

the two subjects show that learners had 

performed better in English than in NSHE. 

As stated by Stephen et al. (2004), 

academic success is not purely the 

application of the intelligence of the 

learners but other underlying factors. 

Therefore, to give response to the first 

research question, the results revealed that 

learners’ performance in English was 

better compared to their performance in 

NSHE.  

 

The relationship between learners’ 

performance in English and NSHE 
In an attempt to answer the research 

question two (“What is the relationship 

between the performance of Grade 7 

learners in English and Natural Science 

and Health Education at School A?”), this 

section presents the data regarding the 

relationship between the performances of 

learners in English versus NSHE. Figure 3 

was drawn in order to establish the nature 

of the relationship between learners’ 

performance in English and NSHE. 

 

 
Figure 3: Relationship between learners’ performance in English and NSHE 

 

From Figure 3, the points seem to be a 

positive correlation between the learners’ 

performance in English and NSHE; this 

implies that from this positive correlation it 

can be deduced that learners with better 

English marks stand a better chance of 

passing NSHE. The foregoing findings are 

supported by Adika and Quartey (2016) 

who also noted a strong positive 

correlation between English proficiency 

levels and academic performance in 

science. On the basis of the finding of this 

study it is plausible to argue that it is very 

important for learners to improve their 

language skills in order to perform well in 

NSHE. Furthermore, the correlation 

coefficient was calculated to measure the 

strength of the positive correlation 

established between learners’ performance 

in English and NSHE as observed in 

Figure 3. As such, the Pearson’s 

correlation coefficient was found to be 
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0.754661. This value of correlation 

coefficient suggests a strong positive 

correlation (relationship) between learners’ 

performance in English and NSHE. That is, 

there is a greater chance for the learners 

whose English marks are higher also to 

have higher marks in NSHE.  

Moreover, there is also a strong 

chance for the learners with poor scores in 

English to perform poorly in NSHE. 

Therefore, it appears on the basis of the 

data presented that learners’ performance 

in English impacts their performance in 

NSHE to a great extent. If a learner has 

difficulty understanding the language of 

instruction, the potential for academic 

success is at best limited (Stephen et al., 

2004). In addition, to measure the extent of 

the impact of the learners’ performance in 

English has on their performance in NSHE, 

the Coefficient of Determination (CoD) 

was calculated. The coefficient of 

determination was found to be 57%. It is 

therefore reasonable to argue that if all 

other variables that have an impact on the 

performance of learners in NSHE are kept 

constant, the performance of learners in 

NSHE can be attributed to their 

performance in English up to 57%, and the 

other 43% is due to other variables other 

than English. This implies that for these 

learners there is a 57% percent chance for 

the learners to score the same good results. 

Additionally, for the learners performing 

poorly in English it is still plausible to 

argue that there is a 57% chance for them 

to also fail English. This is supported by 

Prinsloo et.al. (2018) who found that more 

than half of the overall effect on science 

scores was attributed to language, even 

beyond learners’ attendance of well-

resourced schools and/or being from 

privileged homes. 

Therefore, to yield response to the 

research question 2, it appears that the data 

points towards the idea that there is a 

strong positive correlation between the 

learners’ performance in English and 

NSHE. 

 

Conclusion 
It is concluded that these Grade 7 learners 

at School A performed better in English 

than in NSHE. A strong positive 

correlation was also found between 

learners’ performance in English and 

NSHE. It was also found out that English 

influences the performance of learners in 

NSHE by 57% if all the parameters are 

kept constant. 

 

Recommendations 
Based on the results obtained in this study, 

the following recommendations are made: 

 

1. The school could put more emphasis on 

the learning of English language in 

order to improve learners’ performance 

in English, NSHE and other subjects 

that are taught in English. 

2. All English teachers should include 

science skills when teaching content 

subjects (cross-curricular teaching). 

3. All teachers could engage in 

professional development which 

addresses second language pedagogy 

across the curriculum. 

4. Curriculum developers could develop 

curriculum that allows for cross-

curricular teaching and collaboration. 

5. English and NSHE teachers could 

share ideas on how to integrate 

language skills in their lessons in order 

to improve learners’ performance and 

promote cross curricular teaching. 
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Abstract 

This study aimed to investigate whether secondary schools in the Oshana education region 

had all the necessary resources for conducting practical lessons in Biology. This study was 

situated in both the qualitative and quantitative research paradigms. The population in this 

study consisted of all 13 secondary schools in the Oshana Education Region which offer 

Biology as a subject at Grade 11 and 12 levels. Eight Secondary Schools were randomly 

selected to take part in this study. A sample comprising 23 Biology teachers was then chosen 

purposively from the 8 secondary schools. A questionnaire and an observation schedule were 

used to collect the data for this study. Descriptive statistics were used to analyse quantitative 

data and included frequency tables, graphs and pie charts. Qualitative data were categorised 

into themes that emerged from the data.  

This study found that most secondary Schools in Oshana Education Region did not have 

a laboratory specifically for conducting Biology practicals and that most of the laboratories 

used did not have enough apparatus and equipment. The study also found that some of the 

laboratories had expired chemicals and thus could not be used for practicals as indicated by 

28.6% of the teachers. Furthermore, the study found that there was only enough equipment 

for teachers to do practical work and that the equipment was not enough for all the learners 

to use during the practical lessons. The findings also showed that both teachers and learners 

did not have Biology practical manuals to guide the conduct of practicals. It is apparent from 

these findings that the lack of laboratories, equipment, apparatus and chemicals made it 

difficult for Biology teachers to conduct practicals. This might be the reason why learners 

performed poorly on Paper 3 which is an alternative to practical work paper.  

The study recommends that the Ministry of Education should budget money for building 

Biology laboratories at all secondary schools. The Ministry should also budget money for 

buying the apparatus and the equipment that will be used by both teachers and learners 

during practical lessons. The study further recommends that Biology teachers should be 

encouraged to borrow materials necessary for conducting practical work from private 

schools in cases where their schools did not have the necessary resources for conducting 

practicals in Biology. 

 

Keywords: practical work, laboratories, Biology, resources, constructivism 

 

Introduction and background 

At independence in 1990 Namibia 

inherited an Apartheid Education System 

which did not meet the aspirations of the 

newly independent nation nor the 

objectives of the Ministry of Education and 

Culture (Angula, 2010) to make Namibia a 

truly politically and economically 

independent nation. The new Curriculum 

Statement of 1991 stressed student-centred 

activities at all levels of education, not the 

transmission of a host of disjointed 

scientific facts to be committed to memory 
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(Angula, 2010). The curriculum reform of 

1991 was enacted in order to educate and 

equip students with necessary knowledge, 

skills and attitudes that would enable them 

to meet the social demands in their 

respective communities (Kandjeo-

Marenga, 2008). The reformed curriculum 

brought some major changes to the 

Namibian education system and these 

included: (i) a student-centred approach to 

teaching and learning science rather than 

the transmission approach; and (ii) the 

writing of practical examinations (Paper 3) 

at the end of the senior secondary level 

which constituted 19% of the total score of 

the final examination (NIED, 2010). 

Before the science curriculum was 

reformed, practical work was not assessed 

or examined.  

In Namibian Secondary schools, 

Grade 12 Biology has three examination 

papers which are written by learners at the 

end of the year. Paper 1 is multiple choice, 

Paper 2 is structured questions and Paper 3 

is the Alternative to Practical Work. 

Namibia has included a practical work 

component in the teaching and learning of 

science. Learners in Grades 11 and 12 in 

Namibia are expected to do practical work 

in all the two Science subjects (Biology 

and Physical Science) (Sneyder, 2015). In 

Grade 12, learners are assessed on practical 

skills in Paper 3 which is an Alternative to 

practical work. The inclusion of practical 

work is clearly stipulated in the Namibian 

Biology syllabus (Ministry of Education, 

2009a).   

According to Sneyder (2015), the 

assessment objectives of Biology in 

Namibia are summarised in the syllabi 

(Ministry of Education, 2009a, p. 26) 

under the following three domains: 

 

Domain A : Cognitive domain 

(knowledge with understanding). 

Domain B : Handling information and 

solving problems, and 

Domain C : Practical skills and 

investigations. 

 

The cognitive domain (A) focuses on 

subject matter content while domain (B) 

stresses the importance of handling 

information and solving problems and 

domain (C) focuses on the importance of 

practical work for the development of 

skills and investigations. For this study, 

Domain B and C were very important. It is 

through practical work that students might 

be involved in different activities that 

might enhance their abilities to handle 

information and solve problems and/or 

develop experimental skills and learn how 

to plan investigations.    

 

Statement of the problem  

According to the Ministry of Education 

(2010, 2011), the Examiners’ Reports on 

Biology Paper 3 shows that the learners 

have continued performing poorly in Paper 

3 countrywide in comparison to Paper 1 

and 2. The Examiners’ Reports further 

point out that it is clear from candidates’ 

answers that only a few schools follow a 

practical approach to the teaching of 

Biology. Lubben (2012) notes that eight 

years after Namibia’s independence, 

practical work in Science education, in 

most Namibian schools, is still a pipeline 

dream as few teachers are capable of 

teaching Science by practical work and 

many Science teachers still need assistance 

on how to involve students in meaningful 

practical activities. It is against this 

background that a qualitative and 

quantitative study was carried out in order 

to investigate whether secondary schools 

in the Oshana education region had all the 

necessary resources for conducting 

practical lessons in Biology. This study 

sought to answer the following research 

question: do secondary schools in Oshana 

education region have all the necessary 

resources for conducting practical lessons 

in Biology? 
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Theoretical framework and literature 

review 

This study is based on the theory of 

constructivism. Constructivists view 

learning as an active process whereby 

learners learn to discover principles, 

concepts and facts for themselves. The 

instructor and the learners are equally 

involved in learning from each other 

(Woolfolk, 2013). 

Crawford (2014) indicated that social 

constructivists, such as Vygotsky, 

emphasize the importance of the learner 

being actively involved in the learning 

process so that he/she can construct his/her 

own understanding. It is believed that 

learners with different skills and 

backgrounds need to collaborate on tasks, 

such as when they are doing practical work 

together in order to arrive at a shared 

understanding of the truth in a specific 

field. The teacher according to the 

constructivist theory is not seen as a person 

who is responsible for constructing 

knowledge for the learners but rather is 

denoted by the many responsibilities given 

to him\her during instruction in mediating 

meaning at the inter-mental plane in the 

classrooms. Thus, the teacher’s role 

becomes that of a guide provocateur, 

creator of opportunity and co-developer of 

understanding with learners (Woolfolk, 

2013). The instructional practices of the 

Biology teachers should therefore assist 

learners to acquire the process skills 

(Ritchie & Rigano, 2016). 

Ever since experimental Science was 

advocated in the sixteenth century 

(Klainin, 1995), it has been well accepted 

that practical or empirical work is the 

major task of scientists. Thus, in order to 

educate our future leaders in science, there 

is a widespread belief that students should 

learn science by doing what scientists do 

(Klainin, 2014). Learning of Science 

therefore is seen by most Science educators 

as likely to be more effective if the child is 

involved in practical activities and takes an 

active part in the learning process. 

Practical work has been a prominent 

feature of school Science teaching from the 

late nineteenth century when Science was 

established as part of the curriculum of 

schooling in a number of countries 

(Klainin, 2014). Practical work is used to 

refer to laboratory activities that include 

lectures, group experiments, and teacher 

demonstrations where learners are involved 

in handling and observing real objects and 

materials (Millar, Le Marechals, & 

Tibergnien, 2011). Teachers should 

therefore provide opportunities for learners 

to handle materials, observe events, handle 

observation results and be able to draw 

conclusions.  

In this paper, Practical work is 

referred to by the researcher as an activity 

that promotes active learner participation 

in learning. This definition does not only 

mean hands-on activity involving 

equipment, but also encompasses a range 

of other ways of working, including 

teacher demonstration, group discussion of 

problems and their solutions, interaction 

between students, and between students 

and teachers. It also involves individual 

activity such as measurement, observation 

and investigation. Learners in Grade 11 

and 12 are expected to do practical work in 

Physical Science and Biology. In Grade 12, 

learners are assessed on practical skills in 

Paper 3 which is an alternative to course 

work in Biology.  

The inclusion of practical work is 

clearly stipulated in the Biology syllabus 

(Ministry of Education, 2010). The value 

of practical work has long been recognized 

at the secondary school level. Many 

teachers acknowledge the value of learning 

by doing rather than just being shown or 

told (Driver & Braund, 2014, p. 222). If 

students are allowed to do practical work 

in Biology, this might help them 

understand the content better, because 

students learn better by doing. They will 

remember better something that they have 
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done with their own hands. This was also 

emphasized by Hodson (2015) who said 

that practical work is an essential 

component of science and vocational 

subjects teaching. It is therefore advisable 

that students should be prepared with 

mastery of the skills required for practical 

work so that they will be ready for 

assessment.  

Newman (undated, p .2) write: “We 

observed classes who studied chemistry 

and found that with few exceptions pupils 

enjoyed what they are doing in the 

laboratory even if difficulties arose in the 

procedures or even if students became 

aware that they didn’t understand what was 

happening, it didn’t seem to matter”. On 

the other hand, Woolnough and Allsop 

(2016, p. 201) note that, “Many science 

teachers recognized the importance of 

practical work. They believed that pupils 

should have first-hand practical experience 

in laboratories in order to acquire skills in 

handling apparatus, to measure and to 

illustrate concepts and principles”.  

Having first-hand information will 

allow students to apply the skills acquired 

during practical work when they become 

scientists in future. Ramorogo (2000) 

explored teachers’ perceptions of practical 

work in Biology in Botswana secondary 

schools. He found that in large classes, the 

shortage of laboratories and the lack of 

laboratory assistants were serious 

impediments to teachers in involving 

students in meaningful practical activities. 

 

Methodology 

This research was situated in both the 

qualitative and quantitative research 

paradigms. Qualitative inquiry aids the 

researchers to find out the views of 

individuals experiencing a particular 

phenomenon from their point of view. One 

of the strengths of the qualitative inquiry is 

the active engagement (interaction) of the 

researcher with the subjects of the study 

(Henning & Van Kensburg, 2016). Some 

of the data in this study were gathered by 

means of observations, these according to 

Strauss and Corbin (2017) are a technique 

normally associated with qualitative 

methods which involves close contact 

between the researcher and the research 

participants. The quantitative inquiry on 

the other hand relies on the collection of 

numerical data. It relies on collecting data 

based on precise measurement using 

structured and validated data collection 

instruments (Johnson & Christensen, 

2008). In this study the frequency for 

practical facilities in schools were 

quantified to find out the extent these 

hindered the use of practical work in 

Biology in secondary schools in Oshana 

education region. 

The researcher combined the two 

research designs in this study in order to 

understand the social phenomenon from 

the participants’ perspectives, by being a 

participant observer during practical 

lessons. The researcher also tried to 

understand the problem from a quantitative 

view point, by finding out the presence of 

the practical work resources such as 

apparatus and laboratories available at the 

selected secondary schools. The population 

in this study consisted of all 13 secondary 

schools in the Oshana Education Region 

which offer Biology as a subject at Grade 

11 and 12 levels. Eight Secondary Schools 

were randomly selected to take part in this 

study. A sample comprising 23 Biology 

teachers was then chosen purposively from 

the 8 secondary schools. 

Two research instruments were used 

to collect data for this study. These were a 

questionnaire and an observation schedule. 

Descriptive statistics were used to analyse 

quantitative data and included frequency 

tables, graphs and pie charts while 

qualitative data were categorised into 

themes that emerged from the data. 
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Results and discussion of the results 

This section is divided into 2 sub-headings. 

First, resources for conducting practical 

lessons and second the availability of 

resources for conducting practical lessons 

in Biology.  

1. Resources for conducting practical lessons 

in Biology 

Teachers were asked whether their schools 

had a laboratory dedicated for conducting 

practical work in Biology. Their responses 

are presented in Table 1. 

 

Table 1: Availability of a dedicated laboratory for carrying out practical work in Biology 

(N=23) 

Availability of a laboratory for Biology practicals Frequency Percentage 

Yes  7     30.4 

No 16      69.6 

Total  23     100 

 

From Table 1, 69.6% of the teachers 

responded that their schools did not have a 

laboratory specifically for conducting 

Biology practicals. From the responses in 

Table 1, it is clear that most secondary 

Schools in Oshana Education Region did 

not have a laboratory specifically for 

conducting Biology practicals. Lack of a 

dedicated laboratory, might be used as an 

excuse for not carrying out practicals in 

Biology by teachers who might not find it 

comfortable to carry out practicals in 

ordinary classrooms or in the open. All 

secondary schools offering Biology should 

therefore have a laboratory, because 

Biology is an experimental subject as 

stated in the Namibian Senior Secondary 

Certificate for Ordinary Level Biology 

syllabus (Ministry of Education, 2006) that 

scientific subjects are by their nature 

experimental. The teaching of Biology 

cannot be done theoretically only; there 

should be a practical component. Teachers 

were also asked to state the place where 

they usually conducted practical lessons in 

Biology if they did not have a dedicated 

Biology laboratory. Their responses are 

presented in Table 2. 

 

Table 2: Places where practical work was conducted in Secondary schools (N=7) 

Place Frequency 

Classes 2 

Common laboratory 3 

Rossing Foundation laboratory 2 

Total  7 

 

In Table 2, three of the seven teachers who 

responded that there was no laboratory for 

conducting Biology practicals at their 

schools indicated that they conducted 

practicals in a common laboratory where 

all science subjects had their practicals; 

two teachers responded that they used the 

normal classes; while the remaining two 

said they used the Rossing Foundation 

laboratory, which was about ten kilometres 

from the school. The use of the Rossing 

Foundation laboratory required teachers 

and their learners to leave the school 

premises because Rossing Foundation was 

not in the vicinity of the school. However, 

going to the Rossing Foundation premises 

every week was not possible according to 

these teachers because there was lack of 

transport and the distance that they had to 

travel to the Rossing premises was too 
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long. Teachers were also asked to state 

how well stocked their laboratories were. 

Table 3 shows their responses. 

 

Table 3: How well stocked were the Biology laboratories (N=21) 

How stocked is your Biology Laboratory? Frequency Percentage  

It does not have enough equipment and apparatus. 13    61.9 

No laboratory at school. 2    9.5 

It has expired chemicals.  6   28.6 

Total  21    100 

 

It can be seen from Table 3 that most of the 

laboratories used by the Biology teachers 

did not have enough apparatus and 

equipment as indicated by 61.9% of the 

respondents. Some of the laboratories had 

expired chemicals and thus could not be 

used for practicals as indicated by 28.6% 

of the teachers. It was also apparent from 

these results that the lack of laboratories, 

equipment, apparatus and chemicals made 

it difficult for Biology teachers to conduct 

practicals. Teachers were further asked to 

state whether their schools had sufficient 

materials for conducting practicals in 

Biology. All the 23 Biology teachers 

indicated that their schools did not have 

sufficient materials for conducting 

practicals in Biology. According to 

Mortimer and Scott (2018, p. 916), 

“increasing costs of equipments and 

consumables for laboratories have put 

science laboratories in universities and 

schools in a pathetic condition”. The high 

cost of scientific equipment and 

infrastructure facilities required for science 

laboratories have resulted in several 

educational institutions being hesitant to 

put basic science subjects on their priority 

list (Mortimer & Scott, 2018). This might 

also be the case in most of the Namibian 

schools from the teachers’ responses. 

Insufficiency of materials for 

conducting practicals prevented teachers 

from allowing all their learners from doing 

the practicals themselves. In other words, 

teachers might be forced to do 

demonstrations only, instead of allowing 

their learners to do practicals on their own. 

Furthermore, this might also prevent 

teachers from carrying out all the practicals 

that are stipulated in the syllabus which in 

turn might disadvantage the learners on 

Paper 3, the Alternative to Practical Work 

examination paper. To the question of 

whether the equipment was for teachers 

use only or enough to be used by the 

learners as well, 10(43%) of the teachers 

indicated that the equipment was both for 

teachers and learners while the remaining 

13(57%) teachers responded that there was 

only enough equipment for teachers to do 

practical work. If the schools do not have 

equipment for conducting practical work, 

for both teachers and the learners, teachers 

might be forced to do demonstrations only 

and might not allow learners to handle the 

equipment. If teachers do demonstrations 

only, this will prevent learners from being 

actively involved during the practical 

lessons and as such will not benefit from 

the teacher’s demonstration (Crawford, 

2010).  

On the question of whether there was 

enough equipment for all learners to carry 

out practical work in Biology, all 23 

teachers responded in the negative. All 

learners were supposed to be active 

participants during the practical lesson and 

were supposed to be handling the apparatus 

themselves, lack of adequate number of 

equipment might prevent some learners 

from actively participating during the 

practical lessons. 
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The Namibian Senior Secondary 

Certificate for Ordinary Level Biology 

Syllabus (Ministry of Education, 2011, p. 

27), states that, “Learners should get 

practical (experimental and investigative) 

skills and abilities that will allow them to 

be able to follow a sequence of 

instructions; use appropriate techniques; 

handle apparatus/materials competently 

and have due regard for safety”. Learners 

can only learn how to handle the apparatus 

or the materials if there are materials to be 

handled at their schools. If the apparatus is 

not enough, teachers might be forced to do 

demonstrations and learners will be forced 

to observe only. As such they might not be 

able to learn how to handle the apparatus 

when doing practicals. There is also a need 

for a different approach to timetabling in 

Secondary Schools so that not all teachers 

and learners are in the laboratory at the 

same time. Such a situation makes it 

impossible to carry out effective practical 

work. 

The results in this section show that 

most secondary schools in the Oshana 

Education Region did not have well 

stocked laboratories. Furthermore, the 

laboratories did not have enough resources 

for conducting practicals. These findings 

are similar to those by Maboyi and 

Dekkers (2017) who found that almost all 

the Natural Science and Health Education 

teachers in their study in South Africa 

preferred teacher demonstrations because 

of lack of laboratories, materials and 

laboratory equipment. 

 

2. Availability of teacher resources for 

conducting practicals in Biology 

When asked whether learners had a 

practical manual, all 23 Biology teachers 

responded “no”. From the teachers’ 

responses, it was clear that learners did not 

use a practical manual when conducting 

practicals in Biology. The practical manual 

was supposed to be compiled by the 

teachers themselves for the learners to use 

as a guide during practical lessons. 

Teachers were then asked to state what 

they used as a practical guide when 

carrying out practicals in Biology. Their 

responses are presented in Table 4. 

 

Table 4: What teachers use as a practical guide for conducting practical work in Biology 

(N=23) 

Guide for conducting practicals Frequency Percentage 

Teacher prepared handouts for a specific experiment        9    39.13 

Procedures are written on the chalkboard        5     21.74 

The teacher explains and demonstrates to the  

learners how to do the experiment 

       2      8.7 

Used the textbook       7     30.43 

Total       23     100 

 

From Table 4, 39.13% of the teachers 

responded that they prepared handouts for 

the specific experiments as a guide during 

the practicals, while 30.43% of the teachers 

said that they used a textbook as a guide 

when conducting practical work. About 

22% of the teachers on the other hand 

responded that they wrote procedures on 

the chalkboard for their learners to copy 

and follow them. The remaining 8.7% said 

that they just explained verbally and 

demonstrated to their learners in order to 

show them how to do the experiments. If 

learners are not given a practical manual, 

they might not consider practicals to be 

important in the learning of Science. 

Preparing practical manuals might save 

teachers a lot of time and effort, instead of 
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preparing a separate handout for each 

practical lesson. It might take time for the 

teacher to write the procedures on the 

chalkboard, hence waste the time that they 

are supposed to use in order to do the 

practicals with their learners. For those that 

were using the textbook as a guide for the 

practical lesson, textbooks might not have 

clear instructions, and some of the 

prescribed practicals in the syllabus might 

not be in those textbooks. The other 

problem with using the textbooks might be 

that the textbooks might not be enough for 

all learners, as most secondary schools do 

not usually have enough textbooks for all 

the learners to use as a guide during the 

practical lesson.   

On the question of what effect, class 

size had on doing practicals, seven (30.4%) 

of the teachers said that their classes were 

too large to out practicals. The common 

response was usually. “Since the classes 

had too many learners, a teacher was not 

able to control all of them and one could 

not allow all of them to use the apparatus”. 

Ten (43.5%) of the teachers said that, 

“materials were in a short supply and 

therefore was not enough for every learner, 

forcing the teacher to demonstrate only”. 

Three (13.1%) of the teachers on the other 

hand said that, “teachers were not able to 

reach to all the learners which made some 

learners not to participate”. The remaining 

three (13.1%) of the teachers said that, 

“some learners were not able to observe 

when the teacher was demonstrating 

because they were sitting far”. If classes 

are overcrowded, this might prevent 

teachers from carrying out practicals with 

their learners. 

Teachers might be forced to 

demonstrate only instead of allowing all 

learners to use the apparatus during the 

practical lesson. If classes are 

overcrowded, materials for conducting 

practicals might not be enough and this 

might have a negative effect on the 

performance of learners in Paper 3. 

Learners were supposed to be assessed at 

the end of the practical lessons in order to 

determine whether they had understood the 

practicals. The Biology teachers were 

asked how they assessed their learners at 

the end of the practical lesson. Their 

responses are shown in Table 5. 

 

Table 5: How learners are assessed at the end of the practical lesson (N=23) 

Type of assessment Frequency Percentage 

Handed in post laboratory answers and these are marked     10   43.47
 

Gives them a quiz based on the practical done     4   17.39
 

No assessment done on practicals     6   26.09
 

Marked their laboratory reports and post laboratory 

Answers 

    3   13.04
 

Total      23     99.99* 

*Does not equal to 100 due to rounding off 

 

Table 5 shows that 10 (43.47%) of the 

teachers allowed their learners to hand in 

post laboratory answers for assessment at 

the end of the practical, while six (26.09%) 

of the teachers responded that they did not 

do any assessment of their learners when it 

came to practicals. Four (17.39%) of the 

teachers said that they just gave quizzes to 

their learners which were based on the 

practicals done at the end of the practical, 

while the remaining three (13.04%) 

indicated that they allowed their learners to 

hand in a laboratory report and post 

laboratory answers and then marked those 

at the end of the practicals. These learners 

are required to write Paper 3 at the end of 
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the year. The question is, how do teachers 

prepare their learners to answer questions 

in Paper 3 if they do not assess them 

during or at the end of the practical 

lessons? Assessing practical work ensures 

that it remains an important part of the 

science curriculum, and it also ensures that 

practical work remained at the heart of the 

science curriculum (Millar, Le Marechals, 

& Tiberghien, 2011). 

Learners should be assessed during 

the practical lessons. This is the only way 

that teachers could find out whether their 

learners have understood what was being 

done during the practical lessons. 

Assessing learners during the practical 

lesson will also make learners put in more 

effort in doing the practicals because they 

know that they are going to hand in 

something for marking. Practical 

assessment gives learners an opportunity to 

show case acquired knowledge and skills   

during practical work (Millar et al., 2011). 

If learners know that they are not going to 

hand in anything for marking at the end of 

the practical lesson, they might not put in 

any effort in doing the practical work, 

which will in turn prevent them from 

participating fully in the practical lesson.  

 

Conclusion  

This study found that most secondary 

schools in Oshana education region did not 

have a laboratory specifically for 

conducting Biology practicals and that 

most of the laboratories used by the 

Biology teachers did not have enough 

apparatus and equipment as indicated by 

61.9% of the respondents. Some of the 

laboratories had expired chemicals and 

thus could not be used for practicals as 

indicated by 28.6% of the teachers. It is 

apparent from these results that the lack of 

laboratories, equipment, apparatus and 

chemicals made it difficult for Biology 

teachers to conduct practicals. This might 

be one of the reasons why learners 

performed poorly on Paper 3.  

The study further found that most 

secondary schools in Oshana education 

region did not have sufficient materials for 

conducting practicals in Biology. This 

might prevent teachers from carrying out 

all the practicals that were stipulated in the 

syllabus which in turn might disadvantage 

learners on the Alternative to Practical 

Work examination paper. Further, the 

study found that there was only enough 

equipment for teachers to do practical work 

and that the equipment was not enough for 

all the learners to use during the practical 

lessons. It can also be concluded from the 

findings of this study that both teachers 

and learners did not have Biology practical 

manuals to guide the conduct of practicals. 

Without a practical guide for both the 

teachers and the learners, learners might 

not take practicals seriously and this might 

affect their performance on Paper 3. 

Furthermore, the study found that learners 

were not assessed at the end of the 

practical lessons, to determine whether 

they had understood the practical and to 

familiarise the learners with the question 

format in Paper 3. This might have adverse 

impact on learners’ performance on Paper 

3. In conclusion not all schools in the 

Oshana education region had laboratories 

for conducting practical work in Biology.  

 

Recommendations 
In light of the findings of this study, the 

following recommendations are made: 

 

1. Ministry of Education  

There is need for the Ministry of Education 

to budget money for building Biology 

laboratories at secondary schools. The 

Ministry of Education should also budget 

money for buying the apparatus and the 

equipment that will be used by both 

teachers and learners during practical 

lessons.  
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2. Biology teachers 

The Biology teachers should borrow 

materials from neighbouring schools for 

conducting practicals in Biology if they 

lack these at their schools. Biology 

teachers should inform the Biology 

advisory teachers where their schools do 

not have the necessary resources for 

conducting the practicals in Biology. In 

this way the Advisory Teachers might 

organise the needed resources for 

conducting practicals. 
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Abstract 

In Namibia, Omusati Region is one of the poorly performing regions in Physical Science 

Grade 12 national examinations. Despite the poor performance, there are few schools in this 

region which have been ranked among the top six performing schools in the country. These 

schools are located in the same geographic region with other schools with a poor 

performance record. Therefore, this study investigated practices that could help improve the 

academic performance of learners in the Physical Science subject. The sought answered to 

the following research questions: (1) What are the schools’ administrative and classroom 

practices that assist learners to academically achieve higher in Physical Science 

Examinations in higher performing schools? (2) What are the schools’ administrative and 

classroom practices that may contribute to low performance in underperforming schools? (3) 

How do administrative and classroom practices in high performing schools compare with 

those for low performing schools? (4) What mitigation strategies need to be put in place to 

help low performing schools improve their grade 12 physical science results?  

The study employed a QUAL-quan research approach of a concurrent nested design by 

using a case study for an in-depth investigation. An extreme case sampling strategy was used 

to draw a sample of two schools from a population of seventeen secondary schools in the 

region. Six Physical Science teachers from both schools (three from each school) took part in 

the study and were observed over five different occasions. The four domains: (1) planning and 

preparation, (2) the classroom observation, (3) instruction, and (4) professional 

responsibilities were used in data collection. Interviews were used to collect data for domain 

four while domain one, two and three data were collected using a classroom observation.  

Field notes assisted the researcher to come up with mitigation strategies to be employed by 

School B. Results from this study showed that the classroom environment (Domain 2) was an 

important factor that helped learners improve their performance in Physical Science, with 

less efforts from the teachers towards other practices found in three domains including 

planning and preparations, instructions and professional responsibilities.  

Mitigating strategies were suggested to strengthen the classroom environment for 

School B. These included creating an environment of respect and rapport, establish a culture 

for learning, manage classroom procedures, managing learner behaviour and organising the 

physical space. To improve on this domain, teachers were recommended to empower learners 

through career fairs, peer tutoring, group discussions while the education officers were 

inadequate to execute the Continuous Professional Development initiatives that focus on 

improving classroom environment. 

 

Keywords: practices, improve performance, schools’ administrative, underperformance, 

strategies
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Introduction 

Physical Science (Physics and Chemistry) 

form an integral part of the secondary 

school curriculum; they aim at increasing 

the learners’ knowledge and understanding 

of the physical world of which they are 

part of, so that they can satisfy human 

needs and how the environment can be 

used in the sustainable way (National 

Institute for Educational Development 

(NIED), (2010)). Therefore, our personal 

lives are real world contexts for learning 

Physical science and understanding the 

impact of Physical science on our lives. 

Everyone can become engaged in science 

by way of linking daily personal 

experiences to Physical Science (NIED, 

2010). It can thus be deduced that Physical 

Science is an important subject at 

secondary school level, but teachers are 

often faced with difficulties to understand 

and teach concepts related to this subject 

(Chavan, 2013). If these concepts which 

are difficult to understand for the teachers 

are taught to the learners, it will be 

transferred towards learners incorrectly and 

it will create many alternative conceptions. 

In order to teach today’s Physical Science 

concepts, teachers need to understand the 

subject matter deeply and flexibly in order 

to help learners create useful cognitive 

maps, relate one idea to another, and 

address alternative conceptions (Chavan, 

2013). Chavan further adds that teachers 

need to see how ideas connect across fields 

and to everyday life, how to present them 

to the learners for them to understand them 

effectively and improve their 

performance.  This means, teachers are 

expected to demonstrate the knowledge of 

relevant content and a range of pedagogical 

approaches. 

Teachers’ roles and activities are 

seen as the major determinant of learners’ 

performance in Physical Science in schools 

(Stephen, 2013). The positive and negative 

behaviours exhibited by teachers determine 

to a great extent their effectiveness in the 

classroom, ultimately, the impact they have 

on learners’ achievement (Stronge, 2007). 

Learners are able to engage in 

sophisticated scientific practices and learn 

complex science concepts when provided 

with strategic scaffolding, where they are 

fully supported using different activities 

(Davis, 2013). On average, learners’ 

performance on examinations and concept 

inventories is increased in active learning 

classroom (Freeman, Eddy, McDonough, 

Smith, Okoroafor, Jordt, & Wenderoth, 

2013). Different schools have different 

classroom practices that contribute to 

different performance in Physical Science 

(Mji & Makgato, 2006).  

Generally, Physical Science is one of 

the subjects in secondary schools in the 

Southern African Development 

Community (SADC) countries which 

learners do not perform well (Kibirige & 

Hodi, 2013). In SADC, there are, however, 

some schools where learners perform well 

in Physical Science mainly because of the 

different teaching standards (Mji & 

Makgato, 2006). This means, teachers 

should use different practises while 

presenting sophisticated scientific practices 

and complex science concepts to improve 

academic performance in Physical Science. 

In Namibia, for example, learners in the 

Omusati Region performed below average 

in 2017 with an average performance of 

43.57% (A*-D symbols) in Physical 

Science (ORAS, 2018). Yet, a particular 

school (referred to herein as School A) 

came in top six best performing schools in 

Physical Science with 100% (A*-D 

symbols) in Namibia (Directorate of 

National Examination and Assessment 

(DNEA), 2018). Another school, referred 

to as School B, only attained 8.21% (A*-D 

symbols), which was ranked amongst the 

last ten schools out of 176 secondary 

schools in Namibia (DNEA, 2018). It is 

not known why some schools (e.g., School 

A) performed well in Physical science 

while others (e.g., School B) did poorly. 
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This study investigated why some schools 

perform well while others do not, in order 

to identify practices that will help Grade 11 

and 12 learners to improve their 

performance in Physical Science.  

 

Theoretical framework and literature 

review 

Theoretical framework   

Investigating the best teachers’ roles and 

classroom practices that contribute to 

higher performance is central to this study. 

Therefore, the conceptual framework of 

Danielson Theory of Best Practices for 

Teaching and Learning, which is grounded 

in a constructivist view, was adopted 

(Danielson, 2007). This theory of Best 

Practices of Danielson is a comprehensive 

and coherent framework that identifies 

aspects of a teacher’s responsibilities that 

promote successful learning. Danielson’s 

theory informs this study by using a 

validated instrument where teachers who 

receive higher ratings on their evaluation 

produce greater gains in learner test scores. 

Danielson (2007) divided the complex 

activity of teaching into four main domains 

of teaching responsibilities: planning and 

preparation, the classroom environment, 

instruction and professional responsibilities 

as shown in Table 1. 

  

Table 1: Four Domains and their components (adopted from Danielson, 2007) 

Domain Components 

Planning and preparation - Demonstrating knowledge of content and pedagogy 

- Demonstrating knowledge of learners 

- Selecting learning objectives 

- Demonstrating knowledge of resources 

- Designing coherent instruction 

- Designing learner assessment 

The classroom environment - Creating an environment of respect and rapport 

- Establishing a culture for learning 

- Managing classroom procedures 

- Managing learners’ behaviour 

- Organizing physical space 

Instruction - Communicating with learners 

- Using questioning and discussion 

- Engaging learners in learning 

- Using assessment in instruction 

- Demonstrating flexibility and responsiveness 

Professional responsibilities - Reflection on teaching and learning 

- Maintaining accurate records 

- Communicating with families 

-  Participating in a professional community 

- Growing and developing professionally 

- Showing professionalism 

 

Literature review 

Miller and Cunningham (2011) argue that 

class composition (different learners’ 

abilities), number of learners (class size) 

and classroom management are some of 

the best practices which improve the 

performance of the grade 12 learners in 

schools. Class composition includes the 

classroom grouping methods such as 

ability grouping of learners. Smaller 

classes are associated with learners who 

are less stressed and are more frequently 
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on task with fewer reported behaviour 

problems than learners in large classes 

(Miller & Cunningham, 2011). This means, 

performance of learners in Physical 

Science could be affected by how the 

teachers compose their classes as per the 

learners’ abilities, the number of learners 

in the class at a specific time and how 

effective the teachers manage their 

classrooms. Motivated and encouraged 

learners can inquire into complex science 

concepts, problems, and issues effectively 

with less effort from the teachers who are 

seen as powerful determinants of the 

classroom climate (Hassard & Dias, 2013). 

Teachers with motivated learners act as 

facilitators while learners direct their own 

learning. Teachers should have the interest 

in teaching and ability to teach science and 

hence to motivate and encourage learners. 

This is supported by Sahin and White 

(2015) who alluded to the fact that 

promising high-quality education in 

science for all learners depends on the 

teacher’s interest in the subject and that 

promote and support understanding of 

scientific concepts. Teachers with the 

interest of teaching Physical Science 

promote confidence and love of the subject 

in the learners. 

Furthermore, learners learn with 

understanding when the learning takes 

place in meaningful and familiar situations. 

As learners explore their familiar 

environments, they encounter experiences 

through which they actively construct 

knowledge and discover new relationships 

(Charlesworth, 2015). This means, learners 

master the taught content better when prior 

knowledge is addressed so that they could 

relate known to the unknown. Furthermore, 

Aguilar (2010) advocates for a classroom 

environment that can ignite learning and 

cultivate caring. Danielson (2007) 

contends that classroom composition, class 

size, physical environment and classroom 

management fall under the classroom 

environment domain. The reviewed 

literature does not explain why schools in 

the same or with similar classroom 

environment settings perform 

differently. Oladejo, Ojebisi, Olosunde, 

and Isola (2011) noted that teachers’ usage 

of instructional materials complemented 

the theory of best teachers’ practices. 

Academic performance in Physical Science 

is directly influenced by instructional 

resources; availability of textbooks and/or 

past papers as learners are well exposed to 

the content, type of examination questions 

and answering skills (Oladejo, Ojebisi, 

Olosunde, & Isola, 2011). This suggests 

that teachers develop their science by using 

carefully planned, fine-tuned lessons that 

reflect an understanding of many different 

teaching techniques. Teachers apply each 

technique skilfully to gain the desired 

intellectual, social, affective or kinaesthetic 

result (Orlich, Harder, Callahan, Trevisan, 

& Brown, 2012). This means, the teacher’s 

knowledge of resources for classroom use 

and for extending the teacher’s 

professional skill has to be extensive so 

that learning could be effective and 

contribute to the improvement of the 

learners’ academic performance. 

When the content that is being taught 

does not relate to the inherent goals of the 

learners, it will be forgotten (Schank, 

2015). Thus, the teacher should be an 

informed and critical observer of science, 

concerned with developing scientific 

literacy that will assist learners to 

effectively grasp scientific knowledge and 

skills (Callaban, Cannon, Chesick, Mackin, 

Mandel, & Wenning, 2009). This is also 

indicated in the demonstrating knowledge 

component of the planning and preparation 

domain of Danielson (2007). This means, 

the effective teacher coordinates in-depth 

knowledge of content, learners and 

resources to design lessons that can 

improve learners’ performance. It is a good 

practice for a teacher who is in complete 

charge of the class as discipline is 

concerned and paying attention to what 



REFORM FORUM, VOLUME 29, ISSUE 1, APRIL 2021 

 

 
62 

 

 

learners do, what they say and how they 

say it. In this classroom, teachers may have 

the gift of instruction, and can inspire 

through their own knowledge and expertise 

by facilitating learning, questioning, 

sharing ideas, helping learners to formulate 

their ideas and develop their skills 

(Gunstone, 2012). The teacher encourages 

learners to participate and makes 

suggestions about how learners may 

proceed in an activity (Stronge, 2007). 

Engaging learners in learning and using 

questions and discussion techniques are 

part of Danielson’s instructional domain as 

discussed in this study.  

Archer, Childs, Covaciu, and De 

Young (2012) found that effective 

technology implementation in the 

classrooms has the potential for 

performance improvement. Archer et al. 

(2012) perceived technology as audio-

visual materials that teachers take to 

classrooms in order to improve on the 

teaching-learning situations and by so 

doing bring about permanent and 

meaningful experience to their learners. 

For the learners to attain scientific 

knowledge and skills effectively, teachers 

are encouraged to advance teaching and 

learning agenda by using instruction that 

fully utilise the potential of mass media 

(Klosterman, Sadler, & Brown, 2012). 

Furthermore, using media in teaching 

Physical Science makes it more interesting 

for the learners and increases their ability 

to use science outside school (Ekborg, 

Ottander, Silfver, & Simon, 2013). Every 

educator should know that education and 

technology are inseparable. Thus, it’s a 

rational response to interrogate every new 

technology for its potential to serve 

educational aims. Technology can shape 

what is learned by changing how it is 

learned (Laurillard, 2013). Therefore, 

teachers must demonstrate knowledge of 

‘resources and media’ as stipulated by 

Danielson (2007) in both the planning and 

preparation domain, and instructional 

domain.   

Finally, Poor performance in a 

science classroom may also be attributed to 

poor monitoring of academic progress of 

learners by teachers and inadequate 

communication from teachers to parents on 

learners' learning. Teachers should execute 

the tasks for which they are responsible 

(Lassibille, 2013).  Monitoring of 

academic progress is part of professional 

responsibilities’ domain (Danielson, 2007), 

where teachers are required to reflect on 

teaching, maintain accurate records, 

communicate with the families, participate 

in a professional community, grow and 

develop professionally, and show 

professionalism. 

 

Methodology 

The study employed a mixed method 

research approach of QUAL-quan with a 

concurrent nested design. A mixed method 

was appropriate because it combined the 

strengths of, and to compensate for, the 

limitations of quantitative and qualitative 

methods (Pluye & Hong, 2014). The 

concurrent nested design was used on the 

basis of dominance of the study as a 

quantitative strand was embedded within a 

predominantly qualitative study (Castro, 

Kellison, Boyd, & Kopak, 2010). The 

quantitative method was used to get the 

teachers’ mean score during the 

observation and tabulate the mean scores to 

summarise the data per teacher. The same 

method was used to gather systematic 

information about school practices and 

how these schools operate or experience 

their environments (Gay, Mills, & 

Airasian, 2011). A case study was 

appropriate for this research because it 

makes an in-depth investigation of a group 

of individuals whose behaviours cannot be 

manipulated (Gay et al., 2011).  This case 

study used mixed method to integrate 

techniques for collecting and analysing 
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qualitative and quantitative data 

concurrently. 

The target population included 17 

senior secondary schools that offer 

Physical Science at higher, ordinary or 

both levels in the Omusati Region. The 

sample was selected using an extreme case 

sampling strategy. Extreme case sampling 

is a type of purposive sampling that is used 

to focus or identify information-rich cases 

related to the phenomenon of interest 

which are either special or unusual by 

highlighting notable outcomes, failures or 

successes (Palinkas, Horwitz, Green, 

Wisdom, Duan, & Hoagwood, 2015). 

Extreme case sampling is suitable because 

the investigation focused at the best and 

the worst performance cases (Gay et al., 

2011). Extreme case sampling was used to 

select participating schools, both schools. 

School A and School B by taking the top 

ranked school and bottom ranked school 

respectively. All Grade 11-12 Physical 

Science teachers of 2017 at School A and 

School B who taught at the same grade 

level in 2016 by default became part of the 

sample. There was a total of six teachers 

because each school provided three 

teachers teaching Physical Science at 

Grade 11-12 level.  

The research instruments used were 

interviews, and classroom observations. 

Field notes were taken also. Individual in-

depth face to face structured interviews 

with six teachers were used to collect 

qualitative data. The classroom 

observations used were overt non-

participant observations. In non-participant 

observation, the observer simply observes 

the activities, but does not take part in 

them. Classroom observations looked at 

everything happening in the classroom 

during teaching and learning. Observations 

were recorded in the Classroom 

Observation Instrument (COI) which was 

based on the three first domains of 

Danielson (2007). This study used field 

notes to record the practices which were 

not covered by the COI and the interviews 

but were necessary to be recorded because 

they enhanced and aided the understanding 

of the practices used. 

 

Results and discussions 

Demographic information for teachers 

A group of six teachers from the two 

schools (School A and School B) in the 

Omusati Region were participants of the 

study. Tables 2 show the teachers’ 

demographic information based on the 

number of years of teaching experience.

 

Table 2: Demographic information for teachers of School A 

Teacher’s code Years of teaching experience 

SA1 11 

SA2 3 

SA3 7 

SB1 9 

SB2 8 

SB3 11 

 

The table above shows that two of the three 

Physical Science teachers at School A have 

been teaching the subject for more than 

five years. It is also shown in Table 2 that 

all three Physical science teachers at 

School B have been teaching the subject 

for more than five years. The years of 

experience were not part of the research 

questions but it was only outlined to 

describe the study group in detail.  
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Class sizes 

The class size at School A was 42 learners 

in one class while School B has class size 

of 40 learners. The results showed that 

School A and B had large class sizes as 

affirmed by the Namibian Teacher-Learner 

ratio of about 25 learners per teacher in 

secondary schools (Mundi, 2007). 

However, according to Miller and 

Cunningham (2011), smaller classes are 

associated with learners who are less 

stressed and are more frequently on task 

with fewer reported behaviour problems 

which at the end boost their academic 

performance than learners in large classes. 

Hence, the class size can affect the 

academic performance in Physical Science. 

But, the class sizes from school A and 

School B had a similar trend, which is 

regarded as large in the Namibian context. 

Therefore, the difference in academic 

performance between School A and School 

B might not be influenced by the size of 

learners in the class. 

 

(a) Classroom observation outcomes: 

Domain 1 

The total scores of all components in the 

domain were added together and the sum 

was divided by the total number of 

components to get the overall score of the 

domain. Furthermore, the total score of all 

Domain 1 for the five lessons was added 

together and the sum was divided by the 

number of lessons to get the overall 

attribute for teacher SA1 as shown in Table 

3. The overall mean score for teacher SA1 

in Domain 1 was rated at 2 which meant 

teacher SA1 was rated as basic in planning 

and preparation. The same procedures were 

followed to get the overall attributes of all 

other teachers (SA2, SA3, SB1, SB2 and 

SB3) (Table 3). 

 

Table 3: Domain 1 mean scores for teachers from School A and School B 

Lesson 

Number 

Teacher’s Domain Score 

SA1 

Domain 

Score 

SA2 

Domain 

Score 

SA3 

Domain 

Score 

SB1 

Domain 

Score 

SB2 Domain 

Score 

SB3 

Domain 

Score 

L1 2 1 2 1 2 2 

L2 2 2 2 2 2 2 

L3 2 2 2 2 1 2 

L4 2 2 2 2 2 2 

L5 2 2 3 1 1 3 

Overall 

Domain Score 
2 2 2 2 2 2 

 

Comparing teachers of School A and 

Teachers of School B, it was clear that they 

were all rated at 2 in Domain 1, which 

meant they were all not proficient when it 

came to planning and preparation. 

According to Orlich et al. (2012) teachers 

developed their science by using carefully 

planned, fine-tuned lessons that reflect an 

understanding of many different teaching 

techniques. Teachers apply each technique 

skilfully to gain the desired intellectual, 

social, affective, or kinaesthetic result. 

Orlich et al. are supported by Callaban et 

al. (2009) who alluded to the fact that 

teachers’ preparation was very vital in 

teaching and learning as quality teaching 

depends on what was done by the teacher 

before stepping into the classroom.  

Therefore, through planning and 

preparation, teachers will be encouraged to 

take part in scientific literacy development. 

Since science does not happen only inside 
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the classroom, teachers were expected to 

plan in rendering they were charged with 

producing informed consumers of science 

who would be able to make decisions 

whenever science intersects with public 

policy (Callaban, Chapo, & Handricks, 

2009).  

Even though Callaban et al. (2009) 

have indicated the importance of planning 

and preparation in teaching and learning 

Physical Science, the study revealed that 

School A performed the same as School B, 

which fell short of proficiency. Despite the 

same performance in Domain 1, School A 

still out performed School B in Physical 

Science, this was revealed by the national 

performance rankings (Miller & 

Cunningham, 2011). This shows that there 

were other best practises, which were not 

determined yet and were not part of 

Domain 1, that assisted learners from 

School A to perform better than learners 

from School B in Physical Science. 

 

(b)  Planning and preparation: Domain 2 

As the case in Domain 1, in Domain 2, 

Teacher SB2 was used to show how the 

teachers were rated and how the overall 

mean score of the domain was established 

from the mean scores of the components. 

The total scores of all components in 

Domain 2 were then added together and 

the sum was divided by the total number of 

components to get the overall attribute of 

the domain. Furthermore, the total score of 

all Domain 2 for the five lessons was 

added together and the sum was divided by 

the number of lessons to get the overall 

score for teacher SB2 as shown in Table 4. 

The overall attribute for teacher SB2 in 

Domain 2 was rated at 1 which means 

teacher SB2 was rated as unsatisfactory 

when it came to classroom environment. 

The same procedures were followed to get 

the overall attributes of all other teachers 

(SA1, SA2, SA3, SB1 and SB3) (Table 4). 

 

Table 4: Domain 2 mean scores for teachers from School A and School B 

Lesson 

Code 

Teacher’s Domain Score 

SA1 

Domain 

Score 

SA2 

Domain 

Score 

SA3 

Domain 

Score 

SB1 

Domain 

Score 

SB2 Domain 

Score 

SB3 

Domain 

Score 

L1 4 3 3 2 1 2 

L2 4 4 4 2 1 2 

L3 4 4 4 1 1 2 

L4 4 4 4 2 1 2 

L5 4 4 4 2 2 2 

Overall 

Domain Score 
4 4 4 2 1 2 

 

Table 4 showed that teachers at School A 

properly organized their classrooms that 

allowed all learners to learn effectively. 

They maximized instructional time and 

fostered respectful interactions among and 

between teachers and learners with 

sensitivity to learners’ cultures and level of 

development. Learners themselves made a 

substantive contribution to the effective 

functioning of the class through self-

management of their own learning and of 

others. Process and tools for learners’ 

independent learning were visible to 

learners from School A. The findings of 

this study on the classroom environment 

concurs with Danielson (2007) and are also 

supported by Kstashuk (2007) who 

indicated that best structuring of the 

physical environment is when the teacher 

considers the best desk arrangement, best 
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classroom decoration and adding videos to 

the classroom when necessary. The 

primary role of a teacher is to establish a 

learning environment where all learners are 

able to learn and are motivated to learn, an 

environment that is both challenging and 

supportive (Callaban et al., 2009).  

Motivated and encouraged learners 

can inquire into complex science concepts, 

problems, and issues effectively with fewer 

efforts from the teachers who are seen as a 

powerful determinant of the classroom 

climate (Hassard & Dias, 2013). Results on 

Domain 2 concur with Sahin and White 

(2015) who alluded to the idea that 

promising high-quality education in 

science for all learners depends on the 

classroom’s environment that promotes 

and supports understanding of scientific 

concepts. Additionally, learners learn with 

understanding when the learning takes 

place in meaningful and familiar situations. 

As learners explore their familiar 

environments, they encounter experiences 

through which they actively construct 

knowledge and discover new relationships 

(Charlesworth, 2015). Finally, Aguilar 

(2010) advocated for a classroom 

environment that could ignite learning and 

cultivate caring and this could be achieved 

through the practices that were 

incorporated in the classroom environment 

at School A. Therefore, strengthening 

Domain 2 (classroom environment) could 

assist learners to perform well 

academically in Physical Science.  

 

(c) Instruction: Domain 3 

The scores in Table 5 as previously 

explained were added together and divided 

by the number of components to get the 

overall score for the domain. 

  

Table 5: Domain 3 mean scores for teachers from School A and School B 

Lesson 

Code 

Teacher’s Domain Score 

SA1 

Domain 

Score 

SA2 

Domain 

Score 

SA3 

Domain 

Score 

SB1 

Domain 

Score 

SB2 Domain 

Score 

SB3 

Domain 

Score 

L1 2 2 2 2 1 2 

L2 2 2 2 2 2 3 

L3 2 2 2 2 1 2 

L4 2 2 2 2 2 2 

L5 3 3 3 2 1 2 

Overall 

Domain Score 
2 2 2 2 1 2 

 

Table 5 shows the teachers’ scores in 

Domain 3. The components in Domain 3 

are what constitute the core of teaching, 

which is the engagement of learners in 

learning content. Most of the teachers from 

School A and School B had an overall 

mean score of 2. This meant that, most of 

the teachers from both schools did not 

communicate clearly and accurately, used 

questioning and discussion techniques, 

engaged learners in learning, provided 

feedback to learners, and demonstrated 

flexibility and responsiveness proficiently 

(Danielson, 2007). Teacher SB2’s level of 

performance was unsatisfactory in 

instruction domain. The poor performance 

in Domain 2 and 3 made Teacher SB2 to 

be rated as an unsatisfactory teacher as 

much of the components were not up to 

standard. Although most of the teachers 

from both schools were all rated at 2 

(basic) except one teacher from School B 

who was rated unsatisfactory; they all did 

not perform well in instruction domain. 
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Because rates 1 and 2 were close to each 

other, it made not much difference from 

other results. According to Gunstone 

(2012), it is a good practice for a teacher 

who is in complete charge of the class and 

paying attention to what learners do, what 

they say and how they say it. Gunstone 

further emphasised that teachers may have 

the gift of instruction, and can inspire 

through their own knowledge and expertise 

by facilitating learning, questioning, 

sharing ideas, helping learners to formulate 

their ideas and develop their skills.  

Gunstone’s views are supported by 

Stronge (2007), who stated that the 

Physical Science teacher encourages 

learners to participate and makes 

suggestions about how learners may 

proceed in a classroom activity. As 

indicated by Gunstone (2012) and Stronge 

(2007), teachers who perform well in 

instruction help learners to perform 

academically well in Physical Science. 

However, teachers from School A, which 

performed outstandingly well than teachers 

from School B in Physical Science national 

examinations, were rated alike. The study 

has revealed that teachers from both 

schools put equal efforts as far as teaching 

and learning instruction were concerned.  

 

Interview outcomes 

The components and elements of 

professional responsibilities (Domain 4) 

were spread into questions of the 

interview. Teachers’ responses were 

compared to the critical attributes from a 

rubric as designed by Danielson (2007) so 

that their responses could be rated.   

 

(d) Professional responsibilities: Domain 

4 

An interview was conducted to collect data 

for Domain 4. These were the components 

were essential in the smooth functioning of 

the classroom that learners and parents 

rarely see (Danielson, 2007). Five 

components of Domain 4 were part of the 

interview. Each teacher was interviewed 

once during their free time. The rubric was 

used to determine the level of performance 

in each component. 1 is Unsatisfactory, 2 

is Basic, 3 is Proficient and 4 is 

Distinguished.

 

Table 6: Interview results for Teacher SA1 

Component 4 Element 
Mean 

score 

A 
Accuracy 

Use in the 

future 

teaching 

   

1 2   2 

B 

Learner 

progress in 

learning 

    

1    1 

C 

Engagement 

of families in 

the 

instructional 

program 

    

2    2 
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D 

Relationship 

with 

colleagues 

Involvement 

in a culture 

of 

professional 

inquiry 

Service to the 

school 

Participation 

in school and 

district project 

 

3 1 1 2 2 

E 

Enhancement 

of content 

knowledge 

and 

pedagogical 

skill 

Receptive to 

feedback 

from 

colleagues 

Service to the 

profession 
  

1 2 3  2 

F 

Integrity and 

ethical 

conduct 

Service to 

learners 

Decision-

making 

Compliance 

with school 

and district 

regulation 

 

2 1 3 1 2 

Total Mean 

Score 
 2 

 

Table 6 shows the interview results for 

Teacher SA1 in Domain 4 (Professional 

Responsibilities). Six components 

(Components a-f) and some of their 

elements were covered in the interview 

questions. The components covered were: 

reflection on teaching and learning, 

maintaining accurate records, 

communicating with families, participating 

in a professional community, growing and 

developing professionally, and showing 

professionalism as shown in Table 1. The 

mean score for the components was used to 

determine the overall mean score for 

Teacher SA1 in Domain 4. The teacher’s 

level of performance was rated as 2 (basic). 

 

Table 7: Interview results for Teacher SA2 

Component 4 Element 
Mean 

score 

A 
Accuracy 

Use in the 

future 

teaching 

   

2 3   3 

B 

Learner 

progress in 

learning 

    

1    1 
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C 

Engagement 

of families in 

the 

instructional 

program 

    

2    2 

D 

Relationship 

with 

colleagues 

Involvement 

in a culture 

of 

professional 

inquiry 

Service to the 

school 

Participation 

in school and 

district project 

 

3 1 3 2 2 

E 

Enhancement 

of content 

knowledge 

and 

pedagogical 

skill 

Receptive to 

feedback 

from 

colleagues 

Service to the 

profession 
  

1 3 2  2 

F 

Integrity and 

ethical 

conduct 

Service to 

learners 

Decision-

making 

Compliance 

with school 

and district 

regulation 

 

3 2 1 3 3 

Total Mean 

Score 
 2 

 

Table 7 shows the interview results for Teacher SA2 in Domain 4. The total mean score for 

Teacher SA2 was 2 which indicated that the teacher’s level of performance in Domain 4 was 

basic. 

 

Table 8: Interview results for Teacher SA3 

Component 4 Element 
Mean 

score 

A 
Accuracy 

Use in the 

future 

teaching 

   

2 2   2 

B 

Learner 

progress in 

learning 

    

1    1 
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C 

Engagement 

of families in 

the 

instructional 

program 

    

3    3 

D 

Relationship 

with 

colleagues 

Involvement 

in a culture 

of 

professional 

inquiry 

Service to the 

school 

Participation 

in school and 

district project 

 

3 1 4 2 3 

E 

Enhancement 

of content 

knowledge 

and 

pedagogical 

skill 

Receptive to 

feedback 

from 

colleagues 

Service to the 

profession 
  

1 2 2  2 

F 

Integrity and 

ethical 

conduct 

Service to 

learners 

Decision-

making 

Compliance 

with school 

and district 

regulation 

 

3 2 2 1 2 

Total Mean 

Score 
 2 

 

Table 8 shows the interview results for 

Teacher SA3 in Domain 4. Teacher SA3 

was rated as basic. Furthermore, teachers 

from School B were interviewed on 

Domain 4 (Professional Responsibilities) 

where six components were discussed. The 

discussed components were Component 

4A (Reflecting on teaching), Component 

4B (Maintaining Accurate Records), 

Component 4C (Communicating with 

Families), Component 4D (Participating in 

a Professional Community), Component 

4E (Growing and Developing 

Professionally) and Component 4F 

(Showing Professionalism). Teachers’ 

responses were rated as 1 (Unsatisfactory), 

2 (Basic), 3 (Proficient) and 4 

(Distinguished) by using critical attributes 

of Danielson’s (2007) classification. The 

teachers’ responses were summarised in 

the tables that follow. Table 9 shows the 

results for Teacher SB1. 

 

Table 9: Interview results for Teacher SB1 

Component 4 Element 
Mean 

score 

A 
Accuracy 

Use in the 

future 

teaching 

   

2 3   3 

B Learner     



REFORM FORUM, VOLUME 29, ISSUE 1, APRIL 2021 

 

 
71 

 

 

progress in 

learning 

3    3 

C 

Engagement 

of families in 

the 

instructional 

program 

    

1    1 

D 

Relationship 

with 

colleagues 

Involvement 

in a culture 

of 

professional 

inquiry 

Service to 

the school 

Participation 

in school and 

district 

project 

 

1 1 2 1 1 

E 

Enhancement 

of content 

knowledge 

and 

pedagogical 

skill 

Receptive to 

feedback 

from 

colleagues 

Service to 

the 

profession 

  

1 1 3  2 

F 

Integrity and 

ethical 

conduct 

Service to 

learners 

Decision-

making 

Compliance 

with school 

and district 

regulation 

 

3 2 1 3 2 

Total Mean 

Score 
 2 

 

Table 9 shows the interview results for Teacher SB1 in Domain 4. The total mean score for all 

six components was found to be 2, basic. 

 

Table 10: Interview results for Teacher SB2 

Component 4 Element 
Mean 

score 

A 
Accuracy 

Use in the 

future 

teaching 

   

1 2   2 

B 

Learner 

progress in 

learning 

    

1    1 

C 

Engagement 

of families in 

the 

instructional 
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program 

2    2 

D 

Relationship 

with 

colleagues 

Involvement 

in a culture 

of 

professional 

inquiry 

Service to the 

school 

Participation 

in school and 

district project 

 

3 1 1 2 2 

E 

Enhancement 

of content 

knowledge 

and 

pedagogical 

skill 

Receptive to 

feedback 

from 

colleagues 

Service to the 

profession 
  

1 2 3  2 

F 

Integrity and 

ethical 

conduct 

Service to 

learners 

Decision-

making 

Compliance 

with school 

and district 

regulation 

 

2 2 2 3 2 

Total Mean 

Score 
 2 

 

Table 10 shows the interview results for Teacher SB2 in Domain 4. The total mean score for 

all six components was found to be 2, basic. 

 

Table 11: Interview results for Teacher SB3 

Component 4 Element 
Average 

score 

A 
Accuracy 

Use in the 

future 

teaching 

   

3 2   3 

B 

Learner 

progress in 

learning 

    

2    2 

C 

Engagement 

of families in 

the 

instructional 

program 

    

1    1 
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D 

Relationship 

with 

colleagues 

Involvement 

in a culture 

of 

professional 

inquiry 

Service to 

the school 

Participation 

in school and 

district project 

 

2 1 2 1 2 

E 

Enhancement 

of content 

knowledge 

and 

pedagogical 

skill 

Receptive to 

feedback 

from 

colleagues 

Service to 

the 

profession 

  

1 3 3  2 

F 

Integrity and 

ethical 

conduct 

Service to 

learners 

Decision-

making 

Compliance 

with school 

and district 

regulation 

 

2 1 3 3 2 

Total Average 

Score 
 2 

 

Table 11 shows the interview results for 

Teacher SB3 in Domain 4. The total mean 

score for all six components was found to 

be 2, basic.  As in Domain 1 and 3, 

teachers from School A and School B had 

performed the same in Domain 4, which 

was ‘professional responsibilities.  

The teachers’ professional 

responsibility components as they appear 

in Table 1 can boost the learners’ academic 

performance in Physical Science as 

supported by Cooper (2013) who reveals 

that teaching is basically a reflection 

process that can be improved by examining 

its components in an analytical manner. 

Shaw (2013) alludes to the fact that this 

could be achieved if the teacher 

demonstrated a capacity to assess, provide 

feedback and report on learning through 

record keeping of classroom data. Teachers 

are urged to be professional by integrating 

current global issues such as new 

technology, diverse cultures, religions, 

languages and lifestyles in a spirit of 

mutual respect, and open dialogue in 

personal, work, and community contexts. 

Poor performance in a science classroom 

may also be attributed to when learners' 

academic progress is poorly monitored and 

communication from teachers to parents on 

learners' learning is often perfunctory 

(Lassibille, 2013).  

However, this study revealed that 

teachers from School A had the same level 

of performance with teachers from School 

B in Domain 4 components and elements. 

This has shown that there might be other 

teacher’s roles and responsibilities apart 

from professional responsibilities that are 

being implemented at School A but not at 

School B. Although, Teacher SB1, SB2 

and SB3 performed similar to SA1, SA2 

and SA3, the teachers of School B’s level 

of performance in Domain 2, as shown in 

Table 5, was different from the teachers’ 

level of performance from School A. Table 

13 summarised the results of all the 

domains in the study to find out which of 

the domains (Danielson, 2007) was the 

best practice in Physical Science. 
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Table 12: Comparison of School A and School B 

Domain School A (Scores for 3 

teachers) 

School B (Scores for 3 teachers) 

SA1 SA2 SA3 SB1 SB2 SB3 

Planning and 

Preparation 

2 2 2 2 2 2 

Classroom 

Management 

4 4 4 2 1 2 

Instruction 2 2 2 2 1 2 

Professional 

Responsibilities 

2 2 2 2 2 2 

 

Table 12 shows the total mean scores of 

teachers from School A and School B in all 

four domains. Analysis of the attributes 

shows similar level of performance of all 

teachers except in Domain 2. The 

difference between Teacher SB1, SB3 and 

all teachers from School A is only the poor 

rating in classroom environment domain 

while teachers from School A had 

performed credibly well in that domain. 

Therefore, the study revealed (Figure 1), 

that effective classroom environment is the 

best practice and strengthening it might 

assist learners to perform well 

academically in Physical Science with less 

effort from the teachers towards other three 

domains. This is depicted in Figure 2, 

where classroom environment is indicated 

as a critical domain which needs planning 

and preparation, instruction and 

professional responsibilities as supportive 

domains to contribute towards learners’ 

improvement in Physical Science 

performance. 

 

 
 Figure 1: Standing out analysis of the various domains Table 12 
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Figure 2: Model of best practice for teaching and learning (adopted from Danielson, 

2007) 

 

Implications for improved performance  

The researcher spent a week each at School 

A and School B during the period of 

collecting data. The researcher took note of 

learners and teachers’ behaviour outside 

the classroom and recorded all necessary 

information in the field notes. Field notes 

were also taken during lessons on the space 

of the ‘comment’ on the COI form. These 

notes were studied, together with all 

aspects attributed to classroom 

environment by Danielson (2007), to 

formulate the mitigation strategies that 

School B can put in place to improve its 

learners’ performance in Physical Science 

as far as Domain 2 (classroom 

environment) is concerned.  

 

(a) Creating an environment of respect 

and rapport 

Statements taken from the field notes on 

creating an environment of respect and 

rapport show that classroom interactions 

among the teacher and individual learners 

should be based on respect, reflecting 

genuine warmth, caring and sensitivity to 

learners as individuals. Learners should 

exhibit respect for the teacher and 

contribute to maintaining high levels of 

civility among members of the class 

(Danielson, 2007). Respect is good when it 

starts with a learner. Learners should 

respect themselves by wearing tidy 

uniforms properly and making sure that 

classrooms are cleaned regularly. Learners 

respect teachers who respect them. 

Teachers who go to lessons late might 

make learners lose respect towards them 

and it demoralises learners to work hard. 
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(b)  Establishing a culture for learning 

With regard to establishing a culture for 

learning, the field notes showed that the 

classroom culture should be characterized 

by a shared belief in the importance of 

learning. Instructional outcomes, activities 

and assignments should convey high 

expectations for all learners. Classroom 

interactions should extend learning. 

Learners should assume responsibility for 

high quality work by initiating 

improvements, making revisions, adding 

detail and/or helping peers. High 

expectations in learning should be 

internalized by learners (Danielson, 2007). 

Learners should be motivated occasionally 

so that they can develop a culture of self-

directing and self-reliance. Learners should 

have a good understanding of why they are 

at school and who they would want to be in 

the future because teaching learners with 

no hope will not yield any good results in 

Physical Science despite the efforts from 

the teachers. 

 

(c) Managing classroom procedures 

With regard to managing classroom 

procedures, the field notes showed that: 

Instructional time should be maximized by 

efficient classroom routines and 

procedures. Learners should contribute to 

management of instructional groups, 

transitions, and/or the handling of materials 

and supplies. Routines should be well 

understood and engaged in consistently by 

learners. Volunteers and paraprofessionals 

should work independently of the teacher 

and take initiative (Danielson, 2007). The 

school should come up with a functional 

timetable that would guide learners and 

teachers on what needs to be done, when 

and how. The time learners take to change 

classes during rotation should be limited 

and close attention should be made to 

make sure that positive actions are taken 

against those who will be found guilty. 

 

(d) Managing learner behaviour 

With regard to managing learner 

behaviour, the field notes showed that 

learners’ behaviour should be entirely 

appropriate during school time. Learners 

should take an active role in monitoring 

their own behaviour and that of other 

learners against the school standards of 

conduct. Teachers’ monitoring of learners’ 

behaviour should be subtle and 

preventative. Teachers’ response to 

learners’ misbehaviours should be sensitive 

to individual learner needs and receives a 

positive reaction (Danielson, 2007). 

Learners should be treated with respect to 

avoid them being rebellious and rude 

towards teachers. Teachers should come up 

with a mechanism to control learners’ 

behaviour where good work is rewarded 

and bad behaviour leads to demotion. For 

example, learners who are behaving as 

required should be awarded badges with 

points and points could be deducted from 

those who transgress. 

 

(e) Organising the physical space 

On the establishing of a culture for 

learning, the field notes showed that the 

classroom should be safe, and learning 

should be accessible to all learners 

including those with special needs. 

Teachers should make effective use of 

physical resources, including computer 

technology to show complex concepts in 

the subject. The teacher should ensure that 

the physical arrangement is appropriate to 

the learning activities. Learners should 

contribute to the use or adaptation of a 

better physical environment to advance 

learning (Danielson, 2007). The physical 

classroom environment should allow the 

teacher to reach every learner to maximise 

classroom control. The classroom setup 

should not be rigid because each teaching 

style works better when a suitable seating 

arrangement is used. 
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Conclusion  

This study found that the best practices that 

assisted learners from school A to perform 

well in Physical Science were from 

Domain 2 (Classroom environment). 

Further, the given mitigation strategies that 

School B and other schools with similar 

academic performance in Physical Science 

could employ to improve classroom 

environment include: creating an 

environment of respect and rapport, 

establishing a culture for learning, 

managing classroom procedures, managing 

learner behaviour and organizing the 

physical space.  

Recommendations to the 

Professional Development (PD) 

Subdivision of the Ministry of Education, 

Arts and Culture and schools’ management 

are discussed below so that they are 

practiced at School B and other schools 

with similar academic performance in 

Physical Science for teachers and learners 

to be assisted to enhance learners’ 

understanding. Suggestions for further 

research are highlighted for readers.  

 

Recommendations 

Professional Development Subdivision of 

the Ministry of Education is the department 

responsible for advising, training and 

ensuring teaching standards through 

Continuous Professional Development 

(CPD) in the Ministry of Education. 

Therefore, the study recommends to PD, 

that, the CPD programs should be mostly 

focused on the activities that are aimed at 

strengthening the classroom environment 

at all poor performing schools in Physical 

Science in Omusati Region. This will assist 

the learners who are hopeless to find the 

purpose of schooling and direct their own 

learning towards achieving their goals. A 

further study could be conducted to address 

domain 4 in more detail where a longer 

time will be spent to observe closely the 

level of performance of the teachers in this 

domain.  

 

References  

Aguilar, E. (2010). How classroom 

environment can ignite learning and 

cultivate caring. California: The 

George Lukas Educational 

Foundation. Retrieved February 20
th

, 

2014, from http://www.edutopia. 

org/blog/classroom-environment  

Archer, J., Childs, A., Covaciu, S., & De 

Young, C. (2012). Effective 

instruction tools or costly 

distribution: An examination on the 

effective implementation of 

technology in the classroom. Peer-

reviewing Journal of the Texas 

Council of Professors of Educational 

Administration, 7(2), 11-23.  

Callaban, P., Cannon, B., Chesick, E., 

Mackin, J., Mandel, S., &Wenning, 

C. (2009). The role, education, 

qualifications, and professional 

development of secondary school 

physics teachers. Retrieved August 

30, 2016 from http://www.Aapt.org/ 

resources/upload/secondary-school-

physics-teacher-role_booklet  

Castro, F. G., Kellison J. G., Boyd, S. J., & 

Kopak, A. (2010). A methodology 

for conducting integrative mixed 

methods research and data analysis. 

S. Mix Methods Res,  4(4), 342-

360. 

Charlesworth, R. (2015). Math and Science 

for young children. Retrieved August 

10, 2016, from http://books.google. 

com/books/about/math_and_science_

for_young_children 

Chavan, R. L. (2013). Difficulties 

encountered by science teachers 

during teaching concepts of science. 

Retrieved September1, 

2016 from http://www.academia.edu/

7751883/Difficulties_Encountered_b

y_Science_Teachers_during_Teachin

g_Concepts_of_Science  

Cooper, J. M. (2013). Classroom teaching 

skills. Retrieved August 7, 2015 from 



REFORM FORUM, VOLUME 29, ISSUE 1, APRIL 2021 

 

 
78 

 

 

http:/books.google.com.na/books?isb

n=1133602762.  

Danielson, C. (2007). Enhancing 

professional practice: Framework for 

teaching. Alexandria VA: ASCD. 

Retrieved August 29, 2013, from 

http://www.amazon.com>books  

Davis, E. A. (2013). Scaffolding learning. 

Retrieved August 7, 2016, from 

http://www.link.springer.com/referen

ceworkentry/10.1007/978-94-007-

2150-0 

Directorate of National Examinations and 

Assessment. (2014). Grade 12 

Results. Windhoek: Ministry of 

Education, Arts and Culture. 

Ekborg, M., Ottander, C., Silfver, E., & 

Simon, S. (2013). Teachers’ 

experience of working with  socio-

scientific issues: A large scale and in-

depth study. Research in Science 

Education Journal, 43(2), 599-617. 

Freeman, S., Eddy, S. L., McDonough, M., 

Smith, M. K., Okoroafor, N., Jordt, 

H., & Wenderoth,  M. P. (2013). 

Active learning increases Learner 

performance in Science, Engineering 

and Mathematics. Retrieved 

September 1, 2016, from http:// 

www.pnas.org/content/111/23/8410.s

hort 

Gay, L. R., Mills, G. E., & Airasian, P. W. 

(2011). Education research: 

Competencies for  analysis and 

applications. Upper Saddle River, 

New Jersey: Pearson.  

Gunstone, R. F. (2012). The content of 

science: A constructivist approach to 

its teaching and learning. Retrieved 

August 29, 2016, from 

http://books.google.com.na  

Hassard, J. & Dias, M. (2013). The art of 

teaching science: inquiry and 

innovation in middle school and high 

school. Retrieved August 29, 2016, 

from http://scholar.google.com/schol 

ar?q=  

Index Mundi. (2007). Namibia pupil-

teacher ratio. Retrieved August 7, 

2015, from http://www.indexmundi. 

com/facts/namibia/pupil-teacher-ratio 

Kibirige, I., & Hodi, T. (2013). Learners’ 

performance in Physical sciences 

using laboratory investigations. 

International Journal of Education 

Sciences, 5(4), 425-432.  

Klosterman, M. L., Sadler, T. D., & 

Brown, J. (2012). Science teachers’ 

use of mass media to address socio-

scientific and sustainability issues. 

Research in Science Education 

Journal, 42(1), 51-74. 

Kstashuk, K. (2007). Creating a positive 

classroom environment: Slide share. 

Retrieved February 19
th

, 2014, from 

http://www.slideshare.net/kstashuk  

Lassibille, G. (2013). Improving teachers' 

professionalism on an experimental 

basis. Regional and sectoral 

economics studies, 13(3), 19-38.  

Laurillard, D. (2013). Teaching as a design 

science: Building pedagogical 

patterns for learning and technology. 

Tylor & Francis Group, New York 

and London: Rutledge.  

Miller, A., & Cunningham, K. (2011). 

Teaching and learning environment. 

Education.com. Retrieved February 

20, 2014, from http://www.education 

.com/reference/article/classroom-env 

ironment 

Mji, A., & Makgato, M. (2006). Factors 

associated with higher school 

learners’ poor performance: a 

spotlight on Mathematics and 

Physical science. South African 

Journal of Education, 26(2), 253-

266.  

National Institute for Educational 

Development (NIED). (2010). 

Namibia Senior Secondary 

Certificate: Physical Science 

Syllabus. Okahandja: Ministry of 

Education.  

http://books.google.com.na/
http://www.slideshare.net/kstashuk


REFORM FORUM, VOLUME 29, ISSUE 1, APRIL 2021 

 

 
79 

 

 

Oladejo, M. A., Ojebisi, A. O., Olosunde, 

G. R., & Isola, O. M. (2011). 

Instructional materials and learners’ 

academic achievement in physics: 

Some policy implications. European 

Journal of Humanities and Social 

Sciences. 2(1), 228-235.  

Omusati Regional Advisory Services. 

(2014). Examination analysis [Fact 

Sheets].Outapi: Regional Directorate 

of Education.  

Orlich, D., Harder, R. J., Callaban, R. C., 

Trevisan, M. S., & Brown, A. H. 

(2012). Teaching strategies: A guide 

to effective instruction. Retrieved 

August 10,  2016, from 

http://books.google.com.na/books?hl

=en&lr 

Palinkas, L. A., Horwitz, S. M., Green, 

C.A., Wisdom, J. P., Duan, N., & 

Hoagwood, D. K. (2015). Purposeful 

sampling for qualitative data 

collection and analysis in mixed 

method implementation research. 

Administration and Policy in Mental 

Health Service Research, 42(5), 533-

544. 

Pluye, P., & Hong, Q. N. (2014). 

Combining power of stories and the 

power of numbers: Mixed methods 

research and mixed studies reviews. 

Retrieved March 7, 2017, from 

http://www.anualreviews.org/doi/full/

10.1146/ 

Sahin, M., & White, A. L. (2015). 

Teachers' perceptions related to 

characteristics of a professional 

environment for teaching. Eurasia 

Journal of Mathematics, Science & 

Technology Education, 11(3), 559-

575.  

Schank, R. C. (2015). Teaching 

minds: How cognitive science can 

save our schools. Retrieved 

September 2, 2016, from http:// 

books.google.com.na/books?hl=en&l

r 

Shaw, S. G. (2013). Intentions and 

behaviors: Record-keeping practices 

of pre-service teachers during 

professional experience. Retrieved 

August 7, 2015, from 

http://ro.ecu.edu. au/cgi/viewcontent. 

cgi?article=1905&context=ajte  

Stephen, M. M. (2013). An investigation of 

how factors related to teacher quality 

affect the grade 12 Physical Science 

performance in Tswane district. 

Retrieved November 5, 2015, from 

http://uir.unisa-ac.za/handle/10500/1 

3836 

Stronge, J. H. (2007). Qualities of effective 

teacher. Retrieved September 2, 

2016, from http://www.ascd.org/pub 

licati-ons/books/105156/chapters/sec 

tion-11

 

 

 

 

 

 

 

 

 

 

 

 

 

http://books.google.com.na/books?hl=en&lr
http://books.google.com.na/books?hl=en&lr


REFORM FORUM, VOLUME 29, ISSUE 1, APRIL 2021 

 

 
80 

 

 

The impact of code switching in teaching Grade 12 learners algebra at one 

selected secondary school in Oshana region 

 
1
Weyulu A. Johannes, 

2
Shiwana T. Naukushu and 

3
Foibe N. Shaanika 

1
Ministry of Education, Arts and Culture, Mweshipandeka High School, Oshana Region  
2 & 3

Department of Mathematics, Science and Sport Education, University of Namibia 

(Hipikepunye Pohamba Campus) 
1
abeljohn129@gmail.com, 

2
snaukushu@unam.na and 

3
shaanikaphoibef@gmail.com 

 

Abstract 

The issue of language usage in Mathematics is investigated especially in the Namibian 

context. Also, there is little evidence as to whether the use of code switching in Mathematics 

really helps to improve learners’ performance in algebra. It is against the foregoing 

background that this study investigated the impact of code switching in teaching algebra on 

Grade 12 learners at School X in the Oshana region. Under the question: What is the impact 

of code switching on the performance of Grade 12 learners at School X in teaching algebra? 

The following hypotheses were tested: H0: There are no statistically significant differences in 

the performance of Grade 12 learners at School X in algebra activities for the learners taught 

using the code switching and those taught using the traditional method of teaching. H1: There 

are statistically significant differences in the performance of Grade 12 learners at School X in 

algebra activities for the learners taught using the code switching and those taught using the 

traditional method of teaching.  

The study drew data from 50 Grade 12 Mathematic learners from School X in the 

Oshana region. Twenty-three learners were assigned randomly to the control and twenty-

seven learners to the experimental group. All the fifty learners were pre-tested on algebra at 

the beginning of the study. Four learners withdrew after the pre-test, or during the 

intervention and only forty-six learners were post-tested. The control group had twenty 

learners and the experimental group had twenty-six learners. The pre-test and post-test on 

algebra were used to test learners’ performance after the intervention of code switching in the 

teaching of algebra. The control and experimental groups were separately taught the same 

content on algebra, using the same instructions and notes by the researchers for one week. 

Each lesson lasted for forty minutes. The control was taught using traditional method, while 

the experimental group was taught using code switching. The statistical significance was 

tested using the t-test to establish whether or not the observed differences were statistically 

significant. The two groups were similar at the end thus any observable distance could be 

attributed to the intervention that was given to the experimental group. The experimental 

groups’ post-test mean score was higher than pre-test mean scores, which indicates a 

significant difference in the using of traditional method with code switching on the learners’ 

performance in Mathematic. The control group’s post-test mean score was 8.0 and for the 

experimental group was 10.037 and this indicates the significant difference and attribute to 

the impact of using code switching in the experimental group. 

 

Keywords: code switching, algebra, impact of code switching, word problem solving 

equations 

 

Background of the study  

The notion of the influence of language in 

Mathematics especially in algebra seems to 

be under researched particularly in the 

Namibian context. It also appears that there 
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is little evidence as to whether the use of 

Code Switching (CS) really helps to boost 

up the performance of learners in algebra. 

Against the foregoing background, this 

study investigated the impact of CS in 

teaching algebra on Grade 12 learners at 

School X in the Oshana region. 

The foregoing appears to be in line with 

Molotja (2015) who noted that learning 

Mathematics is essential to learners’ 

success in school and everyday life. 

Therefore, the acquisition of mathematical 

skills differs significantly across the 

learners, the school and the language of 

instruction. It is also reasonable to argue 

that while few learners acquire such skills 

easily and with minimum efforts, the 

majority may have challenges in the 

processing of mathematical information or 

learning Mathematics as a subject.  

The mathematical skill-acquisition 

fall behind is not only attributed to the 

quality of instruction being provided in 

Mathematics teaching, but is also 

influenced by familiarity of the language of 

instruction (Jegede, 2012). The recent past 

has seen a growing recognition of the role 

of code switching between the language of 

instruction and learner’s familiar local 

language which is predominantly spoken 

by all learners in this environment (in this 

case Oshiwambo) in teaching and learning 

to facilitate the acquisition of mathematical 

skills. Moreover, Web and Web (2008) 

notes that CS occurs when teachers 

alternate between the mother language and 

the language of learning during the 

learning process. This therefore could 

imply when learners are afforded this 

opportunity to learn in the language that 

they are familiar with, they may have a 

better grasp of concepts as compared to 

being taught in a language they are not 

proficient in.  

Setati and Aldler (2012) perceive CS 

as switching by the teacher and learners 

between the language of learning and 

teaching (English) and the learners’ mother 

language. The National Institute for 

Educational Development (NIED)’s 

Mathematics Ordinary Level Paper 

Analysis suggests that there was a poor 

performance in Mathematics, particularly 

in algebra especially on the questions 

having to do with word problem solving 

equations. In addition to the foregoing, the 

Grade 12 learners at School X did not seem 

to understand word problem solving 

equations, thus this has an impact on the 

overall academic performance of the 

learners. Moreover, the examiner’s report 

as indicated by Ministry of Education, Art 

and Culture (2016) indicates that many of 

the learners poorly answered questions on 

word problem solving equations. 

Additionally, many of the Grade 12 

learners do get confused or sometimes fail 

to comprehend the whole problem due to 

the nature of words and English phrases of 

a particular mathematical problem. From 

this it is plausible to argue that if the 

learners do not understand the language of 

instruction used in the Mathematics 

classroom, the terms and concepts used for 

their learning and performance of 

Mathematics will be affected. Therefore, 

this study was derived from the 

researchers’ experiences during the 

Teaching Practice Phase 3 (TP3) as they 

have observed in many occasions that 

teachers were attempt to provide 

instructions to the learners by practicing 

CS. However, there seem to be very 

limited literature in the Namibian context 

about using CS in Mathematics (Ministry 

of Education, Art and Culture, 2016). It is 

therefore against this background that the 

researchers decided to investigate the 

impact of CS in teaching Grade 12 learners 

algebra focusing on word problem solving 

equations. 

 

Research question 

What are the impacts of code switching on 

the Grade 12 learners’ performance in 
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word problem solving equations at School 

X in the Oshana region? 

 

Hypothesis  
In yielding responses to the foregoing 

question the study will also test the 

following hypothesis:  

 

 H0: There is no significant difference 

between the Grade 12 learners’ 

performance in word problem solving 

equations at School X who are exposed 

to code switching and those who are 

not.  

 H1: There is a significant difference 

between the Grade 12 learners’ 

performance in word problem solving 

equations at School X who are exposed 

to code switching and those who are 

not. 

 

Literature review 

Different researchers, who conducted 

studies on the CS, define code switching 

and context in which they used it; for 

instance, Setati (1998, p. 175-176), 

perceives code switching as the use of 

more than one language in a single speech, 

it can involve a word, a phrase or a 

sentence in a multilingual context. This 

implies that code switching occurs mostly 

in places where there are a lot of people 

who belong to the same language group 

and speak the same language such as in 

schools specifically in northern Namibia. 

Kasperezyk (2008, p. 16) on the other hand 

defines CS as “alternation between two 

languages, between people who share those 

particular languages”. Moreover Bose and 

Choudhury (2012) hold a perception that 

code switching is often accompanied by 

code mixing which happens when the 

speaker is momentarily unable to 

remember a term in one language, but 

he/she is able to remember it in a different 

language and it could be the ultimate 

reason why teachers do code switch when 

teaching. On the other hand, Skiba (2007) 

defines code switching as when people 

change between two languages that they 

use. From the foregoing definitions, it can 

reasonably be argued that CS adds more 

information to instruction uses two 

languages on a word, phrase, clause or 

sentences and used by multilingual 

teachers to ensure understanding, stimulate 

behaviour and provide clear guidelines and 

to manage behaviours. For this reason, this 

could yield a better performance among the 

learners.  

Studies in multilingual and bilingual 

schools and literature reveal that CS is a 

common practice, particularly in a situation 

where the language of instruction is a 

second or third language of the learners 

and teachers (Uys, 2010). The foregoing 

definition of code switching that involves 

using more than one language during 

instruction could be accountable for the 

teachers and learners share a common 

mother tongue, code switching is an 

inevitable practice in the classroom. In the 

context of this study, the term code 

switching should be understood as the use 

of English together with Oshiwambo, a 

language that is predominantly spoken in 

the area where School X is situated. 

 

Purpose or reasons for using code 

switching in teaching and learning 

Mathematics  
This section discusses the reasons that 

prompt teachers to utilize CS in the 

teaching of other subjects other than 

English. According to Simasiku (2014), CS 

can be an effective teaching-learning and 

communicative technique that is used for 

the purpose of aiding instructing someone 

or making something more clear and 

understandable. From this it can be 

deduced that CS is used in classroom for 

different purposes; e.g. interacting with 

learners depending on the situation where 

the teachers who speak the same language 

with their learners. In addition to this, 

Probyn (2006) noted that teachers often 
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code switch from English to the learners’ 

home language for a wide range of 

purposes such as academic purposes; such 

as: explaining and clarification of subject 

matter which may be in the local context of 

the learners, build learners’ understanding 

of subject matter, assisting learners when 

interpreting, supporting exploring, to make 

connections with learners’ own context and 

experience, to emphasis points.  

Probyn (2006) also indicates that the 

other reason why CS may be used to aid 

instruction is for classroom management 

purposes. This includes using code 

switching for, classroom discipline, for 

example reprimanding learners, dealing 

with late comers and disruptions, gaining 

and keeping attention as well as giving 

general instructions. Concurring with the 

foregoing, Li (2008, pp. 370-384) states 

that code switching has great potential for 

helping the multilingual teachers to direct 

learners to a specific context specific to 

teaching and learning goals like clarifying 

difficult concepts and reinforcing learners.  

In this context, CS was used only for 

academic purposes for instance; explaining 

and clarification of subject matter, build 

learners’ understanding of subject matter 

and finally to emphasis the main points in 

the subject matter. 

 

Methodology 

This study utilized a combination of total 

population sampling procedure with a 

simple random sampling. That is all 50 

Grade 12 learners at School X were taken 

up and pooled in one group. From this pool 

the learners were randomly assigned to the 

control and the experimental groups. 

 

Data collection procedure  

Permission was sought from the University 

of Namibia, Hifikepunye Pohamba 

Campus to carry out this study. The 

researchers also obtained permissions from 

the school principal and the Mathematics 

teachers at School X. Learners were 

informed and had a briefing session prior 

to their participation in this study. They 

were also informed of their rights and 

responsibilities which included the right to 

withdraw from this study at any point 

without any consequences. The data was 

collected according to the following 

diagram as cited from Naukushu (2015). 

 

 
Figure 1: A description of pre-test-post-test control design 

 

All learners were sampled and then 

randomly assigned to the control and the 

experimental groups (R). This was done to 

ensure that they had an equal chance of 

belonging to any group. The pre-test (O1) 

was administered to both the experimental 

and control groups. The control group was 

taught using the traditional method 

whereas the experimental group was given 

a treatment (five lessons of teaching with 

CS (XT)). A post-test on word solving 

problem equations was then administered 

to both the control and experimental 

groups (O2). 
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Findings  

The results reported herein were to find out 

whether the experimental group’s 

performance was better than that of the 

control group that was taught word solving 

problem equations using the traditional 

method only. Accordingly, a number of 

hypotheses were tested as indicated in this 

section. 

 

T-test for the pre-test for the control and 

experimental group 
To find whether the level of understanding 

of the two groups were the same before the 

intervention, a pre-test was administered to 

both groups. The following hypothesis was 

tested: 

 

 H0: There is no statistically significant 

difference in the pre-test mean scores 

of the control group and the 

experimental group.  

 H1: There is a statistically significant 

difference in the pre-test mean scores 

of the control group and the 

experimental group. 

 

Table 1: The results of the t-test for the above hypothesis  

Statistical value  Control group (n=20) Experimental group (n=26) 

Mean  4.52  3.93  

Standard deviation  4.94  2.84  

Variance  24.43  8.071  

t-critical  2.021  

t-calculated  1.86 

 

The t-test of the pre-test results of the two 

groups with the df =44, using the level of 

significance of 95% (α = 0.05), the 

statistical table value (tcritical) =2.021. The 

tcalculated value is 1.86 which is smaller than 

the tcritical; therefore, the study fails to reject 

the null hypothesis and thus concludes that 

there were no statistically significant 

differences in the pre-test scores for the 

control and the experimental group. This 

was probably because the learners were of 

the same cohort and this was prior to an 

intervention, and therefore their level of 

understanding was more or less the same. 

This could be due to the fact that the 

learners were randomly assigned to the 

experimental and control groups.  

 

T-test for the pre-test and post-test for 

the experimental group 
The test attempted to test the following 

hypothesis: 

 

 H0: There is no statistically significant 

difference in the pre-test and post-test 

mean score of the experimental group. 

 H1: There is a statistically significant 

difference in the pre-test and post-test 

mean score of the experimental group.

 

Table 2: The results of the t-test for the above hypothesis  

Statistical value Pre-test scores (n=26) Post-test score (n=26) 

Mean 3.93 10.04 

Variance 8.071 25.21 

Standard deviation  2.84 5.02 

t-critical 2.021 

t-calculated -19.93 

df =25 

 



 

 

 

 

With the df =25 and α =0.05 the t critical 

was 2.021. Table 2 shows that t calculated 

was -19.93. The tcalculated absolute value 

93.19 = 19.93 which is greater than 

tcritical, therefore the null hypothesis is 

rejected and conclude that there is a 

statistically significant difference in the 

pre- and post-test mean scores of the 

experimental group. 

T-test for the pre-test and post-test for 

the control group 
The test also attempted to test the 

hypothesis below: 

 

 H0: There is no statistically significant 

difference in the pre-test and post-test 

mean scores of the control group. 

 H1:  There is a statistically significant 

difference in the pre-test and post-test 

mean scores of the control group. 

 

Table 3: The results of the t-test for the above hypothesis  

Statistical values Pre-test scores (n=20) Post-test scores (n=20) 

Mean 4.52 8.0 

Variance 24.43 21.22 

Standard deviation 4.94 4.61 

t-critical 2.021 

t-calculated -7.77 

df =19 

 

Table 3 above shows that at α = 0.05 and 

the degree of freedom of 19, the tcalculated =-

7.77 and using the level of significant for 

two tailed test, the tcritical=2.021 which is 

less than the absolute value of the tcalculated, 

therefore null hypothesis is rejected. This 

means that there exists a significant 

difference in the pre-test scores and post-

test scores of the control group. The 

performance of learners increased and this 

can be seen by the increase of the mean 

and this could be as a result of teaching 

which took place or maybe that learners 

have seen and memorized the answers for 

pre-test. 

 

T-test for the experimental and control 

groups post-test scores 
This section tests the following hypothesis: 

 

 H0: There is no statistically significant 

difference in the post-test mean scores 

of the control and experimental group.  

 H1: There is a statistically significant 

difference in the post-test mean scores 

of the control and experimental group.

 

Table 4: The results of the t-test for the above hypothesis  

Statistical value Control group (n=20) Experiment group (n=26) 

Mean 8.0 10.04 

Standard deviation 4.61 5.02 

Variance 21.22 25.21 

t-critical 2.02 

t- calculated 10.48 

df =44 

 

From Table 4, tcalculated was 10.48. This is 

greater than tcritical which was 2.02 at α 

=0.5. Therefore, the study rejects the null 

hypothesis and concludes that there is a 

statistically significant difference in the 

post-test mean scores of the control and 

experimental group. As was stated on the 

methodology section, CS was used where 

the teacher attempted to translate key 

concepts in the vernacular language of the 

learners. This was simply done to see if 

there would be an impact on learners 
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taught CS on word problem solving 

equations. In agreement to the foregoing is 

the idea that CS had been used to explain 

and clarify the mathematical subject matter 

to place the concepts within the contexts of 

the learners in order to build and 

strengthen the learners’ understanding of 

subject matter, assisting learners when 

interpreting, supporting and exploring, to 

make connections with learners’ own 

context and experience and to emphasis 

main points same as the purpose of Probyn 

(2006).  

Comparing the results of the two 

groups on the post-test, there was a score 

mean difference of 2.04. The mean of the 

control group was smaller than that 

experimental group. The difference can be 

caused by that, learners on the 

experimental group increased their level of 

understanding because concepts of the 

subject were explained in their mother 

tongue. This can be concluded that learners 

have problems with Mathematics’ English 

or when learning Mathematics they are still 

learning English simultaneously. 

 

Conclusion 
Based on the findings of the study, it was 

concluded that CS had statistically 

significant impact on the performance of 

learners. The study indicated that the 

learners who were taught with CS 

performed better in their word problem 

solving equations than the ones taught with 

the traditional method.  

 

Recommendations 
Based on the findings of this study, the 

following are recommended: 

 

Recommendation to the Ministry of 

Education 

1. The current Namibian policy should 

allow and encourage teachers to use 

code switching in their classrooms 

when teaching since it was found to 

have an impact on improving the 

performance of the learners in word 

problem solving equations. 

2. The curriculum developers when 

revising the language policy in 

Namibian curriculum should ensure 

flexibility in allowing for CS where 

possible and where it is necessary as it 

has the potential to improve the 

learners’ mathematical comprehension. 

 

Recommendation to Mathematic 

teachers 

1. Namibian Mathematic teachers should 

be encouraged to view CS as an 

alternative that complements the use of 

the language of instruction when 

teaching word problem solving 

equations as a topic since it was found 

to have a potential of improving 

learners’ academic performance on 

word problem solving equations 

activities. 

2. Teachers should go an extra mile to use 

the language that learners are familiar 

with as a way of assisting learners to 

better comprehend word problem 

solving equations. 

 

Recommendation for further studies 

1. Future studies should be carried out on 

the impact of code switching in other 

subjects and/or topics from junior to 

senior secondary school levels. 

2. Further studies on CS with special 

emphasis on how to incorporate it in 

the teaching of Mathematics should be 

carried out in both government and 

private secondary school subjects.  
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