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Abstract 

 
The constitution of Botswana recognizes the right to religious association in all spheres of life this 

freedom is reinforced by Botswana’s Vision 2016, which contemplates a moral and tolerant nation 

that no individual is discriminated. However, religious liberty could be infringed in educational 

institutions due to student’s ignorance of the existence of legal instruments. This paper 

investigates religious discrimination students may experience within institutions of higher 

learning. A questionnaire was used to collect data from the Botswana College of Agriculture 

(BCA) students for this descriptive survey. The analysis revealed that students are often ignorant 

of their fundamental religious rights because there are no students’ charters that articulate these 

and there is no forum to report infringements. Conclusions made suggest students need to be 

informed about their fundamental rights to realize the benefits of a democratic country. In 

addition, worship days recognized nationally and endorsed by the college should not be used to 

examine students for this violates some student’s religious freedoms. 

 
Keywords:  Religious freedom, religious discrimination, religious liberty, Vision 2016 and 

educational rights 

 

Reference to this paper should be made as follows: 

 

Rammolai, M. (2011). Religious freedom in educational institutions: Do students know their 

rights? International Journal of Scientific Research in Education, 4(3&4), 142-150. Retrieved 

[DATE] from http://www.ijsre.com. 

 

……………………………………………………………………………………………………………………… 

 
INTRODUCTION 

 

The government of Botswana has invested heavily in the provision of education and is committed to Vision 2016 which 

was initiated in 1996 where Batswana should be among many others, an educated, an informed and a tolerant nation 

(National Development Plan 9 2003/04- 2008/09). The government of Botswana has invested heavily in the provision of 

education for its citizens as evidenced by the ministry of education’s budget allocations that over the last twenty years had 

been over 20 %, but in the 2002/2003 financial year it soared to a record 28% (National Development Plan 9 2003/04-

2008/09). Botswana’s commitment to educating the nation is also encapsulated in Vision 2016. The vision anticipates that 

Batswana would be an educated, an informed and a tolerant nation. However, the provision of education to the nation has 

other challenges that have to be met to satisfy the learners in all spheres of their lives. Among such challenges is the 

learners’ religious freedom, which cannot be ignored, as one of the democratic principles that Botswana is committed to 

uphold. Educational institutions are not religion free zones neither should these institutions discriminate against religious 

expression as religion is part of our traditions.  
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The constitution of Botswana under section 3 provides for freedom of conscience, of expression and assembly and 

association (ICERD, 2005). This provision is in line with article 18 of the Universal Declaration of Human Rights that 

also emphasises the right to freedom of thought, of conscience and of religion to all humanity (United Nations, 1948). 

Administrators and students in educational institutions throughout the world have to avoid conflicts between 

academic requirements and the religious rights of students because of pluralistic faiths within societies. However, the 1
st
 

Amendment of the US constitution seeks to maintain church-state separation and guarantees that teachers and principals 

of public schools are to be neutral in religious issues; “they may not promote a particular religion as being superior to any 

other; they may not promote religion in general as superior to a secular approach to life; they may not promote secularism 

in general as superior to religious approach to life; they may not be antagonistic to religion in general or a particular 

religious belief in particular, and they must neither advance nor inhibit religion” (US Federal Guidelines for Religious 

Expression in Public Schools). This interpretation of the 1
st
 Amendment to the US constitution could serve to further 

reinforce the separation of church and state in Botswana particularly in a country that is nominally Christian and where 

prejudice against other faiths may exist even though there are legal safe guards. Batswana are generally not a litigable 

society and have the propensity to bear discriminatory instances without recourse to the law. This could happen in 

educational institutions, as students may not understand how far the constitution safeguards their religious freedoms in 

education.  

The constitutional provisions for religious freedom in Botswana have to be interpreted to set cogent guide of the 

law regarding religious freedom in the schools because teachers / educators may impose discriminatory practices that may 

prejudice students’ enjoyment of religious freedoms in schools. 

Acts of religious intolerance in some countries around the world in violation of article 18 of the Universal 

Declaration of Human Rights make void the principles of democracy or even provide a paradigm shift in matters of 

religious freedoms of the marginalised in our societies. The French governments’ banning of the wearing of religious 

apparel or symbols in state-run schools serve to illustrate this point. This law banned large crosses, Jewish skullcaps, Sikh 

turbans and Muslim headscarves (Colvin, 2004). The government argued that the move was not a restraint on religious 

freedoms of individuals, but the preservation of the secular nature of the state and that “it is not a violation of religious 

freedom because the ban extends to prominent display of religious symbols by members of all faiths” (Colvin, 2004). 

Perhaps if it singled out certain faiths the French government’s law could be considered discriminatory, but laws could be 

inclusive and still violate religious freedoms of all within a society. In spite of justification by its proponents, this law is a 

violation of the right to religious practice of all religious faiths in France.   

Religious intolerance and discrimination still exist in many parts of the world today. In 1991, the International 

Federation of Human Rights approved an agenda that sought to eliminate all forms of discrimination of religion (Murano, 

1988). In spite of all these efforts, religious intolerance and discrimination still prevail in many countries around the world 

in educational institutions. 

 

Purpose and Objectives 

 

This study sought to determine the degree to which students feel free to exercise their religious freedoms at tertiary level 

education. The specific objectives of this study were to: 

 

1. Describe the respondent selected personal demographic characteristics 

2.  Determine the respondent’s level of awareness about religious freedom at BCA. 

3. Determine the extent to which lecturers’ perceptions hinder religious freedom of their students. 

4. Determine religious freedom facilitation by the BCA administration. 

5. Determine how students’ social expectations hinder religious freedom among themselves. 

 

LITERATURE REVIEW 

 

Religious freedom is a vital part of every nation even though in some parts of the world it is restricted and controlled 

closely by the state. In democratic countries, religion and politics are separate. In these countries, the constitution 

guarantees the basic religious freedoms for its citizens. The United States of America guarantees religious freedom 

through its First Amendment. This review is based on incidents of religious discrimination in educational settings 

throughout the world that impinge on religious freedoms in educational institutions because of misinterpretations of 

constitutions or mere oppression by countries. 
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The First Amendment of the Constitution of the United Sates (US) in the “Establishment Clause” states, 

“Congress shall not make no law respecting an establishment of religion” (Freedom of religion in the United States). This 

law when interpreted correctly means that the federal government is prohibited from endorsing any religion or forming 

any national church and this restriction is applicable to government as well. The “Free Exercise Clause” prohibits 

Congress from prohibiting the free exercise of religious practices, but this free exercise is not total as the court stated that 

“laws are made for the government of actions ...they cannot interfere with mere religious belief and opinions, they may 

with practices” (Federal Guidelines for Religious Expression in Public Schools, 2005). This prohibition protects religious 

beliefs, but does not protect the practice that is considered inappropriate and illegal by law. 

Even though constitutions in democratic countries throughout the world have made it their express intention to 

safe guard religious freedom in all its forms there are cases in educational institutions that have been taken to court as 

result of religious violations. In the US, the law states that no student should be harassed by teachers for his/her religious 

faith. However, in March 2005 a fourth grader Muslim pupil filed a religious harassment claim with  the Civil Rights 

Division  against the Cape Henlopen, Delaware School District in which the school was ordered to introduce religious 

tolerance programmes for both teachers and students (United States Department of Justice). Religious dress is yet another 

area in which discrimination exists in schools. Some governments like the Republic of France do not allow Muslim 

students to wear the headscarf because of terrorism fears. In the US, there was a case between Hearn and United States 

versus Muskogee Public School District. The Civil Rights Division intervened in the case, in which a Muslim girl was 

told she could not wear a headscarf required by her religion to school. It was found out that the school was enforcing its 

uniform policy inconsistently and the case was settled by consent decree in 2004 (United States Department of Justice, 

[n.d]).  In some counties, these kinds of cases would not have even been taken to court even if religious violations have 

occurred. If such cases are recorded in US courts known for their laws regarding church and state separation then other 

countries that have similar laws cause some problems for minorities in such societies particularly if they do not have the 

inclination towards challenging such religious violations. 

The problem of educational rights violations based on religion in the US has been addressed during Bill Clinton’s 

presidency in 1995 and have been updated to reflect some court decisions then.  Among other guidelines that govern 

religious expression  in public schools included the following; local school authorities have “substantial discretion” to 

impose rules of order, but may not structure the rules to discriminate against  religious activity or speech; teachers and 

administrators are prohibited from either encouraging or discouraging religious activity and from participating in such 

activity with students, students may display religious messages on clothing to the same extent  they may display other 

comparable messages”(Simpson 2000, p. 1). These guidelines reinforce religious expression as they help teachers and 

students understand the extent of their religious freedom as interpreted from the first amendment. In countries where no 

such guidelines exist, problems of violations may start to manifest themselves in schools as teachers could interpret the 

laws to oppress students of other faiths or minorities. 

The South African constitution safeguards the religious freedoms of its nationals without discrimination; this 

protection also includes educational institutions that could be prone to religious denial of religious freedom in other 

countries. The South African Policy on Religion and Education promotes the role of religion in education, there is a 

recognition that “... the public school  has an educational; responsibility  for teaching and learning about religion and 

religions ... but it should do so in ways that are different from the religious instruction and religious nurture provided by 

the home and family...” (National Policy on Religion and Education 2003, p. 2). These similar principles safeguard 

religious freedom in education in Botswana that is espoused through the Education Act (Government Printer). Even 

though these laws exist, discrimination on religious grounds is always evident in schools where a framework of religion 

and education has not been fully understood.  Nine boys in South Africa were suspended from their school for wearing 

dreadlocks as they claimed that to be Rastafarianism adherents that requires them to grow dread lock hair-style (Religious 

Freedom Report 2003). They were later reinstated by the Department of Education that stated that they should be allowed 

to wear dreadlocks if they belong to the Rastafarian religion. The ruling hinged on the National Policy on Religion and 

Education based on core values that include equity, tolerance, multilingualism, openness, accountability, and social 

honour (Religious Freedom Report, 2003). 

 

METHODOLOGY 

 

Study Design 

 

The study was a descriptive survey carried out at the Botswana College of Agriculture in Sebele, Botswana. 
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Study Population 

 

This study adopted a quantitative research paradigm to determine religious freedom of students at the Botswana College 

of Agriculture (BCA). The population for this study consisted of first year students at BCA both pre-service and in-

service. A total of 218 students formed the population for this study. Among the population, only 105 responded to the 

questionnaire.  

 

Research Instrument 

 

The students had to respond to the questionnaire by ticking the statement they preferred on a five point likert scale, 

graduated as follows; 1= Strongly Agree; 2 = Agree;  3 = Not sure; 4 = Disagree and 5 = Strongly Disagree. Percentages 

would be used to report and interpret the data.  On the other hand, using percentages, 50% and above would denote 

agreement with the statements while below 50% would denote disagreement with the statements. The first eight questions 

determined the student’s perceptions of religious freedom. The second category of questions determined the student’s 

perceptions about hindrances on religious freedom (seven questions). The next category of questions determined  

student’s perceptions about the extent to which the BCA Administration facilitated religious freedom (five questions) and, 

the last category determined student’s exercise of religious freedom  among the student body (four questions). 

 

Sampling Technique 

 

A convenient sampling technique was used because the researcher had access to all first year students who have registered 

for Communication and Study Skills (GEC 112), a common course for all first year students at BCA. Focus on these 

students was precipitated by the researcher’s interest in their transition from secondary school to an institution of higher 

learning that is radically different from high school. Even though the results cannot be generalized (Bryman & Bell, 2003) 

to the whole population of students at BCA, “but it could provide a springboard for further research or allow links to be 

forged ... [with future research into this area] (Bryman & Bell, 2003, p. 198). 

 

Validity 

 

Specialists in the subject matter within the AEE department were used to validate the questionnaire before it was 

administered to the respondents. The feedback received was thorough and sufficient to enhance the administration of the 

questionnaire.  

 

RESULTS AND DISCUSSSION 

 

Demographic Characteristics of the Respondents 

 

Demographic characteristics of respondents are displayed in Table1. A larger percentage of them were males (60%) and 

(40%) females. The majority of respondents were single at (87.7 %) and a minority was married at (13.3%).  A larger 

percentage of the respondents were aged between 18–20 years at (67%) followed by those between 21- 28 years at 

(25.7%) the rest of the students were aged between 33-36 years at (8.6%) and the older respondents from 40-41 years at 

(1.9%). A larger percentage of the respondents are studying for degree programmes in Agriculture Education (17.1%), 

Crop Science (15.2%), BSc Agriculture (14.3%), BSc Animal Science (12.4%) and the rest are studying for Higher 

Diplomas in Agriculture, Education, Forestry and Range. The respondent’s religious orientation reveals a dichotomy 

between Christians in the majority at (83.8%) and non-Christians at (16.2%). Botswana is predominantly a Christian 

country with other religions like Islam and traditional religions in the minority. This accounts for non-Christians making a 

smaller percentage in the sample, refer to table 1 below.  

 

Determination of student’s perceptions of religious freedom 

 

Table 2 below reveals student’s perceptions of religious freedom. An overwhelming majority of the respondents 

(86%) agreed with the statement “religious freedom means that I could worship what I want without coercion 

from anybody.” This shows that students understand that every Motswana is free to worship what they want as 

provided for by the constitution. The second statement “religious freedom means that my religion is more 
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important than others” received 77.4% disagreement. This indicates that students are aware of the fact that all 

are equal before the law regardless of their religious persuasion. The third statement states that “my religious 

freedom has no limits imposed by my institution” received 73.3% agreement. This reveals what the students 

have experienced since they might not have been asked by the administration to make a choice that is 

religiously restrictive since enrollment into the college. The fifth statement “my religious freedom is protected 

by the constitution of my country– Botswana” received 72.4% agreement which reveals a thorough 

understanding that the constitution of Botswana proffer to its citizens religious liberty. About 45% of the 

respondents disagreed with the statement my “my religious freedom rights are clearly described by my 

institution in student charters (BCA Prospectus). It is interesting to observe that 30.5% of the respondents were 

not sure about the statement. This uncertainty might be due to the fact that the respondents are still new to the 

college and do not fully understand their religious rights.  Statement number eight “my religious freedom gives 

me the liberty to do what I want” received 46.7% disagreement from the respondents indicating an 

understanding that religious freedom does not provide a license to do what one wants in the name of religion. It 

also indicates that students would not be inclined to acts of religious intolerance even though 46.7% agreed with 

the statement. It is therefore clear from these statements that first year students at Botswana College of 

Agriculture understand their religious freedom. 
 

Table 1: Demographic Characteristics of the respondents 

 

Characteristics Frequency (f) Percentage (%) 

Gender    

Male 63 60 

Female 42 40 

Total 105 100 

Program of study   

BSc Agric Education 18 17.1 

BSc Agriculture 15 14.3 

BSc Animal Science 13 12.4 

BSc Crop Science 16 15.2 

BSc Agricultural Mechanization 10 9.5 

BSc Soil and Water Conservation 9 8.6 

High Diploma Agriculture 4 3.8 

High Diploma Forestry and Range Ecology 5 4.8 

High Diploma Horticulture 1 1.0 

High Diploma Animal Health and production 6 5.7 

Total 105 100 

Age   

18 -20 67 63.8 

21-28 27 25.7 

33 - 36 9 8.6 

39-40 2 1.9 

Total 105 100 

Marital Status   

Married 14 13.3 

Single 91 86.7 

Total 105 100 

Religious Orientation   

Christian  78 83.8 

Non-Christians 17 16.2 

Total 105 100 
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Table 2 Students’ perceptions of religious freedom 
 

Religious freedom means I could worship what I 

want without coercion from anybody 
SA 

58% (55.2) 
A 

28% (26.7) 
NS 

1% (1.0) 
D 

6% (5.7) 
SD 

3% (2.9) 

Religious freedom means that my religion is more 

important than others’ 

5.7% 

(6) 

10.5% 

(11) 

4.8% 

(5) 

26.7% 

(28) 

51.4% 

(54) 

My institution safeguards my religious freedom. 1.0% 

(1) 

11.4% 

(12) 

28.6% 

(30) 

17.1% 

(18) 

4.8% 

(5) 

My religious freedom has no limits imposed by my 

institution 

13.3% 

(14) 

49.5% 

(52) 

22.9% 

(24) 

6.7% 

(7) 

3.8% 

(4) 

My religious freedom is protected by the constitution 

of my country- Botswana 

24.8% 

(26) 

47.6% 

(50) 

18.1% 

(19) 

5.7% 

(6) 

2.9% 

(3) 

My religious freedom rights are clearly described by 

my institution in student charters(BCA prospectus)  

7.6% 

(8) 

14.3% 

(15) 

30.5% 

(32) 

19.0% 

(20) 

26.7% 

(28) 

My religious freedom gives me the liberty to do what 

I want 

18.1% 

(19) 

28.6% 

(30) 

10.5% 

(11) 

30.5% 

(32) 

11.4% 

(12) 

• Frequencies are recorded in parenthesis  

Determination of student’s perceptions about lecturers’ hindrance of their religious freedom  

 

Table 3 below reveals the respondents perceptions about the lecturer’s hindrance of their religious freedom. 

“Lecturers disregard my worship day; I have to write tests and exams on Saturdays and Sundays and on other 

religious days” the statement received a total of 67.6% agreement by students. Even though this could be 

happening, it does not however mean that the college endorses a policy to have students tested on their religious 

worship days. The Religious Obligations regulation (1.10.2) provides for special examinations for students who 

are unable to sit for exams because of religious reasons (Botswana College of Agriculture prospectus 

2010/2011). The regulation states “some written examinations will be held on Saturdays and Sundays where 

this is unavoidable. Under an existing adhoc arrangement, candidates unable (for religious reasons) to write 

examinations at the scheduled time may apply to have their examination time re-scheduled.” This indicates that 

lecturers and students are not conversant with this regulation that is meant to protect students against religious 

infringement and academic freedom.  

“Lecturers prohibit the wearing of religious items in their classes; for example, religious badges and 

other such items from our religious denominations.”  A total of 71.4% of the respondents agreed with the 

statement. This statement reveals that lecturers might be hindering the religious freedom of expression that is 

contrary to the constitution of Botswana. This therefore reveals a state of religious intolerance by the lecturers at 

BCA. But let it be noted there has never been reports of such cases of religious intolerance by students to the 

administration. Perhaps these are just isolated cases first year students encounter with various lectures through 

the departments at BCA. 

“Lecturers criticize our religious persuasions as inferior.” A total of 60% of the respondents agreed with 

this statement. When there is exchange of ideas with students on religious issues by lecturers, they should not 

explicitly criticise student’s religious persuasion as this could infringe student’s religious freedom. Another 

religious hindrance students perceived is that “lecturers influence the administration to disregard our worship 

days as they test us on such days” A total of 62.9% of the respondents disagreed with this statement.  This 

means that lecturers do not influence the administration to disregard student’s worship days nor test them on 

such days. A total of 74.2% of the respondents agreed with the statement that “lecturers do not have to teach 

that any religious group is superior.” This clearly indicates the right understanding that religion and education 

should be kept separate and education should not influence religion or the other way round. An overwhelming 

majority of the respondents 83.8% agreed with the statement that “lecturers do not have to show intolerance to 

any religious following within the teaching and learning situation.” This indicates a deeper understanding by the 

respondents that religious intolerance could be a hindrance to religious liberty within educational settings. 

Another overwhelming majority of respondents 84.7% agreed with the statement “lecturers have to be 

supportive of students’ religious freedom in all situations.” The support of religious freedoms of students by 
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lecturers could engender a special relationship between them that could facilitate greater understanding between 

the two groups in religious issues. 
 

Table 3: Perceptions of religious freedom hindrances 

 

Lecturers disregard my worship day; I have to write 

tests and exams on Saturdays and Sundays and on 

other religious days 

SA 

13.3% 

 (14) 

A 

13.3%  

(14) 

NS 

2.9%  

(3) 

D 

37.1%  

(59) 

SD 

30.5%  

(32) 

Lecturers prohibit the wearing of religious items in 

their classes; e.g. religious badges and other such 

items from our denominations 

8.6% 

(9) 

7.6%  

(8) 

12.4%  

(13) 

35.2% 

 (37) 

36.2% 

 (38) 

Lecturers criticize our religious persuasions as 

inferior. 

5.7%  

(6) 

14.3%  

(15) 

19.0%  

(20) 

30.5%  

(32) 

29.5%  

(31) 

Lecturers influence the administration to disregard our 

worship days as they test us on such days  

3.8%  

(4) 

11.4%  

(12) 

20.0% 

(21) 

38.1% 

(40) 

24.8%  

(26) 

Lecturers do not have to teach that any religious group 

is superior 

39.0%  

(41) 

35.2%  

(37) 

8.6%  

(9) 

6.7%  

(7) 

7.6%  

(8) 

Lecturers do not have to show intolerance to any 

religious following within the teaching and learning 

situation 

55.2%  

(58) 

28.6%  

(30) 

7.6%  

(8) 

1.9%  

(2) 

5.7%  

(6) 

Lecturers have to be supportive of students’ religious 

freedom in all situations 

37.1%  

(39) 

47.6%  

(50) 

9.5%  

(10) 

1.9%  

(2) 

3.8%  

(4) 

• Frequencies are recorded in parenthesis  

Determination of religious freedom facilitation by the BCA administration 

 

Table 4 presents results based on the administration’s (Botswana College of Agriculture) facilitation of student’s religious 

freedom. It is interesting to note that the students disagreed with most of the statements and agreed with only one 

statement that states that “the BCA administration denies us the opportunity to use their facilities for religious purposes.” 

This statement received an overwhelming majority of 84.7%. This perception by the respondents contradicts the practice 

at BCA as the administration allows students to use certain halls within the college for religious purposes by students of 

all religious persuasions.  The respondents went on to disagree with the statement “the BCA administration sponsors some 

religious groups over others.” This is indeed true because the administration does not favour or support any religious 

group over others this could be perceived as unfair and prejudicial to other groups. The respondents also disagreed with 

the statement that “the BCA administration interferes with our religious freedom by not providing guidelines regarding 

religious freedom within the college.”  A total of 52.4% of the respondents disagreed with this statement. Even though no 

religious freedom guidelines are provided by the Botswana College of Agriculture, the respondents did not perceive that 

as a hindrance to their religious liberty because they could articulate their religious freedoms freely.  The respondents 

disagreed 65.7% with the statement that “the BCA administration prohibits the expression of religious freedom by not 

allowing the wearing of religious regalia.”  It is clear that the BCA administration facilitates religious freedom of the 

students in all the chosen areas discussed above. However, the students perceived a constraint in the use of college’s 

facilities for religious purposes. 

 

Table 4: BCA administration facilitation of students’ religious freedom 

 

The BCA administration denies us the 

opportunity to use their facilities for religious 

purposes 

SA 

37.1%  

(39) 

A 

47.6%  

(50) 

NS 

9.5%  

(10) 

D 

1.9%  

(2) 

SD 

3.8%  

(4) 

The BCA administration sponsors some religious 

groups over others 

2.9%  

(3) 

5.7%  

(6) 

18.1%  

(19) 

36.2%  

(38) 

28.6%  

(30) 

The BCA administration interfere with our 

religious freedom by not providing guideline 

regarding religious freedom within the college 

5.7%  

(6) 

6.7%  

(7) 

34.3%  

(36) 

27.6%  

(29) 

24.8%  

(26) 

The BCA disregards our worship days by 

scheduling final exams during those days 

5.7%  

(6) 

21.0%  

(22) 

30.5%  

(32) 

26.7%  

(28) 

15.2%  

(16) 

The BCA administration prohibits the expression 

of religious freedom by not allowing the wearing 

3.8%  

(4) 

4.8%  

(5) 

22.9%  

(24) 

38.1%  

(40) 

27.6%  

(29) 
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of religious regalia  

• Frequencies are recorded in parenthesis  

Determination of how student’s social expectations hinder religious freedom  

 

Table 5 presents perceptions of student’s exercise of religious freedom among themselves (the student body). The 

respondents here disagreed with only one statement that states that, “being voted into any SRC position means a student 

should hold religious beliefs that others agree with.” A total of 68.5% of the respondents disagreed with the statement. 

This shows that students appreciate their religious and political beliefs are separate and independent of each other and 

should not be used as criteria for a political position in the Student Representative Council. 

They agreed with the statement that said “if a student’s religious freedom has been violated by other students, 

he/she has to report the incident to the college authorities.”  A total of 54.3% agreed with the statement. This indicates that 

student’s religious freedom should not be violated with impunity, the case should be reported and appropriate steps taken. 

They also agreed 55.7% with the statement that said “students do not report religious freedom violations because they do 

not know what religious freedom they have.” Students have to be given guidelines about issues pertaining to religious 

violations so that they could exercise their religious freedom unequivocally.  

 

Table 5: Perceptions of exercise of religious freedom among fellow students 

 

Some students are intolerant of others’ 

religious beliefs 
SA 

22.9%  

(24) 

A 

39.0%  

(41) 

NS 

9.5%  

(10) 

D 

7.6%  

(8) 

SD 

2.9  

(3) 

Mean 

1.74 
SD 

1.248 

Being voted into any SRC position means 

a student should hold religious beliefs that 

others agree with 

3.8%  

(4) 

10.5% 

 (11) 

16.2%  

(17) 

31.4%  

(33) 

37.1%  

(39) 

3.85 1.199 

If a student’s religious freedoms have been 

violated by other students, he/she has to 

report the incident to the college 

authorities 

16.2%  

(17) 

38.1%  

(40) 

28.6%  

(30) 

10.5%  

(11) 

5.7%  

(6) 

2.49 1.092 

Students do not report religious freedom 

violations because they do not know what 

religious freedom they have. 

25.7%  

(27) 

30.0%  

(41) 

21.0% 

 (22) 

7.6%  

(8) 

5.7%  

(6) 

2.26 1.127 

• Frequencies are recorded in parenthesis  

CONCLUSIONS 

 

The following conclusions have been reached from the study: 

 

1. A larger percentage of the respondents are male and most are religious. 

2. Students’ religious freedoms are clearly articulated by the institution. This is not evident as the college does not have 

religious freedom policy in place, neither do the students have any student charters in place to regulate religious liberty. 

3. There is an understanding that religious freedom does not give any one the freedom to do what he /she wants. Religious 

tolerance is an understood reality among the students. 

4. There are some perceived religious hindrances experienced by students at Botswana College of Agriculture: 

a. Students’ religious freedom is curtailed by the lecturers, for they use student’s worship days like Saturday and Sunday 

for writing tests. However, there is a regulation that takes into account special religious days that students could ask for a 

waiver to sit for examinations on religious grounds.  

b. Student’s religious freedom of association is curtailed by the administration, as students are not allowed to use BCA 

facilities for religious purposes. 

5. Students are protected by the religious obligations regulation not sit for examinations that fall on Saturdays or Sundays, 

but could have the examination time rescheduled. However, it is clear that both lecturers and students need to be 

conversant with this regulation to avoid infringement of student’s religious freedom. 

6. Students are aware that their religious orientation does not make them more important than other students. 

7. Students realize that lecturers should not exhibit religious intolerance towards them and that they should be supportive 

of student’s religious freedoms.  

8. Students acknowledge that there is a degree of religious intolerance among the student body. 
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9. Students acknowledge that cases of religious violations among students should be reported to the administration and 

that their religious life should be separate from their political inclinations. 
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Abstract 

 

This paper shows the results of an experimental study about games-based teaching 

approach, carried out in a third world country. This paper describes how a non-

technological game “Guess and Tell” was used as a source of teaching mathematical 

concepts of ‘Mean’ and ‘Mode’ to grade eight children. The paper focused on the 

questions (1) is the game ‘Guess and Tell’ effective in improving students’ achievement? 

(2) has the game different effect on male and female’ achievement? Based on the results 

of this study, it can be said that non technological games can play a vital role in 

improving students’ achievement in mathematics and it is equally important for male and 

female students. The pre-test and post-test results of this research reveal that variation 

exists in the achievement level of male and female students but these are not statistically 

significant.  On the basis of the findings, the researcher suggests, to investigate more 

dimensions in using the game, ‘Guess and Tell’ in the class room. 

 

Keywords: Games based teaching, Guess and Tell Game, Non-Technological game, 

Students’ Achievement 
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INTRODUCTION 

 

Learning is a complex process due to the complexity of human nature. Rose and Conner (2006) stated that, “learning 

is a discursive activity that involves social and material resources. Difference in the human nature causes different 

learning requirements for learning. Different people have different perceptions and process information differently 

(Miller, 2001). Different students have different learning styles. In order to improve students’ performance having 

various learning styles, there is often a need .to explore various learning opportunities which can address the 
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complexity of learners in the classroom to capture pupils’ interest and purpose and it should be for fast, average and 

slow learners (Ediger & Rao, 2000). 

Learning occurs with the utilization of various resources and utilization of resources is the ability of a person 

(Lujan & DiCarlo, 2006). The increase in learning happens when the student is enjoying the process (Miller, 2001). 

The guarantee for real learning is the creation of joy, excitement, and love for learning and these are created through 

games and it is a way of learning (Haramati, 2000).  
Through games-based teaching education can be imparted affectively in all fields particularly in mathematics, 

as “games have educational values and are played for enjoyment and pupils enjoy games in mathematics “(Ediger & 

Rao, 2000, p.152). Games are transformed in a particular form when they are used for educational purposes. They are 

still games but they are used for specific aim to learn particular things, and to develop certain strategies or 

abilities,(Barbara, Mattson & Chu,2008). Designing educational games for facilitating games-based learning is highly 

emphasized in the literature (O’Neil & Fisher, 2004). 

Games can be used as a tool in the classroom to engage students. As according to Corti (2006), games engage 

people psychologically and physiologically and the people engaged in the games can have emotional experiences. 

Games are the ideal tool for imparting education to students and are helpful in accommodating multiple learning styles 
and offer decision and interactive context (Holland, Jenkins, & Squire, 2003). Games are means for promoting the 

interaction, increasing motivation, and advancing students’ thinking skills (McFarlane, Sparrowhawk & Heald, 2002).  

Games help to create and provide an environment for the users in which they learn the process of explanation, 
description, construction, assessment, and the evaluation of advanced problem solving skills (Corti, 2005). From the 

above discussion, it can be concluded that games are considered to be an unavoidable factor for enhancing and 

accelerating the teaching learning process. With the acceleration of teaching learning process, students’ achievement 

will also be improved in all their respective subjects including mathematics. Here in this paper, achievement in the 

subject of mathematics refers to the academic performance of students in solving the mathematical questions by the 

concepts presented in their mathematics textbooks.  

Regarding the role in teaching learning process, Barbara & Chu (2008) stated, “Games are effective tools for 

learning because they offer students a hypothetical environment in which they can explore alternative decisions 

without the risk of failure”. Games are the sources of students’ engagement, which can be valuable, and they have a 
role in learning (Eck, 2006). Research studies support that games can be used effectively for instructions in the 

teaching learning process (Squire, 2005, Shaffer, 2006). An experimental study conducted by Chuang & Chen (2009) 

shows that the computer based video games can promote students’ learning and performance.  

 

Need of Games-based teaching and learning 
 
It is the age of advanced technology. Whenever there is discussion about games-based teaching and learning, it is 

considered as technological games or computer games. Technological games are such games in which electronic 

devices in any form are used. On the other hand such games, in which there is no use of any kind of electronic devices 

in any form are considered as non-technological games. Here in this paper the game, “Guess & Tell” (Appendix A) is 

a non-technological game. 

 

Technological Games 

   

The games played through technology in the classroom have their own significance and advantages. For instance, 

video games have great benefits in the classroom and various subjects can be taught through video simulation games 

(Deubel, 2006). Such video games provide opportunities to students for exercising practice skills in the classroom. 

These are helpful for students, in exploring the solution of the new problems they face in life. Creativity of students 

can be accelerated and sound learning principles can be utilized through good video games (Gee, 2003, 2007).  

Various studies in different perspectives had been conducted for evaluation of games-based teaching learning 

process (see e.g. Lisi & Wolford, 2002, Funk, 2001). Most of the evaluation of games based teaching and learning 

emphasized the psychological and behavior aspects of learners (Provenzo, 1991, Squire, 2003). Whatever the aspects 
may be, besides the benefits of the games based teaching, numerous other critics have also criticized it (Connolly, 

Stansfield & Hainey, 2007). For example Gros (2007) reports that playing videogames provide many undesirable 

things to learn.  
These varied opinions about games-based teaching and learning realize the need to research various 

dimensions and methods in which the integration of games in the learning process can be possible (Eck, 2006). Some 

of the researchers justify the need of research in regard to games based teaching and learning and are of the opinion 
that the evaluation of the effect of the games-based learning approach is limited and in many cases nonexistent 

(Connolly, Stansfield, & Hainey, 2007). Most of the studies carried out about evaluating and searching out the effect 
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of games-based teaching and learning are in the context of technological games. No efforts have been made regarding 

the studies about the effectiveness of non-technological games. 

   

Non-technological games 
 

In fact the need and benefits of technological games will always exist and it is fruitful in teaching learning process. 
However, ground reality shows that in this global world technological games are not available everywhere. Millions 

of people in this global village lack basic facilities like water, food, shelter, and electricity and obviously there will be 

limited or no chance of incorporating technological games for teaching learning process. 

It can be said that in spite of all the benefits of technological games, being the citizens of a global village, it is 

the challenge for all those who are involved in teaching learning process to think about those students who have no 

technological facilities. In such a situation the need of games with out technology will always exist. So the non-

technological games of low cost or no cost can meet the needs of those students who have no technological games in 

schools. Particularly when non-technological more specifically non-computer based games have the same potential 

function as of the computer based games (Hamey, 2003). 
Generally, it is believed that through game-based teaching the learner needs to be engaged personally in 

performing the activities himself/herself. The learner should not receive readymade results presented by some one else. 

Rather he/she should be directly involved in the process for exploring the results (Bransford, Brown & Cocking, 2002). 
This non-technological game “Guess & Tell” was developed for the purpose of engaging learner himself/herself in 

performing the activities. The game developed was the modified form of the traditional game which youngster often 

play for entertainment in the local area. It was about the utilization of thinking and guessing power of the students. 

The aim of the game was to check its impact in perspectives other than learners’ psychological and behavioral 

aspects, cited in the literature (Provenzo, 1991; Squire, 2003; Lisi & Wolford, 2002; Funk, 2001). This game was 

intended to see its role in enhancing students’ achievement in mathematics. It was used for teaching mathematical 

concepts of ‘mean’ and ‘mode’ to the eight grade students. Before using an experiment, the game was tested in a 

situation other than the target sample. 

 

Purpose of the study 

 

This study was carried because of the following objectives; 
1- To evaluate the effect of non-technological game based teaching on students’ achievement in mathematics. 

2- To compare the difference in the achievement level of male and female students through the use of non-

technological game in teaching mathematics.  

 

Hypothesis 

 

To achieve the objectives, the following null hypotheses were tested: 

 

Ho1: There is no significant difference between the pre test and post-test scores of the whole male & female students. 

Ho2: There is no significant difference between the pre-test post-test scores of male students. 

Ho3: There is no significant difference between the pre-test post-test scores of female students. 

Ho4: There is no significant difference between the achievement level of male and female students. 

 

METHOD 

 

Sample 

 

A total of 39 (thirty-nine) grade eight students having an average age of fourteen years of government middle school 

in rural area of District Karak in the province of Khyber Pakhtoonkhwa (KPK) were selected for the study. The 
students comprised 16 males and 23 females. Permission from the parents of the students who took part in this study 

was not taken, as in Pakistan normally permission from parents is not needed.    

In this school, co-education is offered. Co- education refers to the education of male and female studying in 
the same institute and class as well. The class under consideration is unique, as due to the social norms of Pakistani 

culture and religious constraints there is no trend of co-education in the public sector institutions at elementary and 

secondary level. As the religious and cultural limitations, discourage parents from sending their daughters to mixed 
gender schools (Khan, 2008).  
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Research design 
 

In this study one group pretest-posttest  (Best & Kahn, 2003) experimental design was used. Symbolic presentation of 

the design is; 

       O1         X          O2 

Where   O1= Pre-test   and    O2= Post-test 
 

The independent variable in this study was the game ‘Guess & Tell’ and the dependent variable was students’ 

achievement in mathematics. The measurement has been made prior to the exposition to the game and after the 

implementation of the game. The teaching through this game was carried through a period of two weeks. The duration 

of period varied from 40 to 55 minutes per working day. 

 

Instrument 

 

Two instruments were used in this study. The first instrument was the game, ‘Guess & Tell’ which was used as an 
instructional tool for teaching mathematical concepts ‘mean’ and ‘mode’. Second instrument was students’ 

achievement test (pre post-test). Tests were used with the intention to evaluate students’ achievement in mathematics. 

For pre test, the achievement test was prepared from the textbook (NWFP, 2006) on the basis of the previous 
knowledge of the students with the consultation of concerned teacher. In the post-test for determining the achievement 

level of the students, questions were selected from the chapter taught to the students through game based teaching 

entitled 'Information handling (chapter 4) from the 8
th
 grade Mathematics text book. Furthermore, the test was 

prepared both by the researcher and the concerned teacher in collaboration. 

 

Procedure 

 

A pre-test prepared by the teacher was administered for finding the existing achievement level of students. After the 

pre-test, students of the whole class were divided into two groups, named Gulab Team and Yasmin Team. In each 
team there were mix gender students. Then the game “Guess & Tell” was applied in the classroom for two weeks in 

three different forms for teaching the concepts of ‘Mode’ and ‘Mean’ to the students. Before administering the game 

in the classroom, one week training was given to the teacher about how to use the game in the classroom. The teacher 
played double role in the whole process. On one side he became a participant in game playing and on the other side he 

taught mathematics to the students. After finishing two weeks games-based teaching, a post-test was administered for 

determining the effect of the game in improving students’ achievement in mathematics.  

 

Data analysis 

 

For the analysis of data, paired sample t-test was applied. For applying paired sample t-test, statistical software SPSS 

version16.0 was used.   

 

RESULTS & DISCUSSION 

 

Results of the whole class  

   

On the whole the post-test mean score of male and female was higher than pre-test score (Table 5-a) and there was a 

strong positive correlation between the pre-test post-test scores of the students as a whole (Table 5-b). The analysis 

shows that there was a significant change in the students’ achievement in post-test scores. Using paired sample test at 

the significance level of 0.05, t (37) = 5.091 at  p=.000 (Table 5-c) enable us to reject our null hypothesis Ho1, that 

there is no difference between the post-test pre-test scores of the students. So by correcting ourselves, we can say that 

there is a significant difference between post-test pre-test scores and it can be concluded that game ‘guess & tell’ has 
positive effective on students’ achievement in mathematics. 
 

Table 5-a 

Paired Samples Statistics 

  Mean N Std. Deviation Std. Error Mean 

Pair 1 Post-test 16.4211 38 6.82852 1.10773 

Pre-test 12.6053 38 6.08294 .98678 

  

Table 5-b 
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Paired Samples Correlations 

  N Correlation Sig. 

Pair 1 Post-test &  

Pre-test 

38 .750 .000 

 

 

Table 5-c 

Paired Samples Test 

  Paired Differences 

  Mean Std. 

Deviation 

Std. Error 

Mean 

95% Confidence 

Interval of the 

Difference 

t df Sig. (2-tailed) 

  Lower Upper 

Pair 1 Post-test  – 

Pre-test 

3.81579 4.61991 .74945 2.29726 5.33431 5.091 37 .000 

 

Male Students’ Results 

 

Like the whole class results, the male students’ mean achievement score in the post-test was higher than their pre-test 
mean score (table 6-a) and there was positive correlation (.617) between male students’ pre-test post-test scores (Table 

6-b). A paired sample t-test showed a statistically reliable difference between the post-test and pre-test scores of male 

students at t (14)=3.579, p=0, at the significance level of 0.05 (table 6-c). This implies that the non- technological 

game ‘Guess & Tell’ had positive effect on male students achievement in mathematics. So the null hypothesis H02 that 

there is no difference in the pre-test post –test scores of male students cannot be accepted. 
 

Table 6-a 

Paired Samples Statistics 

 Mean N Std. Deviation Std. Error Mean 

Pair 1 Post-test 17.9333 15 5.90964 1.52586 

Pre-test 12.8667 15 6.55599 1.69275 

 

 

 

Table 6-b 
 

Paired Samples Correlations 

  N Correlation Sig. 

Pair 1 PostTest & PreTest 15 .617 .014 

 

Table 6-c 

Paired Samples Test 

Paired Differences 

Mean Std. 

Deviation 

Std. Error 

Mean 

95% Confidence Interval 

of the Difference 

t df Sig. (2-tailed) 

Lower Upper 

5.06667 5.48331 1.41578 2.03011 8.10322 3.579 14 .003 

 

Female Students’ Results 

 

A difference in the means of post-test pre-test scores of female students achievement was noted as 3.00 (table 7-a), 

and a positive correlation 0.850 between their post and pre-test scores (Table 7-b) was also observed. There was a 

significant difference between female students pre and post-test scores with t (22)=3.715, p=0.001 at 95% confidence 

level (Table 7-c). This result suggest to reject the null hypothesis H03 that there is no significant difference in female 
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students’ pre & post test-test achievement scores. So the game ‘Guess & Tell’ helped in improving female students’ 

achievement in mathematics. 
 

Table 7-a 

Paired Samples Statistics 

  Mean N Std. Deviation Std. Error Mean 

Pair 1 Post-test 15.4348 23 7.32261 1.52687 

Pre-test 12.4348 23 5.89935 1.23010 

 

 

Table 7-b 

Paired Samples Correlations 

  N Correlation Sig. 

Pair 1 Post-test & Pre-test 23 .850 .000 

 

Table 7-c 

Paired Samples Test 

  Paired Differences 

  Mean Std. 

Deviation 

Std. Error 

Mean 

95% Confidence 

Interval of the 

Difference 

t df Sig. (2-tailed) 

  Lower Upper 

Pair 1 Post-test 

– Pre-test 

3.00000 3.87298 .80757 1.32520 4.67480 3.715 22 .001 

 

Differences in Male and Female Students’ Achievement Scores 

 

Results reveal (table 8a & table 8b), that there was no significant difference in male and female achievement scores. A 
t-test didn’t show a statistically reliable difference between the mean achievement that male students have (M=5.0667, 

SD=5.48331) and that female students have (M=3.00, SD=3.87298), t(36)= 0.181, at p < 0.05  confidence level. These 

results compel us to retain the null hypothesis H04 that there is no significant difference in male and female 

achievement scores.  
 

Table 8-a 

 

Table8-b 

 

 

 

Group Statistics 

 Gender N Mean Std. Deviation Std. Error Mean 

Test 

Difference 

Male 15 5.0667 5.48331 1.41578 

Female 23 3.0000 3.87298 .80757 

Independent Samples Test 

  Levene's Test for 

Equality of 

Variances 

t-test for Equality of Means 

  F Sig. t df Sig. (2-

tailed) 

Mean 

Difference 

Std. Error 

Difference 

95% Confidence 

Interval of the 

Difference 

  Lower Upper 

Test 

Difference 

Equal 

variances 

assumed 

1.958 .170 1.363 36 .181 2.06667 1.51576 -

1.00745 

5.14078 

Equal 

variances 

not assumed 

  1.268 23.040 .217 2.06667 1.62991 -

1.30474 

5.43807 
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DISCUSSION 
 

The overall impact of the game, ‘Guess & Tell’ was very positive on students’ achievement in mathematics. 

Performance of male and female students both improved as a result of the treatment of the game. Gender has an 

important role in playing and selecting a game (Joseph & Kinzie, 2008) and hence generally it is supposed that games 

based teaching will differently affect the achievement of male and female students. Yet in this experiment, there was 
no statistically significant difference between male and female students’ achievement. However, pre-test and post-test 

achievement scores (Appendix B & C) show that male students made more progress than their counterpart.. Also the 

mean difference between pre-test and post-test score of male students was 5.06 and between female students was 3.00. 

This research supports the research studies that games and simulation are helpful for both genders (Vogel et al, 2006).  

Teaching through games play different roles in teaching learning process. It motivate students and help them 

to develop skills, abilities, strategies (Barbara Martinson, ChiaLing Hsieh Mattson and Sauman Chu,2008) . Similarly 

this game, Guess & Tell’ play an important role in the improvement of students achievement in mathematics. The 

results of this study support the video games-based teaching findings of Chuang & Chen (2009) study that game has 

positive effects on the students’ achievement while teaching mathematics at elementary level. The game used in the 
class room for teaching the concept of ‘mode’ and ‘mean’ to the students helped to expose each student for 

engagement practically in solving mathematical concepts ‘mode’ and ‘mean’ during teaching. This led to a better 

understanding of mathematics which enabled the students to achieve better scores after teaching through, “Guess and 
Tell” game. Hence its results strengthen the idea that game playing is a successful pedagogical approach (Thiagarajan 

& Parker, 1999). 

 

Limitations of the study 

 

There were several limitations in this study. The two groups control and experimental would more better for this study, 

but due to the unavailability of more students in the same school and such mix gender public school in its near 

surroundings. So the use of a single group experimental design was limitation of the study. The students’ achievement 

pre and post-tests were developed by the researcher in collaboration with the classroom teacher and were not 
statistically tested for reliability. Hence teacher made test was limitation of the study. Time of the game was not 

observed and was also limitation of the study. 

 

CONCLUSIONS 

 

Contrary to the practices made in the previous studies, in which mostly the effect of technological games was 
examined on students’ performance in different perspectives. This study was developed to investigate the role of non-

technological games in the enhancement of students, achievement in mathematics. Based on the results and limitations 

stated earlier the following conclusions were drawn. 

The results of this study provide evidence that non-technological games can facilitate students’ improvement 

in mathematics achievement. It can play the role similar to that of technological games in teaching learning process. 

Students can be uplifted academically through non-technological games without using technology. Such games are the 

alternatives for the areas where there is no availability of technological games. Further more, such games provide 

equal opportunities for male and female students to elevate their understanding in mathematics. 

This study may be a base for teachers to discover more such type of games in their surroundings and use these 

games in teaching of their respective subjects. The game used in this study can work as a catalyst for preparing 

teachers to create their own games for teaching of all the subjects including mathematics. The study also impart the 

message to the teachers training institutions to establish research cells for the preparation and making of such kind of 

games.  

This game is potentially capable to create more occasions for classroom interaction among students and 

between students and the teacher. Although the classroom interaction factor was not the focus of this study, however it 

gives the notion that such kind of games can improve classroom interaction among students particularly between male 
and female in a mix gender classroom.  

 

Implications for Further Studies 

 

Consequently, it creates the implication for further studies to find the impact of this game on students’ interest in 

mathematics. This game can be used for further studies on the improvement of classroom interaction among students 
and between students and teachers. This game also provides opportunity for further studies to find its role in lessening 

gender discriminatory behavior of students in co-educational institutions. 
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Appendix A 

 

 Over view of the Game: 

 

Each team contained both male and female students. Five colors were given to Yasmin team and the students of Gulab team were 

asked following question, “Guess and Tell which color is in my hand?” There were four chances for guessing. If the answer was 

correct in the first chance, the students were given 10 scores, in the second chance 8 scores; in the third chance 6, scores in the 

fourth chance 2 scores other wise Zero was awarded. In each chance the students of the winner team were clapping. During this 

process one student was writing the score of the team on the black board and the rest of the students were asked to write down the 

score in their notebooks. After doing the game twelve times, the score of the team was shown on the black board as is in table 1. 

 

Table-1 Score of Gulab Team 

No of games Score gained 

1 2 

2 6 

3 8 

4 6 

5 10 

6 0 

7 6 

8 8 

9 2 

10 6 

11 2 

12 6 

 

Students were asked to tell which score the Gulab team has more frequently gained? They answered that the score 6 has mostly 

repeated hence it has gained score 6 more frequently. So a prize of six bubbles was given to each student of Gulab team. The 

teacher explained the students that the most repeated number in any data is called mode, hence in this game the mode was 6 

because the number 6 was mostly repeated. 

 

The same game was repeated but this time the students of Gulab team asked the students of Yasmin team the same question, 

“Guess and Tell which color is in my hand?” After doing the game twelve times on the same procedure as discussed earlier, the 

score of Yasmin team was shown on the black board in table 2. 

 

Table-2 Score of Yasmin Team 

No of games Score gained 

1 10 

2 8 

3 6 

4 6 

5 8 

6 10 

7 2 

8 6 

9 8 

10 10 

11 10 

12 2 

 

The students were again asked to tell the scores that is repeated most of the time in the table 2. The students answered 10.The 

teacher told that the ‘mode’ of this game is 10 and ten bubbles were given to each student of Yasmin team as a prize.  

The time for playing the game was 40 minutes. This game was carried on for four days. In the next two days, the teacher 

taught the method of finding ‘mode’ through solving examples given in the textbook. The questions about finding ‘mode’ were 

solved by students as well. 

In the next week, the same game was carried on in the same manner. However, this time in each turn, bubbles equivalent 

to the score gained by a team were given to a student. At the end one student calculated the sum of the score on the black board 

(Table 3). The other student reckoned all the bubbles in hand and the remaining students were asked to sum up the scores in their 

notebooks. The sum was found as 86. The students were asked to divide the sum 86 by the number of games that is 12.One 

student on the black board and others in their notebooks divided the total score by the total number of games. The answer was told 

as 7.13, which the teacher told as the mean of the score. To each student 7 bubbles were given for actively participating in the 
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game. The teacher told the students that the symbol ‘ ’ is for score gained; ‘∑, is for sum and ‘ X ’ for mean. At the end the 

teacher explained the method of finding mean by simple formula i.e. total sum of the score divided by total turns. Mathematically 

we write it n

x
X

∑
=

 . 

Table-3 Finding mean of the score gained 

 

No of games Score gained 

X 

1 10 

2 8 

3 6 

4 6 

5 8 

6 10 

7 2 

8 6 

9 8 

10 10 

11 10 

12 2 

Total no. of games i.e 

n=12 

Sum of total score i.e 

∑X =86 

                        

Formula for mean is, 
n

x
X

∑
=  

X = 86/12 

=7.13 

This game was repeated for few days. Later on the teacher taught the process of finding ‘mean’ from the students’ textbook and 

students also practiced of solving questions about finding ‘mean’ themselves. 

For the purpose of finding mean through other formula, the same game “Guess & Tell” was again carried on with little 

modification. Before starting the game, the students were divided into groups such that each group had different number of 

students. The numbers of students in each group were as follows: 

 

Group 1= 8 students 

Group 2= 5 students 

Group3 = 7 students 

Group 4= 1 students 

Group 5= 9 student 

Group 6= 4 students 

Group 7= 3 students 

Group 8= 2 students 

 

This time the teacher himself asked the groups to guess and tell which color was in his hand. The score procedure was the same as 

mentioned in the first game. However, the score gained by the group was also considered as the individual score of each student 

of the group (see table 4). The teacher explained the students that number of students in a group is called its frequency and it is 

represented by the symbol ‘ f ’. The symbol ‘X’ for score and ‘ X ’ for mean were also explained again. The teacher told the 

students the method of finding the mean through this formula. He told that the ‘mean’ can be obtained by dividing the total sum of 

‘ f x’ (∑ f X) by the total sum of frequency (∑ f ). i.e. 

∑
∑

=
f

fx
X . 
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Table 4 Finding mean in a group data 

 

Name of the group Number of students in the 

group(frequency)=f 

Score of the 

group=x 

fx 

Group 1 8 10 80 

Group 2 5 6 30 

Group 3 7 4 28 

Group 4 1 10 10 

Group 5 9 2 18 

Group 6 4 8 32 

Group 7 3 10 30 

Group 8 2 8 16 

 Total sum of frequencies i.e 

∑f=39 

 Total sum of fx i.e 

=244 

 

Formula for Mean in this case is 

∑
∑

=
f

fx
X  

So Mean = 244/39 

=6.25 

After using the game for few days, the questions on the above pattern in the textbook were solved by teacher in the 

classroom and the practices of such questions was done by the students themselves in the remaining days of the week. At the end 

of the game, in the next week the post-test for determining the achievement level of the students was administered in the 

classroom.  

 

Appendix B 

 
Note: All the students’ names are pseudonym. In the pre-test , post test achievement tests the students score is out of 30 marks 

because the test in both the cases were of 30 marks.  
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Male’ Post test Score 
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Appendix: C 

Female’ Pre test Score: 

Name 

of 
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Female’ post-test scores 
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Abstract 

 
The advent of globalization problematizes and challenges the notion of bounded citizenship as 

conceptualized and perceived among established democracies and nations of the world. It 

threatens to undermine the key characteristics of the nation-state such as sovereignty, autonomy 

and democracy. The major purpose of this study was to explore the social studies teachers’ 

conceptualizations and experiences on citizenship through the teaching of social studies in primary 

schools in Botswana. Anchored within post colonial theory, the study was qualitative and 

employed the naturalistic inquiry paradigm. Qualitative methods were used to collect data. Data 

were analyzed using grounded theory through the constant comparative technique. The findings of 

the study revealed that social studies teachers’ conceptualize citizenship in multiple ways. The 

findings lead to the conclusion that citizenship in Botswana is fluid and not homogeneous as one 

might have thought given the national aspirations of social harmony, unity and nation building that 

were adopted at independence in 1966. The study recommends that citizenship be re-imagined in 

schools in an effort to deconstruct the master narratives that are often western oriented. 

 

Keywords: Citizenship Education, Social Studies, Globalization, Naturalistic Inquiry, Post 

Colonial Theory.  
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INTRODUCTION 

 

Social studies is referred to in some countries as social education and in other countries it is taught as citizenship 

education (Ross, 2006). Numerous scholars in the field of social studies are in concert with regards to the role of social 

studies as being citizen preparation (Mhlauli, 2010; Ajiboye, 2009; Evans, 2006; Ross, 2006; Thornton, 2005).  There is a 

widely held view that not all countries have policies requiring students to have instruction that prepares them to be 

citizens. Some countries such as the United Kingdom, Australia and Netherlands did not have any programs in their 

education systems that were deliberately aimed at teaching ‘political education’ or preparation of citizens (Hahn, 2001). 

The author further extols that in contrast, countries such as Denmark, Germany and USA have educational policies that 

are aimed at developing informed and participating citizens. However, there is considerable evidence to suggest that the 

citizenship education initiative is embraced globally. For example, the year 2005 was designated as the year of European 

citizenship through education. Furthermore, there is increasing interest in the discourse of citizenship education in Asia, in 

countries like Japan, China and Pakistan (Davies & Pike, 2009). In Great Britain, citizenship education is a contentious 

issue and still at its embryonic stages as it was officially introduced in 2000 and became mandatory at secondary school 

level from September, 2002 (Crick, 2007; Figueroa, 2004).  
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 Historically the notion of citizenship was not recognized by the British Government until the September 11
th
 

attacks on the United States and the “Riots” in England in June 2001 (Figueroa, 2004). These incidents though taking 

place in different parts of the world (USA and England) acted as a wakeup call and a catalyst towards the rethinking of 

citizen preparation in Great Britain. Denmark on the other hand has an interesting program on preparing citizens in a 

democracy (Hahn, 1999). They have what is called the folkskole law which basically requires that schools should model 

democracy and students have weekly meetings where they discuss and resolve class problems, plan class trips and select 

topics for investigation in the class titled “contemporary studies”. Of recent “contemporary studies” has been replaced by 

“social studies” in Demark schools (Hahn, 1999). 

Citizenship education has always been regarded as a western concept within the African continent (Abdi, 2008; 

Mautle, 2000).  This has exacerbated the narrow view that citizenship education is new as its approach in schools is often 

western oriented.  In Botswana, the question of citizenship is a complex one as there are tensions brought about by the 

traditional and cultural make up of the society complicated by the advent of globalization and modernization that have 

permeated the society (Nyamnjoh, 2006). A citizen in Botswana can be identified by the legal documents such as Omang 

(Identity Card) which distinguishes him or her from foreigners. Furthermore, a citizen of Botswana has certain 

entitlements which include the right to obtain land for free and vote from the age of eighteen (Nyamnjoh, 2006; Preece & 

Mosweunyane, 2004). A citizen of Botswana has duties and responsibilities and these include being patriotic, respect for 

the constitution, paying taxes, participating in national activities, obeying and upholding laws of the country, protecting 

your country from enemies and voting during elections (Mhlauli, 2010). This legal conception of citizenship characterizes 

citizenship as understood within the school curriculum and is based on the western interpretations of citizenship, hence 

the need to decolonize knowledge to reflect our own ways of knowing. 

 Nyamnjoh (2006) provides a vivid picture of the state of affairs in relation to citizenship, identity and the politics 

of difference in Botswana. He argues that though there are legal provisions of equality of citizenship to all men and 

women in principle, in practice there are inequalities in citizenship as there is a hierarchy of citizenship that is fostered by 

the political, social and cultural inequalities. This hierarchy has resulted in some Batswana (people of Botswana) being of 

lesser Batswana than others. Running in parallel to this hierarchy is the acceptance and treatment of foreigners and 

immigrants as not all of them are welcome or accorded similar status, respect, privileges or rights. The tendency has been 

to scapegoat and label other Black Africans as Makwerekwere, a situation that denies them of a name of their choice. 

Their presence is as well dependent on the degree and is subject to renegotiation in different circumstances. 

 Nyamnjoh (2006) reminds us that being a rights-bearing Motswana (Citizen of Botswana) is dependent on the 

degree and power relations that one has, therefore indicating that nothing is fixed, not even the rhetoric of rights as they 

are dependent on context and issues at stake. The contention is that like many countries in Africa, Botswana is one of 

those countries where ethnic citizenship and belonging has almost disappeared in favor of a single political and legal 

citizenship and nation-building. As a result of globalization  there are growing tensions of belonging and identity politics 

that are matched by a growing urge of differentiating between “ ‘locals’, ‘nationals’, ‘citizens’, ‘autochthons’ or ‘insiders’ 

on the one hand;  and ‘foreigners’, ‘immigrants’, ‘strangers’ or ‘outsiders’ on the other, with the focus on opportunities, 

economic entitlements, cultural recognition and political representation” (Nyamnjoh, 2006, p.3). In recent years, 

Botswana has experienced tensions as marginalized ethnic groups have sought for equity, better representation and more 

access to national resources and opportunities. This scenario to some extent demonstrates not only the paradoxes and 

contradictions of globalization but also the limits of bounded notions of citizenship and belonging informed by the 

‘nation-state’ and its hierarchies. 

Social studies as citizenship education seek to provide students with the knowledge, skills, values, dispositions 

and attitudes which will enable them to actively participate as citizens in a democracy (Ajiboye, 2009). Since its 

introduction in the primary school curriculum in Botswana in 1969, there have been doubts as to whether the subject is 

achieving its major goal of developing good citizens. These doubts emanated from recent trends and evidence from 

studies that suggest that products of schools are exhibiting behaviors that are not in tandem with good citizenship as 

encapsulated in the social studies curriculum (Ajiboye, 2009; Preece & Mosweunyane, 2004). The National Commission 

on Education (1993) also documented an outcry from the Botswana public about the moral decay prevalent among the 

youths that was not aligned to the Setswana culture hence negating the efforts of developing good citizens that are ideal to 

Botswana.  

The social studies teachers’ understanding of educating students for citizenship in a democracy is crucial to the 

achievement of the major goal of social studies since they are the ones at the frontline of any curriculum implementation 

and have a moral and social obligation of preparing future citizens. This view is in line with Thornton’s (2005) 

characterization of teachers as curricular-instructional gatekeepers which basically reflects their well known role as 

controllers of what is taught and how that is taught in their classrooms. Sim (2008) reinforces the teachers’ role by 
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asserting that a large part of how teachers tend the gates hinges on how they understand the subject, and in this case 

citizenship. Like in many developing countries, the discourse on citizenship education in Botswana is still to be 

implemented by teachers, yet very little is known about what social studies teachers’ think and say and their 

understandings of citizenship within the Botswana context. It is therefore, critical that subject specialist teachers of 

citizenship and in this case social studies teachers understand what it means and be in a position to explain what they do 

best regarding citizenship. To explore the identified problems, this study sought to: 

 

1. Explore the social studies teachers’ understandings, ideas and conceptualizations of citizenship. 

2. Find out from the social studies teachers what their experiences on citizenship are? 

3. Find out what curricular implications can be drawn from the study? 

4. Make recommendations pertaining to citizenship in schools. 

 

RESEARCH QUESTIONS 

The following broad research questions guided the study: 

1. What are the social studies teachers’ understandings and conceptualizations of citizenship as national identity? 

2. What are the social studies teachers’ understandings and conceptualizations of citizenship as participation? 

3. What are the social studies teachers’ understandings and conceptualizations of citizenship as responsibility? 

4. What are the social studies teachers’ understandings and conceptualizations of citizenship as self reliance? 

 

THEORETICAL FRAMEWORK 

In this article I use the post colonial lens to understand the teachers’ ideas, conceptions and experiences on citizenship in 

their classrooms and to query how mainstream academic knowledge continues to suppress and marginalize other ways of 

knowing and knowledge construction. Mainstream academic knowledge is explained  as  knowledge that “reinforces 

traditional and established knowledge in the social and behavioral sciences, as well as the knowledge that is 

institutionalized in the popular culture and the nation’s schools, colleges and universities” (Banks, 2008, p. 135). It is the 

form of knowledge that is seen to reinforce the status quo, perpetuates inequalities and the dominant power relationships 

in society in that it often carries with it the ‘codes of power’.  

Post colonial theory advocates for a number of issues in relation to education that range from “decolonizing 

knowledge and the production of transformative knowledge, mapping out the manifestations of the power of the west to 

the rest, and locates how the dichotomous representation of the world establishes a rigid division between local/global, 

citizen/foreigner, civilized/uncivilized, and also challenges the discourse of nationalism” (Subedi & Daza, 2008, p.2). This 

querying nature of post colonial theory makes it undoubtedly an invaluable tool for understanding the social studies 

teachers’ conceptualizations and experiences on citizenship within the Botswana context. 

 I further use Banks’ (2008) idea of transformative academic knowledge to interrogate the teachers’ ideas, 

experiences and conceptions about citizenship. “Transformative academic knowledge consists of paradigms and 

explanations that challenge some of the key epistemological assumptions of mainstream knowledge” (Banks, 2008, 

p.135). It is said to challenge mainstream knowledge that seem to perpetuate and expand the historical and literary canon. 

Transformative academic knowledge is content that when presented challenges the traditional interpretations that are seen 

as universalistic and unrelated to human interests (Marri, 2008). It enables students to acquire information, skills, and 

values to challenge inequality within their communities, nations and the world; to develop cosmopolitan values and 

perspectives; and to take actions to create just and democratic multicultural communities and societies  (Banks, 2008).  

In studying transformative academic knowledge one is inclined to conclude that it is related to Said (1978) notion 

of contrapuntal criticism.  Contrapuntal criticism is associated with a musical term for literary criticism and further 

emphasizes the issue of knowledge construction and how it impacts students (Rizvi & Lingard, 2006; Merryfield & 

Subedi, 2006). This view holds that students need to understand knowledge construction, the politics of mainstream 

academic knowledge, post-colonial efforts to rewrite or resist master narratives and the inheritance of imperial 

worldviews (Willinsky, 1998). It is this knowledge that is often viewed as the truth without any consideration of how it 

affects the recipients that needs to be unpacked and debunked. The idea of deconstructing western imperialist knowledge 

is in concert with Said’s (1978) idea of hybridity and contrapuntal criticism. 
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LITERATURE REVIEW 
 

Theories of Citizenship 
 

Theories of citizenship as espoused in the literature on citizenship education tend to reflect a certain level of ambiguity 

and differences. Van Gunsteren (1998) identifies four theories of citizenship that seem to differ in terms of orientation and 

practice such as; Liberal, Communitarian, Civic-Republican and Neo-Republican theories. The first theory is that of 

liberal citizenship which is rights –based; civic republicanism which is responsibilities-based; the communitarian 

citizenship which is collectivist; and lastly the neo-republicanism which combines elements of civic republicanism and 

liberal views of citizenship (Evans, 2006; Van Gunsteren, 1998).  According to Van Gunsteren (1998) the Liberal-

Individualist theories view a citizen as a calculating holder of preferences and rights. Within this theory, citizenship is 

conferred on an individual by a state or nation. There exist a relationship between an individual and the state which 

includes both rights and responsibilities (Van Gunsteren, 1998). In the case of a democracy, the rights of an individual 

include the right to be heard and participate in their governance, equal protection of the law, the right to basic freedoms 

such as religion, speech and press. The responsibilities of the citizen include respect for the law and participation in 

activities of governance such as voting and joining interest and political parties (Engle & Ochoa, 1988). 

 Communitarian theories of citizenship view citizenship as more than a matter of rights and strongly emphasize 

that being a citizen involves belonging to a historically developed community (Van Gunsteren, 1998). Therefore, 

indicating that citizenship in the communitarian sense emphasize participation and identity (Preece & Mosweunyane, 

2004). For communitarians a citizen acts responsibly if they stay within the limits of what is acceptable within the 

community. The community is seen as a representation of unity and the absence of community indicates conflict. The 

community is well respected as it denotes a cultural resource that fosters people’s relationships. It is this type of 

citizenship that promotes voluntarism, self reliance and a commitment to each other. It operates at micro level and simply 

implies community responsibility (Preece & Mosweunyane, 2004). 

  Civic-Republican theories of citizenship place a single community, which is the republic community, at the center 

of political life. This means that it places more responsibility on the civil society. It recognizes the republican virtues of 

courage, devotion, military discipline and statesmanship and shows too little appreciation for characteristic values and 

diversity of other communities (Van Gunsteren, 1998). Putman (2000) contends that a strong civil society leads to a 

stronger state through the promotion of active social action which privileges the state by not challenging the status quo. 

 Lastly, the neo-republican conception of citizenship includes elements of all the other three theories, 

communitarian, republican and liberal-individualist thinking. The elements of neo-republicanism can be summarized into 

three concepts: the public realm, organizing plurality, and action (Van Gunsteren, 1998). The belief is that the duty of 

citizens is “to transform a community of fate into a republic that can be willed by all who are involved as citizens” (Van 

Gunsteren, 1998, p. 27). To them citizenship is created and recreated by citizens in action. Citizens have to possess 

competence, a repertoire of skills, goodwill, consensus on norms and values, tolerance and respect, and good judgment 

(Van Gunsteren, 1998). Nevertheless, these theories provide a conceptual guidance and indicate the contradictions 

inherent in terms of the conceptual understanding of citizenship as they show the binaries created in terms of individualist 

versus collectivist;  political rights versus social rights;  as well as local versus global (Evans, 2006). 

Teachers’ Perspectives on Citizenship Education 

Anderson et al (1997) conducted an excellent study of how elementary and secondary teachers define citizenship 

education. As a result of this study four perspectives emerged as; critical thinking perspective, legalistic perspective, 

cultural pluralism perspective, assimilationist perspective. These perspectives are in tandem with Barr, Barth and Shermis’ 

(1977) traditions in which they describe contrasting approaches to social studies as; teaching social studies as citizenship 

transmission, teaching social studies as social science, teaching social studies as reflective inquiry. According to the 

critical-thinking perspective, teachers who hold this view believe that citizenship education should help students question 

the status quo, develop critical thinking and questioning skills and encourage open-mindedness and tolerance (Anderson, 

et al, 1997). This perspective is aligned to Barr, Barth and Shermis (1977) tradition of teaching social studies as reflective 

inquiry in that it emphasizes the analysis of values, development of skills and dispositions and decision making. Banks 

(2008) refers to this model as the transformational model in that it views citizenship as a process of socialization and 

counter socialization. 

  The legalistic perspective contends that citizenship should stress obedience to the law, teach the basic structure of 

our political systems and inform students about their rights and responsibilities (Anderson, et al, 1997). This perspective 

dovetails with the tradition of teaching social studies as a social science since it puts emphasis on teaching knowledge as it 
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is structured within the disciplines and on discovery and inquiry activities (Brophy, 1990).  Teachers who fall within the 

cultural pluralism perspective define citizenship education as the celebration of diversity and pluralism. They believe that 

rather than teach about the basic structure of our political institutions, citizenship education should expose students to a 

range of ideologies (Anderson et al., 1997).  

Teachers within the assimilationist perspective hold similar views with those of the legalist in that they explicitly 

reject the current ideas of “political correctness” and want to transmit to students the dominant values of the society. This 

perspective resonates well with the tradition of teaching social studies as citizenship transmission with emphasis on the 

inculcation of traditional values (Brophy, 1990). This perspective is similar to the transmission model as explained in 

Weistheimer (2007) where students are encouraged to learn about the structure and function of the government, rights and 

responsibilities of citizenship and participate in non threatening civic activities. He argues that this model is shared by the 

assimilationist and legalists and is the most common model of citizenship education presented in elementary schools. In 

assessing the various conceptual frameworks of citizenship education as offered by various scholars (Van Gunsteren, 

1998; Anderson et al., 1997; Weistheimer, 2007), it becomes apparent that there is a lot of complexity and ambiguity 

surrounding citizenship education. However, these varied conceptions of citizenship education though conflicting at times 

offer understanding about what it means to educate for citizenship in a democracy. 

RESEARCH METHODOLOGY 

The study was qualitative in its approach and employed the naturalistic inquiry paradigm. Naturalistic inquiry is said to 

demand a natural setting (Guba & Lincoln, 1985). Lincoln and Guba (1985) further elaborate on the essence of a natural 

setting, that naturalist inquirers begin their research with the belief that constructions of realities cannot be separated from 

the world in which they occur or are experienced therefore emphasizing the relationship between time and context to 

understanding the phenomena under study.  This study was undertaken among eleven social studies teachers in six 

primary schools in one of the big villages in the central district in Botswana which in this study is referred to as 

Maretlweng village (pseudonym). Of the eleven teachers four were males and seven were females. The teachers’ age 

ranged between 30 and 55 years; where four teachers were between 30 and 35 years, three were between 36 and 45 years, 

two were between 46 and 50 and two were between 51- 55 years.  Purposive sampling was used to select the participants. 

The major aim of purposive sampling also referred to as theoretical sampling is to “select information-rich cases for study 

in depth” (Patton, 1990, p.169). The naturalistic inquirer prefers purposive sampling because it allows for the increase of 

the scope and range of data and the likelihood that a full array of multiple realities will be uncovered; it also maximizes 

the researcher’s ability to devise grounded theory that “takes account of local conditions, local mutual shaping’s, and local 

values” (Lincoln & Guba, 1985, p. 40). In this study I used a type of purposive sampling known as snowball sampling to 

select the social studies teachers who participated in the study (Patton, 1990). These teachers were chosen on the basis that 

they are experts in their area of concentration which is social studies and are in a better position to explain what they do 

best. 

 Individual interviews, participant observations and focus groups were used as methods for data collection. The 

individual interviews were used to solicit more in depth ideas on their conceptualizations and experiences on citizenship; 

this was used to inform the observations and further interviews.  Interviews have their own limitations, for instance, I 

interviewed teachers during break, lunch or after school. This at times made me rush over the interviews as teachers 

would either be in a hurry to go to the next class or tired after a long day of teaching. I observed the social studies teachers 

in different settings such as; classrooms and other outside activities in debate clubs, sports activities, staffroom  and 

traditional music practices in an effort to understand what they do and why they do what they do in relation to citizenship 

development and to listen to their ‘normal’ chats and gossips. The data obtained through observations was used to 

construct follow up interview questions and vice-versa. Focus groups were used to enable both the participants and 

researcher to see the group dynamics and how the individual responses contributed during discussions differ from or 

reinforce those of peers. Focus groups have their limitations in that they compromise confidentiality. At times teachers 

were not free to say what they would have said if interviewed individually. However, they enabled me to get the socio- 

cultural aspects of the study in that I was able to observe them when they are together on issues they agree or disagree on.  

Data were analyzed inductively using grounded theory and employed the constant comparative data analysis 

technique (Merriam, 1998, Patton, 1990) where I collected the data, transcribed, coded and categorized them in order to 

inform the next interviews and observations. In explaining constant comparative analysis it is stated that it “combines 

inductive category coding with a simultaneous comparison of all social incidents observed and coded”  (LeCompte & 

Preissle, 1993, p.256). Data analysis took place at the same time with data collection and I constantly used the questions 

raised during transcription to shape the questions for the next interviews. This process allowed me to mine the data 
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thoroughly in order to exhaust all possible gaps. Pseudonyms were used to protect the confidentiality and anonymity of 

the participants.  

FINDINGS AND DISCUSSIONS 

The findings from this study indicated that teachers conceptualize citizenship in multiple ways as; national identity, active 

participation, collective responsibility and self reliance. There are a number of reasons that may explain why teachers 

conceptualize citizenship in multiple ways among them the notion of bounded citizenship and nation building, 

globalization and the economic realities of the nation itself. Firstly, it should be borne in mind that at independence in 

1966, Botswana like many African nations emerging from colonialism opted for a form of citizenship that was political, 

legal, bounded and geared towards nation building as opposed to ethnic citizenship and belonging which was viewed as 

divisive. However, Nyamnjoh (2006) asserts that in recent years the country has experienced tensions of belonging and 

identity politics as various ethnic groups have sought equity, better representation and more access to national resources 

and opportunities. These identity politics tend to reject and query assimilationist policies of bounded national citizenship 

in favor of more differentiated ideas of citizenship which distinguishes between insiders and outsiders (Nyamnjoh, 2006).  

 Secondly, globalization with its accompanying agents of accelerated capital flow of goods, electronic information, 

diminishing borders and international migration have impacted Botswana negatively as they have exacerbated the 

insecurities and anxieties of  both local and foreigners hence bringing about greater obsession with citizenship and 

belonging. This has led to the re-actualization of boundaries and differences; and the questioning of previous assumptions 

about nationality and citizenship (Nyamnjoh, 2006). Thirdly, since independence, Botswana’s development has been 

guided by the national principles of democracy, development, unity and self reliance. The government of Botswana has 

been the main provider of education and employment. However, with the advent of the ongoing economic recession in the 

country and world, growing unemployment rates and lack of a diversified economy, it has become very clear that the 

government can no longer sustain such aspirations hence the need for citizens to seek alternative ways of survival. It is 

against this backdrop that there seem to be a shift of emphasis from a dependency on the government to self reliance 

initiatives. 

 Lastly, Botswana as a country since independence has experienced rapid economic growth and as such has 

attracted immigrant communities from different parts of the world such as Africa and Asia. The exodus of foreigners from 

other parts of the world has led to competition for jobs and this has also heighted the citizens insecurities as they believe 

that foreigners take up high profiled jobs in their country. This has provoked undesirable attitudes towards foreigners 

which have sparked notions of xenophobia. The economic realities of some of the neighboring countries such as 

Zimbabwe have also exacerbated the situation as their citizens come to Botswana illegally and create tensions and 

problems of illegal immigration. All the aforementioned accounts intersect to make the notion of citizenship complex and 

not a cut and dry situation. The findings are categorized according to research questions (RQs) and the themes generated 

are discussed below as: national identity, active participation, collective responsibility and self reliance. 

 

RQ1 Citizenship as National Identity 
 

All the teachers who participated in the study conceptualized citizenship as national identity. The teachers real names 

were not used for this study instead pseudonyms (Nkwe, Kabo, Kgabo, Kubu, Morubisi, Batho, Lorato, Neo, Mpho, 

Thato, Tau) were used to protect the confidentiality and anonymity of the respondents. National identity was explained in 

terms of belonging to a nation, possession of national documents and having pride in national symbols. During my initial 

interviews with teachers, I asked them “when you hear the word ‘citizenship’, what comes into your mind?” The teachers’ 

responses varied and the results are as presented below. 

 

Belonging to a Nation 
 

All the teachers who participated in this research perceived citizenship as a sense of belonging to a particular nation or 

country as well as identity and being proud of whom you are as a Motswana. In explaining the meaning of citizenship Ms 

Kubu had this to say: 

It means nationality, where you come from. But generally it means belonging to a certain country or nation. I 

believe as Batswana, we should be proud of who we are, that is our identity. We do not have to go around copying 

other people’s cultures to the extent that we forget about who we are. 

Ms Kabo defined citizenship as laid down in legal documents and had this to say: 
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The word citizenship and what it implies in my mind is that we are talking of individuals who belong to a certain 

state or country or they are members of the country by descent, origin or naturalization. If you are a foreigner and 

you adopt to become a citizen of Botswana you become a member of Botswana. 

 However, it was interesting to find that national belonging does not begin at national level as teachers felt that for 

one to belong to a nation they have to belong to a certain tribe or ethnic group in the country. This was interesting in that 

their conception of national identity and belonging was exclusionary as it totally left out ‘foreigners’ or ‘expatriates’ (as 

they are usually referred to in the country) who have naturalized as citizens. To emphasize the notion of national 

belonging as preceded by belonging to a tribe or ethnic group in Botswana Ms Lorato mentioned that: 

But generally it means belonging to a nation or country by birth or origin. It should be understood that one 

becomes a citizen of Botswana because he/she belongs to a particular ethnic group in Botswana. 

Mr Nkwe shared the same sentiments that: 

A citizen of Botswana has to be defined as someone who is originally a Motswana, she has been born within any 

territory of Botswana and has lived there, went to school in Botswana…, you belong to a certain area of Botswana 

like your tribe is in Botswana, for example; I am a Mokalaka (ethnic group) because I have lived to be a 

Motswana because I belong to the central district which is an area controlled in the past by Bangwato             

(Ethnic group). 

 The findings on national belonging as an element of citizenship and national identity clearly indicate that teachers 

view national belonging as emanating from ones’ ethnic group or tribe. To them ethnic belonging precedes national 

belonging, therefore, indicating that for one to be a citizen of Botswana (Motswana), she/he should first be a member of 

one of the ethnic groups in Botswana. These views are not surprising given the recent appeals made by some ethnic 

groups who have been marginalized as they are now seeking equity and recognition. 

National Symbols 

The findings also revealed that teachers were in unison in seeing national identity as being expressed through national 

symbols such as the national anthem, the flag, the coat of arms, national colors. These national symbols to them are a form 

of national identity and express a sense of pride in who they are. Mr Morubusi in weighing on national symbols and 

citizenship had this to say: 

In my teaching I require my students to bring national symbols such as the flag, t/shirts with national colors, coat 

of arms to basically show who they are and develop some pride in their country. I encourage them to show 

support to the national football team by wearing national symbols when they go to watch games. I believe doing 

so teaches the learners about who they are and develop some pride in their country. 

Ms Kubu also talked about the significance of national symbols to national identity and said: 

They (citizens) must have respect for the national anthem, you find that at times people just take things for 

granted where you find that children can use the national anthem during their play –this is not right. It should be 

respected because it identifies us as a nation and country from the rest of the world 

They also saw national symbols as a unifying factor in terms of citizenship since people belong to different ethnic groups. 

Ms Lorato expressed the importance of national symbols to national identity and mentioned that: 

Right now in our country we are from different ethnic groups and there is a flag  which has got three colors that 

represent the country that we are living in. The blue color represents the sky, that we Batswana (people of 

Botswana) depend on rain because it is unreliable, the white color represents the white people that are also found 

in our country and black color represents Batswana and other Black Africans who live in our country. 

It is not surprising that these teachers saw national symbols as national identity because they represent national unity and 

nation building as conceived at independence. 

National Documents 
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National documents were also identified as elements of national identity. They mentioned that national documents such as 

Omang (National Identity Card), passport, birth certificate and drivers’ license identified who you are. During their focus 

groups, Ms Neo emphasized the importance of having national documents and acquiring them through the right 

procedures in order to guard against corruption and nepotism and said that: 

…You know, even national documents such as National Identity (Omang), people should not take it for granted 

that people will hear me speaking that I am a Motswana, carry it all the time and produce it when it is needed 

because these things are important. They show your identity, who you are, where you come from. These things 

can speak for you, you don’t have to tell a person that you are a Motswana; you just take out these things and 

show them. Having a drivers’ license, they should know that there are no short cuts to having such documents, 

procedures should be followed. 

Having national documents was also related to being a responsible citizen who obeys the laws and this was echoed by Mr 

Kgabo during focus groups when saying: 

 Being responsible, obeying your country’s laws, following the constitution of the country and being responsible 

in whatever you do. Caring and loving your country. By being responsible according to people is for them to have 

national identity, passport whatever. They should do what is wanted by the law and not do things that are 

improper. 

 The possession of these national documents was also seen as a form of national identity in an effort to be able to 

differentiate between the nationals (Insiders) and foreigners (Outsiders). It appears they also see national documents as 

being able to help tell authentic from non authentic citizens. Ms Kabo in relating national documents to the politics of 

difference had this to say: 

Citizenship means being a Motswana. As a Motswana you should have an identity card Omang). The person must 

be born in Botswana and be able to speak Setswana. You have to belong to one of the ethnic groups in Botswana 

“O seka wabo o le Motebele hela jaaka o ntse fa o bo ore o Motswana” (when translated means that: “You 

should not be a Ndebele (ethnic group in Zimbabwe) as you are seated here and call yourself a Motswana 

(Referring to me)” 

According to Ms Kabo possessing national documents was a way of differentiating between real Batswana (born and 

belonging to the main ethnic groups in the country) and non real Batswana that is those Batswana who might have 

acquired citizenship through naturalization like me and do not belong to anyone of the recognized ethnic groups in 

Botswana. In fact Ms Kabo gave me a reality check in that she used me as an example of a non authentic Motswana and 

for the first time I came to realize that I am not regarded as a Motswana in my own country of birth. 

RQ2 Citizenship as Active Participation 

All the teachers who participated in the study conceptualized citizenship as active participation and this involved taking 

part in political, community and national activities. In their view participating in various activities was related to ‘good’ 

citizenship and nation building. 

Political Activities 

Political activities were viewed in relation to elections and voting for the government of their choice. Teachers expressed 

the importance of participating in elections as a way of expressing their wishes and a sign of belonging. Talking about 

participation, Ms Mpho had this to say: 

Taking part in elections, it is their own way of expressing themselves by choosing their leaders. Take part in 

activities that you are asked to take part in as long as they are the ones that will build your nation.  

Ms Kubu equated participation in political activities to good citizenship as she saw it as an important aspect of decision 

making and self expression which basically qualifies someone to be a good citizen at the same time developing national 

pride and she had this to say: 
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Even when it comes to elections, its high time everybody stands up to choose the government she wants because 

at times things are changing. We do not have to be saying the one in power is mine so I don’t need to vote. This 

makes you a proud citizen and knows that you have voted and were part of those who chose the government. 

Ms Kubu was very critical about people who do not participate during elections and lamented on voter apathy as a 

negation of good citizenship. Mr Tau saw participation in politics as a gateway to leadership positions. He mentioned that: 

Citizenship requires that as citizens we should participate in elections and vote for our leaders. As teachers we 

should teach our students good citizenship by encouraging them to aspire for higher positions and should not be 

afraid to take up leadership positions. If you are an adult, you are 18 years and above, you should be seen to be 

participating in elections, vote and be voted as members of the council or parliament. 

 However, the findings in this category took me by surprise to realize that teachers conceptualize political 

activities narrowly in terms of elections and voting. There was no mention of participation in political organizations for 

the youth, attending freedom squares and debating on issues of national interest or engaging in associations that are geared 

towards political education. 

Community Activities 

Active participation was also seen in relation to taking part in community or local activities that would help others. This 

would involve taking leadership positions that would benefit the community that they live in. Community activities that 

were mentioned included attending kgotla meetings, participating in village development committees (VDC’s), Parents 

Teachers’ Associations (PTA’s), attending funerals and weddings,  Drought Relief Projects (Ipelegeng) and  crime 

prevention groups (Twantsho borukuthi). Teachers saw participating in such activities as ways of making one to belong to 

a certain community. Ms Thato had this to say when talking about community activities: 

Citizens in Botswana should take part or participate in community activities like weddings, funerals and 

community projects such as drought relief projects (Ipelegeng), village development committees(VDC’s) and 

Parents Teachers’ Associations (PTA’s). As they are to be good citizens they have to take part, say out their 

views, make their own decisions, so that they know and feel that they belong, they are part and parcel of the 

community.  

Mr Tau had this to say: 

Citizens must be seen to be participating in community services, attending kgotla meetings to see activities done 

and issues discussed. It is important to attend kgotla meetings in order to make decisions in the area you are living 

in, the ward, and the village. We should be peace loving society. If there are community issues to be discussed at 

a kgotla meeting, we should be raising them peacefully without any confrontations.  

 It was interesting to find that the community activities that the teachers discussed ranged from development 

activities such as VDC’s and PTA’s to social activities such as weddings and funerals. Batswana are popularly known for 

their kinship ties and associations and it was not surprising to find that funerals and weddings were mostly mentioned as 

important community activities because that is where social networks are created, and kinship ties rekindled and failure to 

attend renders one an outcast in the society and no one wants to be seen in that way. The notion of discussing issues 

properly, peacefully without any confrontation is an interesting one as it is pivotal to our understanding of the teachers’ 

interpretations of participation, citizenship and democracy in Botswana. 

National Activities (Volunteerism) 

Active participation was also described in terms of being involved in national activities. Though teachers emphasized the 

difference between national and community activities it was quite difficult to draw a distinction between the two. In 

expressing their views on citizenship, active participation and national activities, Mr Kgabo insisted that: 

Citizenship involves participating in national activities such as referendum, population census, conduct of 

elections on election day, have knowledge about the Independent Electoral Commission (IEC) and participate in 

its activities, how it operates, they must know about these things. They must engage in national drama groups that 

represent the country outside. 
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Ms Kabo shared the same sentiments when she elaborated on national activities that: 

Citizens in Botswana should take part in national activities like national elections where they vote for their 

national leaders such as Members of Parliament, referendums to make decisions concerning their lives, crime 

prevention groups at national level. We should participate in national events like culture day… 

Teachers also associated active participation with national activities and volunteerism which they saw as important 

aspects of good governance. Ms Batho had this to say:   

Citizenship calls for responsible citizens and as a good citizen you must ascribe to good governance like if there 

are elections, elect those you feel should be elected. Volunteer a lot. We are also expected to participate in the 

national activities, for example, national elections, cleaning campaigns or voluntary work. We are also expected 

to say out our views through councilors and members of parliament. 

 The findings on citizenship as active participation did not surprise me as they depict a clear picture of how 

democracy and citizenship are practiced and understood within the Botswana context where elections and voting are seen 

as the most important aspects of good citizenship. These forms of citizenship follow the liberal model of citizenship which 

advocates for citizens rights and civic duties. This narrow conception of active participation being related to elections and 

voting maybe attributed to the confusion emanating from the understanding of democracy as it is not clear whether 

democracy should be taught from a Eurocentric view or Tswana traditional view or a combination of the two. Therefore, 

the way democracy is understood and practiced may be related to the confusion that surrounds the notions of citizenship 

in Botswana. 

RQ3 Citizenship as Collective Responsibility 

All the teachers spoke about citizenship as a collective enterprise involving the family and community as promulgators of 

moral and societal values and behavior. They saw citizenship in terms of moral values, peaceful coexistence and societal 

values and these were expressed in the form of botho as a source of collective and mutual interest within the family, 

community or nation.  

Moral Values and Behavior 

Moral values and behavior was expressed in terms of Botho and the family, school and community were seen as the main 

actors in inculcating the values of botho among children. Values associated with botho were articulated as compassion, 

cooperation, respect, and love for one another, sympathy, being open, peaceful and good behavior. Being asked to define 

botho, this is what teachers had to say: 

Ms Lorato was quick to say that: 

Botho means being honest with yourself, being honest with other people, self respect and respecting other people. 

Love for our country and respecting other people’s rights. Respect for people young and old. 

Mr Tau said: 

…Botho is where we have to respect each other, care for one another, love one another and protect one another. 

Yes, botho relates to good moral values. We should display botho as this is what makes us to be who we are, 

being tolerant, peaceful and patriotic comes from the fact that we are taught to display botho wherever we go. 

Botho and social harmony are vital in our society.  

The findings in this category clearly show that botho is regarded as an embracive concept that describes and embodies the 

attributes of an ideal Motswana. It is associated with virtues of humanness and compassion hence it is one of the pillars of 

the nation. 

Peaceful-Coexistence and Unity 

Citizenship was viewed in line with living peacefully and being united. Teachers emphasized that the notion of their 

country being regarded as peaceful lies in their ability as a nation to be able to tolerate one another. They believed that 
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students should be taught to be tolerant at an early stage in order for them to be able to live peacefully and maintain the 

prevailing peace and stability in the country. 

 Alluding to living in peace Ms Neo said: 

I want to develop citizens who have tolerance, live in harmony, peace in order to maintain peace and stability that 

we have enjoyed over the years. We are known to be a peaceful country and we need to teach our children to 

preserve it. 

Ms Mpho also emphasized the need to teach children good behavior and tolerance and her explanation was that: 

What is typical about Batswana lies in their behavior, most Batswana are well behaved. One researcher once said 

that he was so surprised to see that Batswana are not arrogant, he was interviewing small children and they were 

well behaved, polite and used proper language. They like to solve problems peacefully rather that fighting. 

Batswana are peace-loving. They believe that “Ntwakgolo ke ya molomo” meaning that “It is better to jaw-jaw 

than war-war”. 

Ms Kubu opines that: 

Though we want peace, we should also be tolerant and accept that we are  different but united. We should 

unite and reinforce development because “Setshwarwa ke ntsa pedi ga se thata” (Setswana proverb) meaning 

that, “when we are a joint effort in carrying out a certain task, it will be completed well in time”. In our 

communities we should participate in activities that promote peace. 

The findings in this category not only speak to the notion of maintaining peace and unity but also about recognizing 

diversity in unity. This is an important feature in Botswana as the ideas of citizenship have always centered on national 

homogeneity as opposed to diversity.  This marks a departure from national citizenship towards the politics of difference 

and identity. The other interesting point that keeps coming up is that of solving problems peacefully without any 

confrontations, this raises questions of complacency and good citizenship where people tend to accept views without 

challenging them in an effort to maintain peace. 

 

Societal Values (helping each other) 

Citizenship was also viewed in terms of communal responsibility where each one of the community members depended 

on the other in times of need. Teachers felt that students need to be taught the spirit of sharing and caring for one another 

which is entrenched in the Setswana culture. They also felt that students should be taught botho as it reflects one’s identity 

in the family and community. In expressing the need to help one another Ms Lorato had this to say: 

As Batswana we should be just and caring, not look for support from you but to contribute in caring for others. 

We should be seen to be contributing towards helping other citizens. In our culture if I happen to have many cattle 

and my neighbor does not have any, culturally we borrow those without cattle some cattle to milk and plough 

with them in order to survive, this is called the “Mafisa System”. I would not like to see my neighbor suffering. 

We support those in mourning by making contributions and staying with them in times of need. 

The notion of caring for other people was well expressed by Ms Kubu when saying: 

In our communities there are needy people in different forms such as orphans due to HIV/AIDS, old people, 

terminally ill and the poor. As a good citizen you have to find out if you can be of assistance to your neighbor 

more so that our culture is a culture of extended relations. Know what is going on within your relatives. If one of 

your relatives is sick or dead, know that you have to assist with funeral arrangements. 

Teachers also felt that children should be taught botho as a collective enterprise and this is what Mr Morubisi said: 
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A citizen of Botswana is somebody who has botho, somebody who values other people. Botho must begin at 

home because it is said that “charity begins at home”. The way you greet, talk, or carry yourself around should 

reflect who you are and the values of your family and community or society. 

To further explicate the notion of collectivity in citizenship, Ms Kubu expressed her view thus: 

Botho is one of the things that we expect a Motswana child to exhibit where ever  he/she is. It is part of our culture 

and calls for one to behave in a certain manner in or outside the country. It is something that must be there in you, 

to know that the  same respect that I give to my parents; I should accord it to any adult person in the 

community,  meaning that children must know that they do not have to respect their parents only and that every 

adult is your parent. 

The findings in this category reflect citizenship as a community enterprise as it focuses on behavior as determined by the 

family and the community. It is clear that an individual is viewed as a representative of the community she/he lives in and 

whatever they do mirrors the society they come from. Being a member of a particular community or village is very 

important in Botswana as one always identifies with where they come from and the notion of extended family is very 

crucial for everyone’s survival more especially in times of need. No matter how wealthy or successful someone is in life, 

they still have to maintain family and extended relations within the community that they come from. This view of 

citizenship marks a departure from the individualistic and autonomous view of citizenship that is usually fostered within 

the liberal democratic nations (Van Gunsteren, 1998) and provides an alternative view of citizenship. 

RQ4 Citizenship as Self Reliance 

Not all teachers in the study viewed citizenship as self reliance. All of the four male teachers and three female teachers 

associated citizenship with self reliance as they felt that the time has come for Batswana generally to start reducing their 

dependency syndrome on the government. They believe that citizens should be empowered and encouraged to develop 

entrepreneurial skills in order to generate self employment and produce commodities like food in their own country. 

Citizen Empowerment 

Citizen empowerment was listed as one of the important aspects of self reliance.  Teachers felt that citizens need to 

empower themselves through getting the relevant education in order to develop skills that can sustain their livelihoods. 

Talking about empowerment Mr Tau who appeared very passionate about the issue had this to say: 

In the Botswana context we are talking about empowerment, whereby people are  taught how they can make a 

living rather than relying on the government, they are taught self reliance. It is one of the concepts that were 

brought by a man called Patrick van Ransburg when he brought up the idea of education with 

production…Whatever they have learnt must go and apply in their everyday life. However his ideas were not 

taken on board as they believed that he was a member of the opposition party. 

Mr Tau further elaborated on the issue of self development by saying that: 

Citizens of Botswana should develop themselves. Know what the country expects  of them, it looks like 

most people are looking at the government to do something for them in order to develop. They need to develop 

themselves academically, find out what their abilities are so that they can bring more money into the country. 

They need to benchmark with other people who are doing very well, so that when they engage in projects, they 

have the background of such projects. 

Mr Kgabo maintained that education should target people’s capabilities and be specialized rather than being mass 

production: 

People need to understand that they need to develop themselves after identifying  their abilities. You find that 

most of us do so many subjects at a go and at the end of the day; we benefit nothing out of them. Probably if 

people are good at engineering, they must do engineering so that at the end of the day we have engineers   and 

other people doing different jobs, we have people doing electrical and other stuff. That is why I was talking 

education with production… 
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Ms Kubu weighed in by emphasizing the need for citizens to align their activities to the national principles as they guide 

citizens on what to aspire for. She said that: 

As citizens we should respect the national principles. We should live and abide them because these things are 

important. The principle of Self Reliance, you will find that Batswana now do not want to do anything; they want 

to rely on the government hence it becomes very difficult for the government to fend for everyone. People should 

go out and plough, find jobs, work and help the  government to pay for their school fees … 

The findings on citizen empowerment and self reliance provide a synopsis of the teachers concerns on the type of 

education that is provided in Botswana. They shed light on concerns about education that does not provide students with 

the relevant skills, knowledge and attitudes hence  the lack thereof to develop and sustain themselves without overly-

relying on the government to do everything for them, a situation that they believe should change.  

Entrepreneurship and Education with Production  

In discussing the issue of self reliance and entrepreneurial development, teachers felt that it was high time students were 

taught skills that will help them engage in small scale self help projects for commercial and subsistence purposes. In 

discussing the importance of developing entrepreneurial skills among students in order to reduce the citizens reliance on 

the government Mr Tau had this to say: 

I encourage them to discuss issues of personal development whereby they develop  themselves, self reliance 

so that they help in the production of food as suggested  by Van  Ransburg and his idea of education with 

Production. For students to be self reliant they need to read, learn how to manage finances and minimize getting 

loans. 

Mr Morubisi emphasized the need for students to be taught to be independent and cautioned people on the overreliance on 

the government and urged them to be innovative and hard working said: 

Yes, self reliance, where they have to be independent and help themselves and not to depend on the government 

as we are facing this era of recession. As good  citizens we should help the government to develop this country 

by starting projects and creating employment for our fellow citizens rather than thinking that the government can 

do everything. We should be found to be putting effort into making our lives better through creating self 

employment and engaging in activities such as in agriculture and tourism.  We should learn to be self reliant.  

Ms Batho brought up an interesting point as she related self reliance to the global market that: 

The world is a small village and people have to develop themselves basing at the abilities so that they can fit in 

every market not being confined to Botswana only.  For this to happen it is important for these kids to have 

learned leadership skills so that they can be able to make decisions and informed decisions for that matter.  

Teachers emphasized the need to equip learners with entrepreneurial skills as way to develop their country by providing 

self employment, engaging in food production and relieving the government from having to provide everything for its 

citizens. It is interesting that teachers brought up the idea of education with production which they believe has been 

ignored for political reasons. The notion of education with production in Botswana founded on the national principle of 

self reliance is an old one, however it is noteworthy that,  44 years since independence,  it is still very shady and has not 

been aggressively taken on board as primary schools no longer provide vegetables through gardening like they used to in 

the past. Furthermore, Botswana is still insufficient in food production as it still imports most of its food from the 

neighbouring countries, more especially, South Africa. 

CONCLUSIONS AND RECOMMENDATIONS 

The discussion in this article revealed how citizenship is understood, perceived and interpreted within the Botswana 

context indicating that Botswana is not immune to the influences of globalization and how it is shaping citizenship and 

identities imagined or real. There is a clear indication that citizenship in Botswana is hierarchical and affects individuals 

and communities differently as informed by ethnicity, class and geography. Therefore, citizenship in Botswana is fluid 

and not homogeneous as one might have thought given the national aspirations of kagisano (social harmony), popagano 

(unity) and nation building that are purported to form the cornerstones of citizenship in an emerging nation like Botswana. 
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These national aspirations and their product of national citizenship founded on a legally bounded citizenship and 

belonging are facing the greatest challenge in Botswana today as they have been viewed to be exclusionary and 

discriminatory against certain Merafhe (ethnic groups). From these findings it can be discerned that citizenship as 

understood and interpreted by the social studies teachers is complex, not homogeneous and fluid. This is evidenced by the 

way teachers conceptualize citizenship as national identity, active participation, collective responsibility and self reliance. 

The study therefore, suggests the following recommendations for consideration by the teachers, teacher educators and 

policy makers: 

1. The fact that Botswana is experiencing globalization resulting in identity politics nationally  and  also considered 

part of the global society there is need to conduct research to explore the extent to which teachers are conversant 

with the notion of global citizenship and whether or not they are taking it on board. 

2. A study on an evaluation of social studies’ teacher education programs is needed urgently to find out if they have 

incorporated mega trends on citizenship education as a field of study in an effort to insure that they prepare 

teachers who can compete globally. 

3. Teachers need to be provided with workshop and engage in conferences on citizenship development to insure that 

they are up to date with information and trends in the social studies area. 

 

IMPLICATION FOR RESEARCH AND PRACTICE 

This study provides valuable information on citizenship education in primary schools in Botswana and has the potential to 

influence practice, research and policy formulation on social studies as a subject within which citizenship education is 

taught. The findings in this study have implications for teachers, teacher educators, and policy makers and the public. The 

study lays a foundation on citizenship education and provokes teachers to engage in action research in order to solve their 

day to day theoretical and pedagogical problems. Furthermore, the study is probably the first of its kind at this level of 

education in Botswana, therefore, forms a baseline for the re-conceptualization of citizenship education and its pedagogy 

among teachers and student teachers in general. 

The study provides empirical evidence that is hoped to challenge teacher educators to revisit their curriculum to 

see the extent to which it has incorporated mega trends in the area of citizenship and global education if indeed they aim 

to develop teachers who can compete in a globally interconnected world that they live in today. This is important in light 

of the fact that the discourse on citizenship education has broadened in scope and focus from national bounded citizenship 

to global citizenship. The findings of the study reflect serious flaws in the way citizenship is perceived, conceptualized 

and interpreted among social studies teachers. Therefore, this study serves as a constant reminder to policy makers that 

democracy is not genetically inherited, it has to be learned, cultivated and practiced for it to prosper (Harber & Serf, 2006) 

and citizens do not spring from nowhere as they need to be taught desirable attitudes, values, beliefs, skills and knowledge 

requisite for them to become effective citizens in a democracy. The study further sets the platform for the rethinking and 

understanding of citizenship education within the Botswana context for the public as whole.   
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Abstract 
 

The purpose of this semi- experimental research design study was to better understand of 

the effects of phonological awareness and manner of rehearsal on recall and recognition of 

foreign vocabulary. 558 primary (6th grade) students (four groups of from sixteen intact 

classes) were selected by using cluster and random sampling. Four approaches to 

vocabulary instruction, a) vocal rehearsal+ phonological awareness training, (b) subvocal 

rehearsal+ phonological awareness training, (c) vocal and subvocal rehearsal+ 

phonological awareness training, and (d)no rehearsal and phonological awareness 

training were examined in this study and a comparison was made of their effects on 

students vocabulary acquisition.  Pre-test and post-test vocabulary knowledge scale was 

administered and an ANOVA analysis was conduct to identify any significant difference 

among four groups. The results indicate that all three methods resulted in significant 

vocabulary gains. Furthermore, the difference between (a) group (vocal rehearsal 

phonological awareness training) and (b) group (subvocal rehearsal phonological 

awareness training) was not significant; participants in the third (c) group recalled and 

recognized significantly more target word than (a) and (b) groups . 
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INTRODUCTION 

 

Learning a new language is a difficult job, especially when it is to be carried out in a foreign language situation; the 

reason being that a "foreign language situation" provides language learners with little authentic communication in the 

foreign language (Afkhami, 2000). For most learners, it is a long, painstaking process. In addition, interference from 

the learner's mother tongue, as well as the great difference between the native and the target language, render the task of 

language acquisition even more difficult. 
One thing that students, teachers, materials writers, and researchers can all agree upon is that learning 

vocabulary is an essential part of mastering a second language (Schmitt, 2008). Vocabulary learning is central to 

language acquisition, whether the language is the first, the second or a foreign language (Decarrico, 2001). It is related 

to other aspects of learning and use. It is also crucial to the learner’s overall language acquisition (Gao, 2003). 

Research has shown that vocabulary is the building block of all four language skills: reading, listening, writing, 

and speaking. Laufer and Sim (1985) found in their study that, among foreign language learners, vocabulary was needed 

more than subject matter knowledge and syntactic structure. Learning vocabulary in another language is an 
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incremental and recursive process. It involves the integration of different kinds of knowledge of a particular 

vocabulary item, which is demonstrated by the learner's ability to use that knowledge in communication at different 

levels (Gass, 1999). "Learning a word is a cumulative process involving a range of aspects of knowledge and that 

learners need many different kinds of meetings with words in order to learn them fully" (Nation, 2001; p. 4). Despite the 

many factors that may contribute to the low achievement among most EFL learners, research demonstrates that 

vocabulary plays a crucial role in learning a second /foreign language (L2), and for most students it takes substantial time 

and effort to acquire the target vocabulary, both receptively and productively (Nation, 2001). However, the best means of 

achieving good vocabulary learning is still unclear, partly because it depends on a wide variety of factors(de Groot, 

2006).Therefore, one of challenging topics in language learning in general concerns vocabulary learning; that is, 

learning lexicon or words of specific language. Second language acquisition (SLA) researchers have become heavily 

interested in vocabulary acquisition, because many strongly believe that "vocabulary learning is central to language 

acquisition, whether the language is first ,second, or foreign (Decarrico,2001). 

Second language (L2) learners at all levels are faced with the difficulty of learning vocabulary. The 

acquisition of new English vocabulary, one of the important skills necessary for English foreign language (EFL) 
learners, frequently involves much representational learning. In addition to needing a large number of lexical items, a 

learner must also know a great deal about each item in order to use it well. This is often referred to as the quality or 

‘depth’ of vocabulary knowledge, and is as important as vocabulary size (Schmitt, 2008). 

The ability to hear and apprehend a foreign word to be learned is crucial for several reasons. Firstly, in 

order to learn the word, it is necessary to hear it accurately, to be able to break the word down into its individual sounds 

and phonemes, and to rehearse the word. People can rehearse a foreign word aloud to themselves or as part of a 

class drill, but they can also do it silently, inside their heads, using their inner speech. During the initial stages of 
foreign language learning, this inner speech is primarily used to play with 'funny' sounding words and to rehearse 

words and utterances to be learned. 

Rehearsal is the process by which phonologically encoded information is maintained and refreshed in the 

phonological loop until it can be stored in long-term memory. The ability to form phonological representations of 

words and rehearse them is crucial to learning foreign or novel words. Rehearsal of the target language can occur 

vocally or subvocally in inner speech, but the mechanisms for rehearsal are assumed to be the same. This study 

adopts a version of Baddeley's (1990) working memory model, which claims that auditory stimuli is automatically 

encoded and entered into the phonological loop where it is rehearsed in short-term memory (Baddeley, Gathercole, & 

Papagno, 1998). Subvocal rehearsal in the form of inner speech is viewed as one of the first and most basic functions 

of inner speech, along with language play, and which is key to foreign language learning (Guerrero, 2005).  

If the phonologically encoded material is not rehearsed via vocal or subvocal rehearsal, it will decay within 

about two seconds and the words will not be correctly recalled. Inability to rehearse has been found to inhibit word 

learning.Phonological awareness (PA) is one aspect of metalinguistic awareness, and refers to sensitivity to 

units of sound (Yopp & Yopp, 2000). This sensitivity includes the ability to reflect on and manipulate these units. 

Skills that demonstrate PA include generating and recognizing (detecting) rhyming words and words with the same 

onsets, counting phonemes and syllables, and segmenting syllables, onsets, or rimes. It follows a developmental 

sequence, in which matching sounds (especially onsets) is an easier and earlier -developing skill, blending is more 

difficult, and segmenting requires even more skill and generally emerges later. Furthermore, the difficulty varies 

depending on the number of sounds, which sounds, and their order within a word (Yopp & Yopp, 2000). Phonological 

awareness, the ability to reflect on and manipulate speech sounds, has been consistently shown to relate to decoding and 
to word reading within language (Schatschneider et al., 2004) and across languages (Droop & Verhoeven, 2003; Gersten & 

Geva, 2003). In order to successfully comprehend connected text, accurate and fluent word reading is necessary. 

Therefore, there is not only a reciprocal relationship between PA and word reading, but PA is indirectly also related to 

reading comprehension via decoding skill. A small but solid body of evidence supports the efficacy of PA training for 

improving reading for EL (Gerber et al., 2004; Leafstedt, Richards, & Gerber, 2004; Vaughn et al., 2006). 

Phonological awareness and decoding interventions have been demonstrated to be highly effective at 

improving reading outcomes for students at-risk of reading difficulty (e.g., Vadasay, Sanders, & Peyton, 2006), 
students with LD (Torgesen et al., 2001), and at-risk EL in both first (Gerber et al., 2004) and second language 

instruction (Leafstedt, Richards, & Gerber, 2004; Richards, 2004). For example, in a recent study, students in Spanish 

instruction schools at risk of reading difficulty received an intensive PA and decoding intervention (Vaughn et al., 2006). 

Instruction in this case included vocabulary and comprehension strategies using oral texts, so it is difficult to untangle 

constituent components. However, students who received the explicit, systematic intervention outperformed the control 

group on PA, fluency, decoding, and comprehension measures at post-test, indicating its efficacy. 

Most people in fact associate learning a language with "words". However, foreign language vocabulary 

learning is often viewed as a solitary activity to be accomplished by the individual student. Vocabulary is rarely 

practiced systematically in classrooms. Students are left to learn vocabulary on their own and then are expected to apply 
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it in communicative activities in the classroom and perhaps in the target culture. But, to the frustration of students and 

teachers alike, there is often a large gap between the targeted and the actually learned vocabulary. 

Most current studies of vocabulary learning have focused on aspects of incidental word learning, including reading 

and guessing (Huckin and Coady, 1999; Hulstijn et al., 1996); the role of cognates in vocabulary learning (Treville, 1996); 

the role of context in vocabulary learning (Hulstijn, 1997); the general process of vocabulary acquisition (Altman, 

1997); vocabulary learning strategies (Kojic-Sabo and Lightbown, 1999); and vocabulary testing (Read, 1997).With 

the advent of constructive views, language theorists claim that, vocabulary, not grammar is at a heart of language 

learning, as language consist of grammaticalised  lexis, not lexicalized grammar(Lewis, 1993).  

Traditionally, the teaching and learning of vocabulary has long been neglected in second language 

acquisition (SLA) research (Zimmerman, 1997). The argument in SLA to focus on form in communicative classroom 

activities tends to put the acquisition of grammar in the spotlight (Long & Robinson, 1998). Therefore, in favor of 

syntax, vocabulary has generally been given a secondary place in the language curriculum (Nation, 2001). However, many 

L2 learners share the difficulties of learning vocabulary, and are often frustrated and discouraged by the unfamiliar 

words contained in reading texts. 
A critical component of reading comprehension, highly interrelated with other component skills, is 

vocabulary knowledge (Muter et al, 2005). This broad construct includes some metalinguistic components of word 

analysis, and its relationship to other skills changes over time. Expressive vocabulary is among the most robust 

predictors of future reading scores, along with phonological awareness, sentence imitation, and story recall 

(McCardle, Scarborough, & Catts, 2001). Later in development vocabulary becomes increasingly important as a 

facilitator of word recognition and as a facilitator of reading comprehension (Muter et al, 2005). Vocabulary is an 

important contributor to second language reading comprehension, as well (Proctor, 2005). 
Vocabulary instruction has been deemed critical for the reading development and reading success of ELLs 

(Gersten & Baker, 2000). Proficient reading depends on various subskills, and for students who have limited 

knowledge of word meanings, comprehension is greatly affected. Many researchers agree that if a student has a large 

vocabulary, the student will also have good comprehension of written material and if a student has a limited 

vocabulary, his or her comprehension level will also be limited (Maria, 1990).Research indicates that a balanced 

literacy approach includes direct, explicit, and systematic instruction in specific skills such as decoding, vocabulary, 

spelling, and comprehension; and content matter instruction in all relevant curriculum areas and that a whole new 

pedagogy is not necessary (Goldenberg, 2001). Much of the vocabulary research has suggested several different 

strategies to developing reading skills in English language learners. These strategies include explicit vocabulary 

instruction, repeated reading, classwide peertutoring, and previewing, but no specific approach to teaching vocabulary 

has been deemed superior.  

Liao (2004) investigated the vocabulary learning strategies used by 625 Taiwanese EFL freshmen. Schmitt& 

McCarthy (1997) vocabulary strategy questionnaire was adopted for this survey. The results showed that 

metacognitive and social strategies were the two least used strategy categories. She argued that the possible reason for 

the low frequency use might be because English vocabulary learning was viewed as an individual learning process in 

general; therefore, students tended not to seek other’s help when encountering unfamiliar words. Moreover, based on 

Gu and Johnson (1996) who indicated that metacognitive strategies can be a positive predictor of general proficiency, 

Liao concluded that the low frequency used in metacognitive strategies may be that these participants’ general English 

proficiency was limited. By examining isolated strategies use, the researcher found that Taiwanese students preferred 

to use bilingual electronic dictionaries, write the word several times and study the sounds of the word.  
It has also demonstrated the importance of explicit instruction and learning in helping students to acquire 

vocabulary of a foreign language (Laufer, 1997; Zimmerman, 1997). McCarthy (1990, cited in Laufer, 1997) asserts, 

"No matter how well the student learns grammar, no matter how successfully the sounds of L2 are mastered, without 

words to express a wider range of meanings, communication in an L2 just cannot happen in any meaningful way" (p. viii). 

Vermeer (1992, cited in Laufer, 1997) echoed the same point of view, "Knowing words is the key to understanding and 

being understood. The bulk of learning a new language consists of learning new words. Grammatical knowledge 

does not make for great proficiency in a language" (p. 147). Gass and Selinker (1994, cited in Laufer, 1997) 
simply put it this way: "The lexicon may be the most important component for learners" (p. 270). 

There is comparatively little research to report on methods of presenting and 

practicing vocabulary in the classroom (Read,2004). Therefore, vocabulary learning is an important topic that needs 

experimental studies to determine the best method of learning vocabulary for foreign language learners. Most current 

studies of vocabulary learning have focused on aspects of incidental word learning , including reading and guessing 

(kost and et al,1999 ) ; the role of cognates in vocabulary learning ( Lotto and de Groot ,1998 ); the role of context in 

vocabulary learning (Hulstijn, 1997);and vocabulary testing (Read, 1997) ;But a few research was focused on 

vocabulary learning strategies . 

 In educational system of my country Iran, teaching English language is started at 6th grade formal education 
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and most of students have difficulty in learning English language. in this case no research or few research was 

conducted .The present study aimed to gain further insight into the effects different manners of rehearsal and 

phonological awareness training on foreign vocabulary learning of the beginning learners of English language. The 

purpose of this study was to examine three distinct approaches described above and compare their effects on 

vocabulary learning in Iranian primary school students. The findings from this research can expand our understanding 

of the optimal manner of rehearsing and phonological awareness training on foreign words to be learned. As a result, 

this study was guided by the following general research questions:  

 

• Whether rehearsal strategies and phonological awareness training effects foreign vocabulary learning? 

• To compare the effects of different manners of rehearsal and phonological awareness training on foreign 

language vocabulary recall and recognition, which form of rehearsal plus phonological awareness training is 

optimal for foreign vocabulary learning? 

 

METHOD 

 

Participants 

 

The purpose of this study was to better understand of the effects of phonological awareness and manner of rehearsal on 

recall and recognition of foreign vocabulary. Five hundred fifty-eight primary students (6th grade) from sixteen intact 

general English (eight boys and eight girls) classes participated in the study. In order to determine the effect of manner 

of rehearsal and phonological awareness training on participants' ability to recall, recognize, and react to previously 

learned foreign words, each classes were randomly assigned to one of four rehearsal groups:  (a) vocal rehearsal+ 

phonological awareness training, (b) subvocal rehearsal+ phonological awareness training, (c) vocal and subvocal 

rehearsal + phonological awareness training, and (d) no rehearsal and phonological awareness training. 

 

Research Design 

 

This study utilized a semi- experimental research design with four treatment groups. The study employed a pretest-

posttest design carried out over a period of four months; this included a four-months training and practicing, which 

varied depending on the groups. 

 

Measures 
 

To assess participants' language background and homogeneity of students, a checklist of 85 words was designed for 

this study and administered among the students to assure that the words are new to the students. After all, only those 

words with which none of the students were familiar were included in the study.  
Based on those words, two tests of recall and recognition were designed for this study and administered among 

the groups (pretest and posttest). Vocabulary recall was measured by a vocabulary (Word Recall Test)  and vocabulary 

recognition was measured by a vocabulary (Word Recognition Test) .  Those tests prepared by the researcher himself 

and had been validated before. The Cronbach’s alpha tests were performed to measure the reliability of two scales that 

were used in the study. The Cronbach’s alpha for this scales were calculated to be at 0.91.The scores of the vocabulary 

posttests were used to measure the participants’ vocabulary learning.  

 

Data Analyses 

 

Data from the present study were gathered and analyzed using the Statistical Package of the Social Sciences 

(SPSS16).  

 

Procedure 

 

The treatment involve training and practicing three manners of rehearsal and phonological awareness was conducted 

during the participants’ regular class times, and required sixteen consecutive 50-minute sessions. The three manners of 

rehearsal plus phonological awareness training included in this study are (a) vocal rehearsal+ phonological awareness 

training, (b) subvocal rehearsal+ phonological awareness training ,(c) vocal and subvocal rehearsal + phonological 

awareness training, and (d)no rehearsal and phonological awareness training .All participating students were 

individually tested pre and post treatment. To assess students’ vocabulary knowledge, a researcher-generated 

assessment was administered prior to training (pretest) and post of training (posttest). 
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RESULTS 

 

This study was designed with two main objectives. The first objective was to investigate the various manner of 

rehearsal and phonological awareness training on foreign language vocabulary learning. Secondly, the study sought to 

determine which one manner of rehearsal was more effective than another in learning foreign language vocabulary. 

To answer this study’s research questions, a statistical analysis were performed to determine: 

 

1) Whether there were any significant differences between groups regarding their performance after the 

treatments, 

 2) Whether there were any significant changes within groups regarding their manner of rehearsal and phonological 

awareness training. 

 

To examine the effect of the independent variables, first, the mean scores for the vocabulary (recall and recognition) 
tests were compared. Second, the raw scores on the vocabulary (recall and recognition) tests were submitted to a One 

Way Analysis of Variance ANOVA design. Third, when the ANOVA showed the significance for them, follow-up 

analyses were run on each of the groups. This part presents the results of this study according to the two dependent 

variables: recall of learned L2 vocabulary in the training period, and recognition of them (the vocabulary items) in 

sentences. 

 

1- Participants’ performance on the vocabulary recall and recognition test(Pretest) 

 

The participants' language background was assessed. To assess the homogeneity of Vocabulary knowledge of 

students who participated in the study, two vocabulary tests (Recall and Recognition) were administrated. All of them 

took part in the tests. 

 

Table 1: One Way Analysis of Variance ANOVA for performance on t the vocabulary recall and recognition test 

(Pretest) 

 

Varibles d.f F Sig 

vocabulary recall test 3 1.641 N.S 

vocabulary recognition test 3 1.145 N.S 

     Note. N.S: No significant  

 

One Way Analysis of Variance ANOVA was utilized to find whether the selected groups were almost homogenous. 

To do this, their scores in pretest of vocabulary recall and recognition tests were used. The ANOVA analysis did not 

show any significant effect for the general English test and vocabulary recall and recognition tests. The results in table 

1 shows, F ratio (0.51), (1.64) and (1.145) doesn’t exceed the F critical value (2.65) on the .05 level of the 

significance. This implies that there is no significant difference and four groups were almost homogenous. 

 

2-Participants’ performance on the vocabulary recall and recognition tests (Posttest) 

 

To examine the effect of the independent variables, first, the mean scores for the vocabulary (recall and recognition) 

tests were compared. Second, the raw scores on the vocabulary (recall and recognition) tests were submitted to a One 

Way Analysis of Variance ANOVA design. Third, when the ANOVA showed the significance for them, follow-up 

analyses, the Scheffe post hoc comparisons for the posttests, were run on each of the groups. After the training 

phase, the vocabulary recall and recognition tests (Posttest) were conducted. The mean and standard deviation Recall 

and Recognition scores is displayed in Tables 2, broken down according to rehearsal plus phonological awareness training 

groups and control or no rehearsal plus phonological awareness training group. 

 

Table 2: Mean and standard deviation of Words Recalled and Recognized by four Groups  
 

Groups  Recall 
M               SD 

Recognized 
M              SD 

vocal rehearsal+ phonological awareness training  33.3 6.89 44.2 5.91 

subvocal rehearsal+ phonological awareness training 35.7 6.18 45.3 3.41 
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vocal and subvocal rehearsal + phonological awareness training 40.3 8.76 51.7 6.05 

no rehearsal and phonological awareness training 28.5 4.99 35.3 6.41 

 

Regarding vocabulary recall and vocabulary recognition, table 2 shows that all of three treatment groups led to better 
results than control group. The highest overall recall was found for vocal and subvocal rehearsal + phonological 

awareness training group, and lowest overall recall was found for control group.  

To test for main effects of treatment condition, One Way Analysis of Variance ANOVA (ANOVAs) were 

performed for each outcome variable. Differences in treatment group posttest scores were examined by computing 

ANOVAs for each variable. Recall scores were analyzed using ANOVA. Based on the results, there were some 

differences among the four groups. The main effect of Words Recall test (posttest) was F ratio (10.13) that exceeded 

the F critical value (2.65) on the .05 level of the significance and (3.88) on the .01 level of the significance. 
Recognition scores were analyzed in a ANOVA. Based on the results, there were some differences among the 

four groups. The main effect of Words Recognition test (posttest) was F ratio (12.41) that exceeded the F critical 

value (2.65) on the .05 level of the significance and (3.88) on the .01 level of the significance. 

 

Table 3: The Scheffe post hoc comparisons for the Words Recalled by four Groups  

 

 Experimental 1 Experimental 2 Experimental 3 control 

Experimental 1  0.67 2.81 * 4.05 ** 

Experimental 2   2.88 * 4.34 ** 

Experimental 3    7.29 *** 

Control     

Note. * = p<.05, ** = p<.01, *** = p<.001 

 

The Scheffe post hoc analyses vocabulary recall mean showed that the main effect    for group was due to differences 

between the control group and the experimental groups. In posttest 1, all three experimental groups performed 

significantly better than the control group (p < .01, p < .01 and p < .001). However, the experimental groups 1 and 2 

were not significantly different from each other, and the experimental group 3 was performed significantly better 

than the experimental groups 1 and 2(p < .05 and p < .05). 

 

Table 4: The Scheffe post hoc comparisons for Words Recognized by four Groups  

 

 Experimental 1 Experimental 2 Experimental 3 control 

Experimental 1  0.81 3.01 * 4.27 ** 

Experimental 2   2.78 * 4.86 ** 

Experimental 3    8.11 *** 

Control     

Note. * = p<.05, ** = p<.01, *** = p<.001 

 

The Scheffe post hoc analyses vocabulary recognition mean showed that the main effect for group was due to 

differences between the control group and the experimental groups. In posttest 2, all three experimental groups 

performed significantly better than the control group (p < .01, p < .01 and p < .001). However, the experimental 

groups 1 and 2 were not significantly different from each other, and the experimental group 3 was performed 

significantly better than the experimental groups 1 and 2(p < .05 and p < .05). 
 

DISCUSSION 
 

The current research aimed to examine the various manners of rehearsal and phonological awareness training on 

foreign language vocabulary learning. 

In this part, the results reported in the previous part will be discussed and evaluated in light of previous 

research on foreign language vocabulary learning, and data are discussed in detail, in terms of the research questions.. 

The major findings provided qualified support for the effectiveness and efficiency of all the various manner of 

rehearsal and phonological awareness training. 

To determine the effect of the various manners of rehearsal and phonological awareness training on recall and 

recognition of foreign English language words, each participant took the two post-tests as a vocabulary learning measure. 
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Mean scores were calculated for the Recall task, the Recognition task. Statistical analysis revealed that there 

appeared to be differences between four groups on each of the two dependent measures. The effects of manner of 

rehearsal plus phonological awareness training on foreign vocabulary learning were examined. Findings suggest that 

manner of rehearsal plus phonological awareness training experience facilitates subsequent foreign vocabulary 

learning, and that different types of language-learning experience incur specific benefits. 

The results of this research demonstrated that all manner of rehearsal plus phonological awareness training 

were successfully used by monolingual English speakers to learn novel foreign words. The findings from this study are 

consistent with research Guerrero (2005)  indicating that, Subvocal rehearsal is one of the first and most basic 

functions of inner speech, along with language play, and which is key to foreign language learning. 

It seems that the positive effects of vocal and subvocal rehearsal on vocabulary learning were due to vocal 

articulation or to the participants' ability to hear (and modify) their vocal production based on their own auditory 

feedback. 

I had questioned whether one manner of rehearsal was more effective than another manner of rehearsal in 

learning foreign language vocabulary. 
The results of this research were showed that the experimental groups 1 and 2 were not significantly 

different from each other, and the experimental group 3 was performed significantly better than the experimental 

groups 1 and 2 

The findings from this study are consistent with research Leafstedt et al (2004) and  Richards( 2004) indicating 

that, phonological awareness and decoding interventions have been demonstrated to be highly effective at improving 

learning foreign language vocabulary. It has also demonstrated the importance of explicit instruction and learning in 

helping students to acquire vocabulary of a foreign language (Laufer, 1997; Zimmerman, 1997).   
The paradigm used in this study may be extended to examine the rehearsal component of the phonological 

loop more closely. The working memory model suggests that in addition to a phonological store that maintains novel 

memory traces, rehearsal mechanisms that facilitate translation of a novel phonological trace into a long-term 

representation are fundamental for foreign vocabulary learning. 

 

CONCLUSION 

 

The first conclusion that can be elicited from the study is that the all the various manner of rehearsal and phonological 

awareness training had significant effects on recall and recognition of foreign language vocabulary and play an 

important role in second language acquisition. 

The next conclusion is that the vocal and subvocal rehearsal along with phonological awareness training has the 

most positive effect on learning foreign language vocabulary. 

The third conclusion that can be observed from the study is that the findings from this research expanded our 

understanding of phonological awareness training and the optimal manner of rehearsing foreign words to be learned. 

Similarly, future work may examine whether modality of rehearsal - auditory (vocal) vs. visual (written) - influences 

retention of foreign words differently at different levels of cross-linguistic overlap. For instance, it is possible that 

written rehearsal (writing the foreign word three times) would be a more efficient strategy than auditory rehearsal 

(saying the foreign word out-loud three times). 

Further, a comparison between written and subvocal rehearsal is an interesting one to consider, since both involve 

more abstract phonological codes than vocal rehearsal, and thus may reveal whether activation of phonology during 
writing is qualitatively and quantitatively comparable to phonological activation during silent rehearsal. 

 

Pedagogical implication 

 

Foreign language vocabulary learning is not the same as memorizing words in the context of serial lists. To master a 

foreign language, words must be recalled and recognized in new and unexpected contexts. 

Phonological awareness training has been successful at improving phonological awareness (De Jong et al., 2000) 
for at-risk learners and can be conducted as part of native language remediation or as part of the second or foreign 

language curriculum (Hodge, 1998). 

There is a dearth of research on vocabulary instruction for EL, particularly EL at academic risk. The current study 

contributes to the literature by demonstrating that relatively sophisticated, content area vocabulary can be taught to EL 

very early in their reading development.  

The results in the current study revealed that rehearsal strategies along with phonological awareness training 

influenced the student's vocabulary learning. Therefore, adopting vocabulary learning for vocabulary learning is 

necessary. 
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Abstract 

 
The study used an inferential survey design in which a validated questionnaire was used to 

gather and analyze the views and perceptions of a random sample of 146 primary and 102 high 

school teachers at Qacha’s Nek district in Lesotho. These were with regard to the influence 

training in assessment has on the availability of skill to carry out effective classroom practices 

that sustain standards in educational assessment and hence enhance quality of education. The 

sample was made up of 119 male and 127 female teachers, 103 of them with certificates, 41 with 

diploma and 102 with bachelor’s degrees. Some 92 of them had 1-5 years of teaching 

experience, 57 had 6-10 years while 97 of them had above 10 years of such experience. Among 

them they attended a mean of 0.706 assessment-related workshops. The study involved the use 

of a face validated six-option Likert-type questionnaire with two sets of items consisting of:  (a) 

a list of assessment skills to which teachers were required to indicate the level to which they 

possess each of them; and (b) a list of classroom assessment practices, which teachers were 

expected to indicate the frequency to which they applied each of them. A Cronbach alpha 

analysis gave the alpha coefficient of the instrument as .772 and .764 respectively for the two 

parts of the instrument. A composite of the number of assessment-related courses taken, and 

seminars and workshops attended were developed to operationalize each teacher’s level of 

assessment training. Based on this, 137 of them were found not to have any training in 

assessment at all, while 73 had a little training and 35 had some training in assessment. 

 

Key words: Assessment in education, assessment standard, assessment training, teachers’ 

assessment skills and practices, Bloom taxonomy, Lesotho. 
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INTRODUCTION 

 

The need for quality education cannot be over emphasized if African nations must achieved economic and technical 

development in the 21
st
 century. Standard in assessment and hence quality education is closely tied to quality in 

classroom assessment. Classroom assessment is the fundamental means of developing human potentials; hence 
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effectiveness in classroom assessment provides a good foundation for such development. Effectiveness in classroom 

assessment depends, amongst others, on the quality of teachers’ training on assessment. The regularity of teacher’s 

exhibition of desirable assessment skills in the classroom cannot be achieved if teachers do not possess such skills in the 

first place. Learning in the classroom depends a lot on effective teaching which in turn depends on the exhibition of 

effective assessment skills during lessons. According to American Federation of Teachers (AFT), National Council of 

Measurement in Education (NCME) and National Education Association (NEA) (AFT, NCME & NEA, 1990), ‘students 

assessment is an essential part of teaching and good teaching cannot exist without good assessment’ (p. 3). Effective 

assessment involves the extent to which the teacher is able to use assessment to enhance learning by creating and 

maintaining a welcoming and conducive environment within which learners would want and like to learn (Nenty, 2007). 

According to AFT, NCME and NEA (1990), standards for teachers’ competence in educational assessment of 

students include skills in:   

 

1. Choosing and developing assessment methods appropriate for instructional decisions. 

2. Administering, scoring and interpreting the results of both externally-produced and teacher-produced assessment 

methods. 

3. Using assessment results in making decisions about individual students, planning teaching, developing 

curriculum, and school improvement. 

4.  Developing valid pupil grading procedures which use pupil assessments. 

5. Communicating assessment results to students, parents, other lay audiences and educators.  

6. Recognizing unethical, illegal, and otherwise inappropriate assessment methods and uses of assessment 

information (pp. 30 - 32). 

 

These competences subsume, among several others, the ability of developing and constructing good test items including 

writing items to measure all the cognitive levels of Bloom‘s taxonomy: conducting item/test analysis; performing test 

validation; and carrying out formative assessment. Stressing the importance of formative assessment in raising 

standards,  Black and Wiliam (1998) noted that “Firm evidence shows that formative assessment is an essential 

component of classroom work and its development can raise standards of achievement, . . . Indeed, they know of no 

other way of raising standards for which such a strong prima facie case can be made” (p. 139). 

Based on an extended analysis of what goes on in the classroom, Stiggins (1991) reported that “teachers spend a 

third to half of their professional time on assessment-related activities”. And according to Nenty (1985), “next to 

teacher’s skill on how to teach (method), and what to teach (content) is his/her skill on how to assess in order to 

maximize learning. And assessment is a part and parcel of every teaching method” (p.34). Hence one cannot be good at 

teaching if he does not possess some important fundamental assessment skills.  

 

Bloom Taxonomy. 

 

To know where to “begin in seeking to improve human thinking” and learning, we need to know more of the nature of 

human thinking (Houghton, 2004) and learning or human cognitive ability. Benjamin. S. Bloom and his colleagues 

(1956) provided education with this knowledge. They provided for a detailed hierarchical classification of human 

cognitive ability into six levels, from the lowest-order memorization skill through comprehension, application and 

analysis skills, to the highest-order creativity and evaluation skills. By doing this, they gave us an authentic tool for valid 

curriculum planning, instructional delivery and assessment (oz-TeacherNet, 2001). This arrangement has gone through 

some revisions towards perfection in our knowledge of human cognitive ability (oz-TeacherNet, 2001; Forehand, 2005). 

 

Statement of the problem and purpose of the study 

 

In developing countries like Lesotho, teachers’ training institutions are very few and may not be well staffed in all 

teaching areas, especially in assessment. Thus, most teachers do not receive sufficient training on assessment. In 

secondary schools where trained teachers from these institutions are teaching the Cambridge Overseas School Certificate 

(COSC), pass rates have been low and declining. In these schools, assessment is examination- and not learning-focused 

and this tends to restrict aspects of education that might be of more value to young and developing minds. Teaching is 

directed towards memorization of facts which internal and external examination bodies are able to test in their 

examinations. There is little concern with the development of higher order cognitive skills, little encouragement to be 

creative or to challenge imparted knowledge (Ansell, 2002; Forehand, 2005). 
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This scenario is substantiated by the Ministry of Education’s (1992) assertion that “The existing system of 

schooling suffers from critical problems including the decline of quality, lack of relevance to occupational and social 

realities and lack of effective quality owing to the nature of final examinations and the absence of other means of 

determining pupils’ achievement from the national level” (p.4).  

Given these problems, the present study seeks to find answers to the following questions: Firstly, what 

assessment skills do teachers in Qacha’s Nek district possess and utilize during their classroom practices? Secondly, to 

what extent does their level of possession of relevant assessment skills influence their utility of such skills in the 

classrooms? And lastly, what is the influence of training on assessment on the availability and utility of assessment skills 

by teachers in this district? 

 

Research hypotheses 

 

To seek for answers to these questions, the following null hypotheses were tested: 

 

1. Teachers at Qacha ‘s Nek do not possess to a significant level, the skill necessary to:          

i. develop and construct good test items; 

ii. write items to measure the cognitive levels of Bloom‘s taxonomy; 

iii. conduct item review and item/test analysis; 

iv. perform test validation; and 

v. carry out formative assessment. 

2. To a significant extent, teachers at Qacha ‘s Nek district do not regularly use the following classroom  

assessment practices: 

i. develop and construct good test items; 

ii. write items to measure the cognitive levels of Bloom‘s taxonomy; 

iii. conduct item review and item/test analysis; 

iv. perform test validation; and 

v. carry out formative assessment. 

3. The level to which teachers at Qacha’s Nek possess relevant assessment skills does not significantly  

influence their assessment practices in the following areas: 

i. test development; 

ii. item analysis; 

iii. cognitive levels of Bloom taxonomy; 

iv. test validity and reliability; and 

v. formative application of testing results. 

4. There is no significant influence of training on assessment on the availability and utility of classroom  

assessment skills among teachers in Qacha’s Nek district.  

 

LITERATURE REVIEW 

 

Studies on teachers’ assessment practices revealed that teachers are not generally well prepared to meet the demands of 

classroom assessment due to inadequate training (Mertler, 2003; Vandeyar & Killen, 2007; Zhang & Burry-stock, 2003). 

In a study to better understand how new teachers experience curriculum and assessments, Kauffman, Moore, Kardos, 

Liu and Peske (2002) found that, despite  the state’s development of standards for statewide assessments, these new 

teachers received little or no guidance about what to teach or how to teach it. Left to their own devices, they struggled 

day to day to prepare content and materials. 

Grimes (2010) studied the meaning teachers give to grades through a descriptive non-experimental dissertation 

study of middle school teachers in USA. These teachers were asked four questions related to: primary purposes of 

grades; attitude towards grading; assessment methods; and grading practices. Among several findings, projects, student 

exhibits, essays, and work for extra credits were found to be associated with higher level of performance, while norm-

referencing, classwork, participation, and matching were negatively associated with grades.  

In another study, Chapman and Snyder (1991) conducted classroom observations of 212 teachers in 34 junior 

secondary schools in Botswana. Results from the study revealed that the primary discrimination was between certificate 

(untrained) and diploma (teacher training) teachers. The function was defined primarily by teacher preparation, teacher’s 

logical presentation of material during the lesson, and the teacher’s emphasis on discipline. Untrained teachers appeared 
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to have done less preparation for the class sessions being observed. Diploma teachers appeared to give more logical 

class presentation and tended to emphasize student development over control in their use of discipline. 

In a study to investigate whether any relationships exist between the types of classroom assessments used in 

secondary mathematics classrooms and high stakes state assessment programs, Ohlsen (2007) conducted a survey of a 

random sample of 668 members in nine states. However, since the survey were mailed to the respondents, only 278 

completed surveys were returned. The results reflect that, teachers reported highest frequencies of use for teacher created 

assessments, major exams and quizzes. Student-centred strategies such as performance-based assessments, individual 

projects, and team projects were used sparingly if used at all by between forty to fifty percent of the teachers. Zhang and 

Burry-Stock (2003) conducted a study to investigate teachers' assessment practices across teaching levels and content 

areas, as well as teachers' self-perceived assessment skills as a function of teaching experience and measurement 

training. Data from 297 teachers on the Assessment Practices Inventory were analyzed in a MANOVA design. The 

findings from a factor analysis they used, revealed that the construct of assessment practices and self-perceived 

assessment skills overlapped to some extent in terms of the underlying dimensions they measured, yet each construct 

maintained a certain degree of uniqueness. The overlap between assessment practices and self-perceived assessment 

skills was also reflected in a Pearson product-moment correlation coefficient of .71 that explained 50% of the shared 

variance between these two constructs.  

In another study, Chris (2003) investigated current classroom assessment practices by surveying teachers in 

New Zealand at Years 5, 7, and 9 on the assessments they use in the areas of English and mathematics, the purposes of 

the assessment, and the assessments that provide the most useful information. In both English and mathematics, the use 

of teacher- or school-developed tools and strategies were greater than the use of externally developed tools. The only 

externally developed tools to have high rates of use across all years were the Progressive Achievement Tests and 

Competition tests. In both subject areas, teachers in classes 1-3 schools used competition tests significantly less. In both 

subject areas, assessment was used most frequently for classroom purposes. Less use of assessment was done for 

purposes outside the classroom, but when used, it came more often from externally developed tools. The greatest 

number of tools and strategies that were rated as "useful" or "very useful" by more than 50% were for teaching and 

learning and monitoring progress.  

Garrison (2004) considered how the instructional strategies of public school teachers interact with the 

achievement levels of their students. Slightly more than 1,000 teachers in schools, broadly representative of public 

schools in the USA, responded to a school climate survey. Analyses revealed interesting "uncommonalities" in 

instructional emphasis, in number as well as kind. Instruction in low achieving classrooms generally was less 

coordinated than in classes of average achieving students. Instructional strategies and lesson focus in classes of high 

achieving students were linked in ways that resulted in more continuity and greater productivity. 

Using survey data from 191 primary school teachers from Gaborone district in Botswana, and 300 similar 

teachers from Delta State in Nigeria, Nenty, et al. (2007), found out that there is a significant discrepancy between the 

level to which, in the perception of the teachers, each of Bloom’s level of cognitive behaviour enhances quality of 

education and the level to which their classroom assessment practices are able to provide for the development of such 

behaviour among learners. 

 

METHODOLOGY 

 

The study used an inferential survey design in which a validated questionnaire was used to gather and analyze the views 

and perceptions of a random sample of 146 primary and 102 high school teachers at Qacha’s Nek district in Lesotho. 

These were with regard to the influence training in assessment has on the availability of skill to carry out effective 

classroom practices that sustain standards in educational assessment and hence enhance quality of education.  The study 

involved the use of a face validated six-option Likert-type questionnaire with two sets of items consisting of:  (a) a list of 

assessment skills to which teachers were required to indicate the level to which they possess each of them; and (b) a list 

of classroom assessment practices, which teachers were expected to indicate the frequency to which they applied each of 

them. A Cronbach alpha analysis gave the alpha coefficient of the instrument as .772 and .764 respectively for the two 

parts of the instrument. A composite of the number of assessment-related courses taken, and seminars and workshops 

attended was developed to operationalize each teacher’s level of assessment training. Based on this, 137 of them were 

found not to have any training in assessment at all, while 73 had a little training and 35 had some training in assessment. 

 

Data Analysis and Interpretation of Results 
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Using SPSS data analysis package, a population t-test was done to test the first hypothesis, Pearson correlation analysis 

(see Table 2) was done to test the second while one way analysis of variance (ANOVA) was done to test the third and 

fourth (see Table 3). A population t-test was done to determine if teachers in Qacha’s Nek possess each of the 

assessment skills to a significant level. The results presented in Table 1 reveal that to a significant extent, teachers at 

Qacha’s Nek lack the assessment skills to: construct and develop good test items (t (244) = -7.322, p <.05), conduct item 

analysis (t (247) = -9.837, p<.05), and perform test validation (t (246) = -7.682, p<0.05). On the other hand, they possess to a 

significant level the skill to use cognitive levels of Bloom’ taxonomy (t (244) = 8.174, p<.05) in their test construction 

endeavour and to carry out formative assessment (t (244) = 13.968, p<.05). Except for possessing the skill to utilize Bloom 

taxonomy in testing, teachers at Qacha’s Nek district do not possess any assessment skills to a significant level. 

Generally, they perceive themselves as lacking, to a significant level, the assessment skills necessary for the execution of 

the classroom assessment methods. Teachers at Qacha’s Nek district do not possess to a significant level, assessment 

skills in the following areas: 

 

1.  Test development 

2.  Item analysis 

3.  Cognitive levels of Bloom’s taxonomy 

4.  Test validation and reliability 

5.  Formative assessment. 

  

Table 1: Population t-Test for the Significance of the Level of Possession and Level of Use of Assessment 

Skills by Teachers at Qacha‘s Nek (n = 248) 
 

        Variable Μ X Sx df t-value p< 

1. Possession of skill  in test development                  15.00 12.33 5.72 244 -7.32 .000 

2. Possession of skill  in item analysis 5.00 3.58 2.29 247 -9.39 .000 

3.Possession of skill to utilize Bloom  taxonomy in test construction 15.00 17.79 5.34 244 8.17 .000 

4. Possession of skill to validate test  7.50 4.45 4.20 246 -7.68 .000 

5.Possession of skill to carrying formative assessment 12.50 15.70 3.58 244 13.97 .000 

6. Utilization of test developing skill 15.00 10.40 4.92 245 -14.38 .000 

7. Utilization of  item analysis skill 5.00 2.89 2.24 247 -14.92 .000 

8. Utilization of skill of writing items to measure each level of Bloom 

taxonomy 

15.00 16.39 3.86 246 5.66 .000 

9. Utilization of test validation skill 7.50 4.35 3.27 246 -15.14 .000 

10.Utilization of formative assessment skill 12.50 13.56 3.58 246 4.66 .000 

 

Similar trend in findings was observed for regularity of utilization of these skills in the classrooms. A population t-test 

analysis done to test these showed that there is significance in the regularity with which teachers use or do not use these 

classroom assessment practices. In other words as reflected in Table 1, the teachers, to a significant level, regularly 

utilize Bloom taxonomy in test construction and carrying out formative assessment. On the other hand, there is 

significantly regular non-utilization of the skills to construct and develop good test items, conduct item analysis, and 

perform test validation as classroom assessment practices by secondary school teachers in Qacha’s Nek district of 

Lesotho. The results mean that, to a significant extent, teachers do not regularly use these classroom assessment 

practices. 

To test the third null hypothesis, a Pearson bivariate correlation analysis was done (see Table 2) to determine the 

degree of relationship between the level of possession of assessment skills and the regularity of use of such skills during 

classroom assessment practices. The results led to a non rejection of the research hypothesis that there is a significant 

relationship between the level of possession of assessment skills and the regularity of use of classroom assessment 

practices. They revealed that all the practices significantly depend on the level of possession of the relevant skills. Hence 

the lack of exhibition of these practices is as a result of the actual lack of possession of such assessment skills. 

Given the Pearson product moment correlation between the level of possession and the regularity of utilization 

of these skills, an attempt was made to determine the probability of utilizing each of these skills by teachers in Qacha‘s 

Nek district of Lesotho in assessment practices. The possession of the skill to develop test items relates r = .498 (p<.01, 

df = 246), and hence accounts for 25% of the variability in utilizing this skill in classroom assessment practices. 

Similarly, the possession of skill to perform item analysis (r = .702, p< .01) determines 49% of the ability to exhibit this 



195 

 

skill in teachers’ classroom assessment practices. An r-value of .699 indicates that 45% of the variability in test 

validation as carried out by teachers is accounted for by the level to which they possess the relevant skill. 

Similarly, the relationship between possession of the skill to, and actual carrying out formative assessment was observed 

to be r = .311 (p<.01) and hence the former accounted for about 10% of the later. Finally using Bloom taxonomy, 

possession and utilization of assessment skill on this related r = .301 (p<.01), hence the level of possession of this skill 

was found to account for about 9% of the level of utilization of such skill. In general, among teachers in Qacha’a Nek 

district of Lesotho, the level of possession of each skill accounted significantly for the likelihood of utilization of such 

skill by teachers in classroom assessment.  
These results mean that teachers often use those classroom assessment skills which they possess. Hence it is 

those practices which they perceive to have the skill to carry out that they actually carry out. For instance, if they believe 

their level of possession of skill to develop and construct test items is very high, then they will always develop and 

construct test items for their classrooms, otherwise they copy items from previous examinations. However, if their level 

of possession of skills is low, they would definitely avoid using such practices in their classrooms. Generally the level to 

which teachers in Qacha’a Nek utilize the different assessment skills in their classrooms is directly and significantly 

related to the level to which they possess such skills.  

To test the final hypothesis, a one-way analysis of variance was done. This analyzed the variability in the level of 

availability and utility of important assessment skills across teachers with different level of training on assessment (see 

Table 3). Results reflect that the perception of teachers about their ability to execute some assessment tasks significantly 

(p <.05) depends on their level of training. This was shown on three out of five selected assessment skills of teachers 

namely; ability to develop tests, perform test validation and carry out formative assessment. Teachers with the highest 

level of training had a significantly higher mean on the perception of teachers’ ability to develop and construct test items 

and perform test validation. This means that they perceive that they possess the assessment skills in these two areas 

significantly more than those without assessment training, while those with the lowest level of training had a 

significantly higher mean on carrying out formative assessment. With regard to the utilization of the classroom 

assessment 

 

Table 2: Inter-correlation Matrix between the Level of Possession of Skill and the Level of Classroom Assessment 

Practice (n = 248) 

 
Variables 1

a
 2 3 4 5 6 7 8 9 10 

  

Possession of skill to develop 

test item 

1 .568** .564** .238** .469** .498** .557** .473** .216** .213** 

 Possession of skill to perform  

item analysis 

 

.568** 1 .579** .113 .446** .515** .702** .502** .105 .344** 

 Possession of skill to 

carrying out test validation  
.564** .579** 1 .158* .448** .441** .643** .669** .126* .220** 

 Possession of skill to carry 

out formative assessment 
.238** .113 .158* 1 .327** .077 -.022 .018 .311** .063 

Possession of skill to use 

Bloom's taxonomy in testing 
.469** .446** .448** .327** 1 .148* .338** .259** .174** .301** 

Utilization of test developing 

skill 
.498** .515** .441** .077 .148* 1 .724** .615** .336** .406** 

Utilization of  item analysis 

skill 
.557** .702** .643** -.022 .338** .724** 1 .688** .199** .431** 

 Utilization of test validation 

skill  .473** .502** .669** .018 .259** .615** .688** 1 .196** .298** 

 Utilization of skill to use  

Bloom taxonomy in testing 
.216** .105 .126* .311** .174** .336** .199** .196** 1 .295** 

 Utilization of formative 

assessment skill 
.213** .344** .220** .063 .301** .406** .431** .298** .295** 1 

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

*Correlation is significant at the 0.05 level (2-tailed). 
a  
Variables are  numbered as named  in the first column 
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Table 3: Analysis (ANOVA) of the Influence of Training on Possession and Regularity of Utilization of Assessment 

Skill in Classroom Practices Among Teachers in Lesotho (n = 248) 
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n 
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n 
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Dev. 
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Variation 
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No 137 12.82 5.32 .454 
 

Between  

Groups 

447.29 2 223.6 7.20* .001 

 

Little 

 

72 10.29 5.38 .634 
 

Within 

Groups 

7422.83 239 31.06   

 

Some 34 14.21 6.90 1.202 
 

Total 

 

7870.12 241     
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243 12.26 5.71 .367 
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No 137 3.58 2.13 .182 
 

Between  

Groups 

27.69 

 

2 

 

13.85 2.70 .069 

 

Little 

 

73 3.18 2.28 .266 
 

Within 

Groups 

1240.82 

 

    242 

 

5.13   

 

Some 35 4.26 2.72 .459 
 

Total 1268.51 

 

    244 

 

   

 

Total 245 3.56 2.28 .146 
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244 13.54 3.58 .230 

 

 

 

 
      

* Significant at .05 

practices, the same table reveals that, teachers with different level of assessment training differed significantly (p 

<.05) in the utilization of only two classroom assessment practices, that is, conducting item analysis and carrying 

out formative assessment. Teachers did not differ significantly when it came to constructing and developing test 

items, conducting item analysis and using the cognitive levels of Bloom’s taxonomy. 

 

DISCUSSION, CONCLUSION AND RECOMMENDATIONS 
 

Firstly, the study found that generally teachers in primary and secondary school classrooms in Qacha’s Nek 

district of Lesotho do not possess to a significant level some basic assessment skills and hence cannot utilize them in their 

classroom practices. To a significant extent, the level to which they possess relevant assessment skills was found to 

influence the level to which they utilize such skills in the classrooms. Hence, generally teachers in primary and secondary 

school classrooms in Qacha’a Nek district of Lesotho, do not possess, and therefore cannot utilize some essential 

classroom assessment skills. Finally, it was found that the level of training in assessment influences the level to which the 

teachers possess and utilize some essential assessment skills in their classroom practices. 

Classroom assessment is a ‘prime mover’ of learning, and according to AFT, NCME and NEA (1990), good 

teaching cannot exist without good assessment, but most teachers in African schools are not trained even in the basic 

skills of classroom assessment. To Nenty (1997) “many persons are certified to teach with little or no training on basic 

assessment skills. Some teachers’ training institutions do not offer courses that impart such skills at all, while some make 

such courses optional as if assessment is an optional duty of the classroom teacher” (p. 56). This is supported by some of 

the findings of this study. The consequences of this are that teachers are deprived of the skill with which to create and 

maintain a conducive classroom environment within which learners would want and like to learn (Nenty, 2007). 

Consequently, there is no efficient use of assessment to ensure effective teaching and learning in African classrooms. This 

is the situation in classrooms in Qacha’a Nek district of Lesotho where, to a significant level, teachers generally do not 

possess and hence cannot utilize essential classroom assessment skills. This does not augur well for learning in such 

classrooms.  

There are a number of reasons why Qacha’s Nek teachers do not possess assessment skills. One of the most 

significant of these is the quality of teacher training undertaken by the colleges of education in Lesotho. With only two 

training colleges in the country, the classes are overcrowded and teachers do not spend enough time with the trainees to 

make sufficient impact on learning and skill development especially in general subject area like assessment. According to 

Fred (1991), the poor quality of those joining the teaching service results from lack of observable impact of pre-service 

training in teachers’ classroom assessment. Furthermore, this may result from the effect of perceived misalignment 

between what is taught in terms of assessment skills and techniques, and what teachers actually practice in the schools 

(Farr & Griffin, 1973; Gullickson, 1986). According to Chapman and Snyder (1991), until recently in many African 

countries, primary teacher’s training was an option pursued mostly by primary school graduates who did not have 

adequate credentials to continue to secondary schooling. Given the low salaries and unfavorable teacher assignment 

policies, those going into teaching were often students who lacked skills that would secure them a job in the private sector 

or a better paying government position (p. 3). 

This finding is not unlike those of others cited earlier in the literature review section. For instance, Kauffman et 

al. (2002) found that despite the state’s development of standards and statewide assessments, the new teachers were 

without assessment skills and received little or no guidance about what to teach or how to teach it. Left to their own 

devices, they struggled day to day to prepare content and materials. This low quality of teachers’ training in classroom 

assessment is of great concern, because competence in classroom assessment has been identified as being significant to 

successful teaching and assessment constitutes a large part of teachers’ professional activities (Stiggins, 1997). 

Moreover, the theory of validity postulates that the assessment should not be too narrow and hence fail to include 

important dimensions of the construct. On the other hand it should also avoid being too broad, thereby containing excess 

reliable variance associated with other distinct constructs as well as method variance such as response sets or guessing 

propensities that affects responses in a manner irrelevant to the interpreted construct. This validity concerns call for 

teachers who are well skilled in measurement concepts, that is, teachers who possess assessment skills to a significant 

level. This is because, without such ability, teachers will always find themselves engaged in assessments that under-

represent or over-represents the focal construct while simultaneously contaminating the scores with construct-irrelevant 

variance.  
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The significant relationships between levels of possession and of utilization of some basic assessment skills were 

not unexpected. In each case, the level to which relevant skill is possessed accounts for a sizeable and significant 

proportion of the variability in the level to which such skill is utilized. In other words, utilization of any skill depends on 

the extent to which such skills are in ones mental custody. In the absence of such skills, practices become a quack. 

Standard in assessment cannot be ensured, let alone, maintained through professionally quack practices, hence the low 

standard and lack of assessment-related effectiveness in African education. 

In the perception of teachers at Qacha‘s Nek district, the regularity of use of assessment practices in the areas of 

test development, item analysis, test validation, estimation of reliability and formative application of testing results 

significantly depend on the level of possession of assessment skills in those areas. Thus, teachers who indicated a high 

level of possession of assessment skill also reported a regular deployment of such assessment skills through relevant 

practices in their classrooms. While those who were shown to have low level of assessment skill also reported that they do 

not employ such practices regularly in their classrooms. This is not surprising because teachers, who believe to possess 

little or no assessment skills, feel very incompetent to use relevant assessment procedures of which they are not skilled in. 

In this situation, they opt to remain in the comfort zone that is, avoiding the employment of some of the new and efficient 

assessment practices which could improve their classroom situations. For all the five skills considered here, level of 

possession of such skill was found to account for a significant proportion of the level to which such skill was utilized in 

the classroom. This finding supports that of Zhang and Burry-Stock (2003) who in their study found the overlap between 

assessment practices and self-perceived assessment skills to be reflected by a Pearson product-moment correlation 

coefficient of .71. This was interpreted to explain 50% of the shared variance between these two constructs. This therefore 

shows that the relationship between classroom assessment practices and teachers’ assessment skills is evident in the 

existing literature on classroom assessment. 

Teachers with different levels of assessment training were found to differ significantly in their perception 

regarding their possession of assessment skills. This is not intriguing as the efficacy and value of training should be 

reflected in the teacher’s confidence in their ability to engage in assessment related activities. Again, teachers with little or 

no assessment training are less likely to feel confident and to see themselves as having the assessment skills. It is this 

confidence that drives the teachers into the habit of using different classroom assessment methods.                                                              

Surprisingly, with regard to teachers’ utilization of assessment practices, those with differing levels of assessment 

training differed significantly in the practice of item analysis and carrying out formative assessment, but did not differ 

significantly with regard to other practices. This can be explained by a number of factors. One of the reasons can be the 

fact that teachers who have some training in assessment tend to be ostentatious about the knowledge they think they 

possess and as a result, they end up disregarding some of the important concepts they have learnt. The quality of training 

acquired by those teachers who claimed that they are trained in assessment might not be such that would make a 

significant difference in their everyday classroom assessment practices when compared to those who never went through 

such training.   

To a significant level, due to lack of relevant skills, teachers at Qacha ‘s Nek district do not use assessment 

practices like developing and constructing tests, conducting item analysis, conducting test validation and estimating 

reliability, writing items to measure the cognitive levels of Bloom’s taxonomy. Also, they do not carry out formative 

application of testing results regularly in their classrooms. These findings are consistent with one of the findings of Ohlsen 

(2007), who stated that “student-centered assessment strategies are used very little if at all by between forty and fifty 

percent of the teachers. This lack of use of assessment practices stems from a number of factors. One of the significant 

factors is that most teachers are not skilled in measurement concepts and practices. Teachers are without the skills 

necessary for the execution of proper assessment practices, as a result, they remain hesitant to use assessment strategies of 

which they lack the confidence to implement a fair assessment of student performance” (Ohlsen, 2007). Therefore, in a 

situation like this, teachers fall back to assessment practices that were used when they were students or those used by their 

cooperating teachers. As a result, they find it more a comfortable and natural reaction to stay within the comfort zone of 

traditional testing models. Teachers without adequate training in assessment do not understand the place of assessment in 

learning and because they lack the skill to develop and validate assessment instruments, they readily fall back on items 

used in previous examinations for their classroom assessment purposes. 

Another important explanation given by Chapman and Snyder (1991) is that low quality of work life impedes the 

quality of teachers’ performance, reduces teachers’ openness to innovation, and increases teacher attrition. This is in fact 

true, and it is a worse situation in rural districts of the country. Environments in which untrained staff operates are 
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alarmingly very poor. There is a complete lack of relevant facilities, resources and funds to support test revision and 

printing of tests. Teachers actually go out of their way to provide some basic facilities to enable their students learn. As a 

result, in situations like this, teachers cannot be expected to use effective assessment practices regularly in their 

classroom. This relationship also alerts us on the issue of content validity. The theory on this postulates that validity 

reflects how well the quality and quantity of course content (together with intended behavioral outcomes) have been 

specified, sampled and transformed into test items. This means that a content- valid test is the one that its items are a good 

representative of the entire course content, taking adequate consideration of the relative importance of the different 

sections, topics and cognitive skills implied in the syllabus. However, when the positive relationship between teachers’ 

assessment skills and classroom assessment practices is not maximized, it will always be difficult for teachers to engage 

themselves in regular use of valid assessment practices.  

If we want to stop paying lip service to standard in classroom assessment and hence to the quality of education in 

our schools, Lesotho government should ensure that all our classroom teachers have adequate training on assessment. 

Given the all important role assessment serves in teaching and learning, facilities and resources should be provided for the 

two teachers’ training institutions in the country in order that they may do a better job at training teachers, especially in 

equipping trainee-teachers with relevant skills in assessment.  
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