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SOUTH AFRICA’S NATIONAL ANTHEM 

 

 

Lord bless Africa     Nkosi sikelel‘ Afrika 

May her glory be lifted high,    Maluphakanyisw‘ uphondo Iwayo 

       Yizwa imithandazo 

Hear our petitions     Yethu 

Lord bless us, your children.    Nkosi sikelela 

       Thina 

Lord we ask You to protect our nation,  Lusapho Iwayo 

Intervene and end all conflicts, 

Protect us, protect our nation,    Morena boloko setjhaba sa heso 

Protect South Africa, South Africa   O fedise dintwa la matshwenyeh 

       O se boloke (Ntate) 

Out of the blues of our heavens,   O se boloke 

From the depths of our seas,    Setjhaba sa 

Over everlasting mountains,    South Afrika 

Where the echoing crags resound,   (South Africa) 

 

Sound the call to come together,   Uit die blou van onse hemel 

And united we shall stand,    Uit die diepte van ons see 

Let us live and strive for freedom   Oor ons ewige gebergtes 

In South Africa our land.    Waar die kranse antwoord gee 
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NIGERIA’S NATIONAL ANTHEM 

 

Arise, O compatriots 

Nigeria's call obey 

To serve our fatherland 

With love and strength and faith. 

The labour of our heroes past 

Shall never be in vain, 

To serve with heart and might 

One nation bound in freedom 

Peace and unity. 

 

O God of creation, 

Direct our noble cause 

Guide thou our leaders right 

Help our youth the truth to know 

In love and honesty to grow 

And living just and true 

Great lofty heights attain 

To build a nation where peace 

And justice shall reign 
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Review Process 

 

A total of 85 manuscripts were received in different fields of studies out of which 70 

were full papers. All the full papers were subjected to a thorough process of double-

blind peer review. The professional team of GEN‘s Reviewers were drawn from 

different countries and strictly guided by the GEN‘s Review Criteria. They were also 

requested to look at the manuscripts with the view to assisting authors to produce best 

quality articles.  

Following the review process, the editorial committee considered the 

reviewers‘ comments and 3 articles were found to  be unsuitable for publication. The 

suitably qualified ones were given the reviewers‘ reports and asked to use the 

suggestions to strengthen their papers. After the receipt of the corrected manuscripts, 

the editorial committee finally accepted 47 articles for inclusion in the Conference 

Proceedings. This means that the acceptance rate was about 67%. 
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OPENING CEREMONY SPEECH FROM THE PRESIDENT (GEN) ON THE 

OCCASION OF THE 10
TH

 ANNUAL INTERNATIONAL 

MULTIDISCIPLINARY CONFERENCE, East London South Africa  

 

GEN registered as an incorporated organization. The registration number of the 

certificate of incorporation with the Corporate Affairs Commission (CAC), Abuja, 

Nigeria is RC 1310843. It is a global society of educationists with a global reputation. 

It has over one hundred members drawn from the United States of America (USA), 

Asia, Europe, and Africa. We are making modest moves to collaborate with 

institutions and scholars in the other continents so that the spread will be truly global. 

The research focus of the organization is global in that it reflects all aspects of 

education. The society has a close working relationship with the Kampala 

International University, Dar es Salaam, Tanzania, where the founder, Prof. Martins 

Fabunmi, had the privilege of serving as the Foundation Dean of the Faculty of 

Education. Some of GEN‘s conference papers are usually sent to editors of reputable 

academic journals in different parts of the world. Our goal is to use education to 

advance global development. Please, we request you to join us in this race through 

your modest contribution to conference papers. 

The organization organizes academic conferences on topical and exigent issues 

in different countries. The first International Conference was held at the Kampala 

International University, Dar es Salaam, Tanzania in the year 2012. The second 

conference was held at the University of Ghana, Legon, near Accra, Ghana in the year 

2013. The third International Conference was at the Lead City University, Ibadan, 

Nigeria in the year 2014. The fourth International Conference was at the West 

African Union University, Apapa-Cotonou, Republic de Benin in the year 2015. The 

fifth International Conference was held at the University of Cape Coast, Cape Coast, 

Ghana in the year 2016. The sixth International Conference was held at the Nigeria 

Institute of Social and Economic Research (NISER), Nigeria in the year 2017.  

The seventh International Conference was held at the University of Ghana, 

Legon, Ghana in the year 2018. The eighth International Multidisciplinary 

Conference was held at the University of Sierra Leone, Sierra Leone in the year 2019. 

The ninth International Multidisciplinary Conference was held at the University of 

Lome, Togo in the year 2021. The tenth International Multidisciplinary conference is 

held in South Africa. 

It is my pleasure to welcome everyone herein present to the 10th International 

Multidisciplinary Conference which is the first blended approach conference of the 

association and is held in collaboration with the ARPSA Educational Consultancy 

South Africa. I am extremely grateful to the Local Organising Committee Chairman, 

Secretary, and all the executive members for their support and contributions towards 

the success of this conference. The conference had to be a hybrid approach (Physical 

and Virtual Presentations), because of the prevailing current COVID-19 pandemic. 

I wish to extend to you the greetings from the Board of directors of GEN under 

the chairmanship of Prof Martins Fabunmi who played pivotal and tireless roles in 

seeing to the take-off of this conference. The conference is very unique because it is 

the first time of taken the conference outside West Africa, the conference also attracts 

over 80 full papers and abstracts across the continent for presentations. 

The Conference adopts a timely theme, ―AFRICAN PERSPECTIVES ON 

RESEARCH, INNOVATION, AND DEVELOPMENT IN THE COVID-19 ERA‖. 

Technological innovation has penetrated virtually all areas of operations of education 

and is entwined with educational practices. To effectively benefit from innovation and 



GEN 2021, South Africa: Conference Proceedings 

Page ix 
 

technology applications, education professionals must set themselves ready for 

transforming their practices and keep identifying effective ways for transformations in 

their contexts. 

If you take a look at the Conference Programme, you will agree with me that 

the Conference is going to be busy and productive. There is a lot to offer for a three-

day event. The programme will include different plenary sessions, where presentations 

of papers in different fields of specialization and contribute to the growth of education 

in Sub-Sahara Africa. I would like to thank the keynote and lead paper presenters for 

honouring our invitation. I would also like to thank participants, especially those of 

you joining us from abroad for sharing your valuable experience and ideas. It is 

essential to bring together experts in the field of research, innovation, and 

development in the COVID 19 Era. 

In closing, I hope that all of you will enjoy the Conference, and have useful 

deliberation with each other. 

 

Thank you. 

 

Professor Emmanuel O. Adu (FGEN) 

President, Global Education Network (GEN) 
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COMMUNIQUÉ DATED WEDNESDAY, 20
TH

 OCTOBER, 2020 

REF. No.: GEN-SA/Conf/20/10/21/01 

 

Introduction  

The Multi-disciplinary International Conference of GLOBAL EDUCATION 

NETWORK (GEN) held in collaboration with the ARPS_A Educational Consultancy, 

South Africa, was a hybrid (Physical and Virtual) conference which began on 

Monday, 18th, October through Wednesday, 20th 2021. The participants who attended 

physically took their seats before the opening ceremony on the first day.  Those 

participating virtually also log in through the Zoom meeting ID and passcode for the 

conference.  The broad theme of the conference was: African Perspectives on 

Research, Innovation, and Development in the Covid-19 Era. 

 

Executive Members 

The following members were members of the Executive of the Association: 

 Professor E. O. Adu  - President 

 Professor A. O. Oredein  - Deputy President 

 Dr. T. O. Ajadi  - General Secretary 

 Dr. M. S. Mkhomi  - Assistant General Secretary 

 Dr.  N. Ngibe   - Financial Secretary 

 Dr. C. N. Alimba  - Treasurer 

 Dr. E. Ileuma   - Welfare Officer  

 Dr. M. A. Linake  - Assistant Welfare Officer 

 Dr. V. F. T. Babajide  - Director, Web Administration and 

Logistics 

 Dr. I. N.  Nwankwo  - Public Relation Officer 

 Dr. O. Ige   - Director, Training and Research 

 Mr P. Hananiya  - Administrative Officer  

 

Local Organising Committee  

The following members were members of the Local Organising Committee (LOC): 

 Professor Emmanuel O. Adu  - President 

 Dr. Olugbenga Ige    - LOC Chairman 

 Dr. M. S. Mkhomi    - LOC Secretary 

The Founder, Prof. Martins Fabunmi, also participated. 

 

Arrival at TSOGO Sun Hotel, South Africa 
On Monday, 18th, October 2021, the following members of the Executive: Prof. E. O. 

Adu, Prof. A. O. Oredein, Drs T. O. Ajadi, M. S. Mkhomi, N. Ngibe, M. A. Linake, 

D.F.T. Babajide, and O. Ige arrived at the conference hall at TSOGO Sun Hotel, with 

some technical staff led by Yemisi Oyedele to set up the facilities needed for hybrid 

conference to allow participants from across the globe. The President of the 

Association, Prof. Adu at about 9.00 am South Africa time addressed members who 

are physically present and those participating virtually to get ready for the opening 

ceremony at exactly 9.30 am South Africa time as we have in the programme.  
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Opening Ceremony   
 

On Monday, 18th, October 2021, registration of participants started at Tsogo Sun 

Hotel, South Africa the venue of the conference.  Virtual participants also started 

logging in at about the same time based on the instruction given virtually by Tyilo 

Nonzuko – The Programme Director for the occasion. At exactly 9.30 am South 

Africa time, the participants started by singing the national anthem of Nigeria and 

South Africa.   

The Programme Director after introducing members who are physically 

present and those who are participating virtually invited the President of the 

Association, Professor Emmanuel O. Adu to present his welcome address. The 

president on behalf of the Dean, Faculty of Education, Forte Hare University, South 

Africa who was unavoidably absent declared the conference open at about 10.25 am 

South Africa time. After the declaration, Dr. Babajide was invited to read the profile 

of Dr. Shikha Trivedi from Botswana Open University, the first keynote presenter, 

before she delivered her presentation virtually on ―Education, Covid-19 and 

Development in Research‖ which ended at exactly 11.20 am South Africa time. 

At exactly 12.00noon South Africa time, Dr. Linake was invited to read the 

profile of the second keynote presenter Professor Alfred Makura from the Central 

University of Technology, South Africa after which he presented his presentation 

virtually on ―Security, Peace, and Development during Covid-19 Era‖ which ended at 

about 12.50 pm South Africa time. 

 

Plenary Sessions  
The plenary sessions began precisely at 2.00pm South Africa time on Monday, 18

th
 

October, 2021. The participants were divided into three breakout groups comprising 

those physically present and those participating virtually: 

 Group A  

Chairman: Dr. V. T. F. Babajide  

 

 Group B  

Chairman: Dr. M. S. Mkhomi 

 

 Group C  
Chairman: Dr. M. A. Linake 

 

The papers discussed at the plenary addressed issues on Cadre deployment in 

South Africa public schools, time management for quality secondary schools, 

Ulwaluko at the center for developing Afrocentric school management in South 

Africa, disciplinary measures on academic staff research productivity in public 

universities in south-western Nigeria, African perspective in community participation 

in school governance in South Africa, threat of Covid-19 to science education 

curriculum, among others.   

On Tuesday, 19th October 2021 at about 9.00 am South Africa time, the 

Programme Director for the second day, Dr. Babajide addressed participants who are 

physically present and those who are participating virtually around the globe to be 

ready to listen to a lead paper presenter Prof. M. S. Nnyepi, University of Botswana 

who delivered her lead paper virtually on ―Research and Development during Covid-

19 Era‖.  After the presentation, the programme director appreciated the presenter and 

implored members to break to the various groups for the plenary session for the day. 
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At exactly 11.00 am South Africa time, the plenary session commenced in the 

following breakout groups: 

 Group A 

Chairman: Dr. Esther Ileuma (Virtually) 

 

 Group B 

Chairman: Dr. Nondwe Ngibe 

 

 Group C  
Chairman: O. A. Ige 

 

The papers discussed at the morning plenary session on the second day 

addressed issues on Management of teaching and learning in the Covid-19 era, 

teachers‘ digital phobia and work performance during the lockdown in Covid-19 era, 

Covid-19 pandemic and issues of rape cases, lecturers readiness for virtual teaching in 

South Western Nigerian universities, staggered school calendar and students 

performance in Physics, students‘ requirements for virtual learning in Nigerian 

Universities, SWOT analysis of Covid-19 pandemic and education Africa, 

ameliorating students‘ predicament during Covid-19 shift in South Africa Universities 

through Ubuntu among others. 

The book launch session commenced at about 2.10 pm South Africa time, the 

President invited the representative of Van Schaik Publishers – Prof. C. C. Wolhuter 

to the high table for the launching of a book titled: Fundamentals of Research in 

Humanities, Social sciences and Science Education, edited by Professors Emmanuel 

O. Adu and Chinedu I. Okeke.  The President informed the participants about the 

relevance of this book to graduate students and 21st-century researchers all over the 

world. The book has over 27 chapters written by over 40 erudite scholars.  He was 

glad to inform participants that 10 of the authors were present at this 2021 GEN 

conference.  He appreciated the efforts of the authors and for being among the selected 

writers.  He said the book will be officially available by January 2022.  He informed 

the gathering that the editors are preparing for another book.  Members should be 

ready to show interest at the appropriate time.  He implored other members at the 

conference to popularize themselves with research activities. 

On the third day of the conference (Wednesday, 20th October 2021) at about 

8.00 am South Africa time, the President through the programme director (Dr. Linake) 

addressed the participants physically and virtually to ensure all are set for the plenary 

session. At exactly 9.00 am South Africa time, the plenary session commenced in the 

following breakout groups: 

 Group A   

Chairman: Dr. M. S.  Mkhomi 

 

 Group B 

Chairman: Dr. V. F. T. Babajide 

 

 Group C  
Chairman: Professor A. O. Oredein 

 

The papers discussed at the plenary session on the third day addressed issues 

on Learners‘ perception of the effectiveness of the approaches used by teachers during 

reading comprehension, pre-service teachers‘ perception about the value of teaching 
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practice assessment as a catalyst to improvement of quality model in South Africa, 

fostering a safe learning environment and ensuring assessment adaptations for special 

needs students during and beyond Covid-19, platformisation of education: an analysis 

of South Africa Universities‘ learning management system, Covid-19, a 

transformation in Physics teaching among others. The session ended by 1.00 pm South 

Africa time. 

 

Policy Advocacy 

The conference ended at about 3.00 pm on Wednesday, 20th October with a farewell 

speech from the Founder, Prof. Martins Fabunmi. The following 7-Point Agenda was 

recommended for all countries in Africa:  

 

 Recognizing the threat which COVID-19 posed to the school system and 

education systems at large; and putting in place appropriate control measures. 

 Retraining of the teacher educators to prepare them for the challenges of the 

pandemic. 

 Declaring COVID-19 an emergency and putting in place appropriate 

emergency plans for education.  

 Making available resources required by educators and learners for safe 

learning in schools. 

 Modification of school curricula to reflect the realities of the COVID-19 era. 

 Embracing ICT-based teaching and learning to reduce the spread of the deadly 

disease. 

 Provision and maintenance of the ICT and other COVID-19 control facilities. 

 

Conclusion 

The conference revealed that Covid-19 is a pandemic that constitutes a deadly threat to 

education and humanity.   Policy advocacy was made for the control and management 

of the pandemic in the education sector in African countries particularly and the world 

at large. 

 

 

_______ __________ 

Prof. Emmanuel O. Adu 

President, GEN 

University of Forte Hare 
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FAREWELL SPEECH 

By 

Prof. Martins Fabunmi (FGEN)  

(Founder of GEN) 

University of Cape Coast, Cape Coast, Ghana. 

Emails: mfabunmi2002@yahoo.co.uk / martins.fabunmi@ucc.edu.gh  

Tel: (Ghana) +233560074906 / (Nigeria) +2348160054369 

 

Introduction 

The benevolent President of the Global Education Network (GEN); the Dean, Faculty 

of Education, University of Fort Hare, Fort Hare, South Africa; Exco members; LOC 

members; Chairpersons of Sessions; distinguished presenters and gentlemen of the 

press, kindly permit me to thank the President of GEN for drawing me out of my shell 

to present this farewell speech. This will be my first official outing since I handed over 

to him as the President of GEN last year. I had assured him of full support and non-

interference in the affairs of GEN. When you leave an office, you do not have to look 

backward. 

 

Conferencing 

Precisely, 70 articles were pair reviewed. However, only 47 articles (67.1 %) survived 

the peer review process. There were three concurrent sessions where presenters made 

their presentations. We appreciate the online presenters as well as those who made 

physical presentations. Both categories made significant contributions to knowledge; 

and promoted the goals of the Global Education Network, which is a teacher educator 

society. GEN uses conferences and researches to improve the qualities of teacher 

educators with a view to promoting the development of education. This is in line with 

the motto of the organisation, which is: ‗Education for Development‘. 

 

Historical Recourse 

Napoleon Bonaparte (1769-1821), the Emperor of France from 1804 to 1814 

dominated global affairs, fought and won many wars; and was noted for his 

expansionist drives. In spite of his bravery, he suffered a humiliating defeat at the 

Battle of Waterloo. At the end of the war, he made a very motivating and epoch-

making speech to his soldiers who were very loyal to him, wherein he asked them not 

to be downcast, but to say with pride, ‗I was there‘. ―Where?‖ You will like to ask me. 

It was at the Battle of Waterloo. In the same vein, I enjoin you to say with pride that 

you were at the University of Fort Hare and at East London, where you conferenced 

with colleagues from different institutions and several countries for three days, 18 – 20 

October, 2021. 

 

Farewell 

Everything with a beginning certainly has an end. We began this conference with 

registration. Two keynote papers and one lead paper were presented. We made 

presentations; interacted and socialized with colleagues for the period of three days. 

We had hectic and non–violent sessions. The tasks ahead are enormous. Exchange 

contacts from colleagues who are in your discipline(s) with a view to making strong 

ties, networks and collaborations. Through this, you can spread your publications to 

different countries and continents. Go global with Global Education Network. Take 

photographs with fellow participants; and obtain their details, addresses, emails and 

phone numbers. 

mailto:mfabunmi2002@yahoo.co.uk
mailto:martins.fabunmi@ucc.edu.gh


GEN 2021, South Africa: Conference Proceedings 

Page xv 
 

Before I end this assignment, there is a pertinent question for you: what is your 

gain from this conference? They are many, but the most significant one is that you 

have discovered that you are being mentored so that you can mentor others with love 

so that this world will be a better place for all. 

On behalf of the President of Global Education Network, Professor Emmanuel 

O. Adu, I say a BIG THANK YOU to all of you. We sincerely wish you safe trips to 

your destinations. Good bye for a short while. We hope to see you again, next year. 

 

 

 

 

Prof. Martins Fabunmi (FGEN) 

Chairman, GEN‟s Board of Directors 
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Preface 
 

This book titled ‗African Perspectives On Research, Innovation and Development In 

The Covid-19 Era‘ is the Proceedings of the Multidisciplinary Conference which the 

association held from 18 to 20 October, 2021. It was held in collaboration with the 

ARPS_A Educational Consultancy in South Africa. The book was edited by Professor 

Emmanuel O. Adu, the incubent President of the Global Education Network (GEN), 

who teaches in the Faculty of Education, University of Forte Hare, East London, 

South Africa; Professor Martins Fabunmi of the Institute for Educational Planning and 

Administration (IEPA), University of Cape Coast, Ghana; and Professor Vusi 

Mncube, Dean, Faculty of Education, University of Forte Hare, East London, South 

Africa, who was also the host of the 2021 GEN conference. 

This Book Of Proceedings is structured into five parts or sections. Part One, 

titled, Educational Administration, consists of following articles:: Placing Ulwaluko at 

the centre of school governance: strategies for developing afrocentric school 

management approaches in South Africa; Comparative study of leadership styles in 

public and private secondary schools in the Covid-19 Era in Ido Local Government 

Area, Nigeria; Effective time management for quality secondary education in 

Anambra State; and Cadre deployment in South African public schools. It also 

addressed the following issues: Appointment in theory, deployment in practice; 

material management, learners‘ motivation towards learning and universal basic 

education goals achievements in public basic schools in Southwest, Nigeria; 

Perspectives of school management team members on the role of secondary school 

principals as instructional leaders; and The funding post-basic education for goal 

attainment in Awka South Local Government Area of Anambra State, Nigeria. The 

influence of disciplinary measures on academic staff research productivity in public 

universities in South-Western Nigeria; and Community participating in school 

governance in South Africa: an African perspective; and Educational leadership and 

the Nigerian education system: challenges and way forward were also addressed. It 

closes with the discussion of Management of human resources in education: the roles 

of school administrators in Nigeria.  

The Second Part titled, Science and Technology Education, dealt on the 

following issues: Digital literacy skills and use of social media among registry staff in 

Nigerian universities; The impact of e-learning on academic performance of students 

during the COVID era: A case study of Tai Solarin University of Education; and 

COVID-19: A threat to Science Education Curriculum in Nigeria: E-Learning as a 

remedy. It also contain topics on: Secondary school teachers‘ digital phobia as a 

correlate of work performance during lockdown in COVID-19 era in Oluyole Local 

Government Area, Oyo State, Nigeria; Democratisation of knowledge through open 

educational resources: opportunities and challenges at a South African University; and 

Staggered school calendar and student‘s performance in Physics in Education in 

District IV of Lagos State, Nigeria. This section also comprises the following topics: 

Lecturers‘ readiness for virtual teaching in Southwestern Nigerian universities; Effects 

of videotape and audiotape instructional strategies on students‘ academic retention in 

senior secondary economics in Imo Central Educational Zone; and Digital 

transformation in higher education institutions: issues of functionality amid the Covid-
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19 Pandemic; Students‘ Requirements for Virtual Learning in Southwestern Nigerian 

Universities. The section closed with discussion of the Perception of Lecturers and 

Students on the Use of Moodle as an E-Learning Platform in Technical Education in 

Botswana.  

Part Three, titled, Foundation Issues in Education, contains the following 

articles: Family size and psychosocial behaviours of school children in Nsukka 

Education Authority Enugu State in Nigeria; Lecturers‘ analysis of managing teaching 

activities in the COVID-19 Era in Lead City University Ibadan, Oyo State, Nigeria; 

and Ameliorating Students' Predicament during COVID-19 Shift in South African 

Universities through Ubuntu. The following were also discussed: The predictive roles 

of rank and marital status on academic staff research productivity in public 

universities in Southwestern Nigeria; Transitional experiences of the first year 

students in a South African University; and The COVID-19 pandemic and education 

in Africa: A Swot Analysis. It also examines the Pre-service teachers‘ perceptions 

about the value of teaching practice assessment as a catalyst to the improvement of 

quality model; Fostering a safe learning environment and ensuring assessment 

adaptations for special needs students during and beyond COVID-19; and Strategies to 

eradicate gender disproportion of male students in home economics in Zimbabwean 

colleges. The following were also dealt with: Impact of COVID-19 on the teaching 

and learning in public primary schools in Eastern Cape, South Africa; Executive 

function and self-regulation as foundations of play-based learning for young children 

between 0 – 4 years in Early Childhood Education (ECE); and Quality teacher 

education: the foundation for a strong national education. The assessment of teaching 

performance: the dilemma for novice assessors; Influence of teachers‘ non-cognitive 

skills on pupils‘ achievement in Social Studies in lower primary schools in Osun State, 

Nigeria; and The impact of ECD policy shifts: a dilemma of policy and practice 

alignment in the South African Context were discussed. 

The articles in Part Four, which is titled Humanity and Languages, are: 

Curbing reading comprehension failures among public secondary school students: a 

prelude to sustainable national development in Corona Virus Diseases (COVID-19) 

Era; Learners‘ perception on the effectiveness of the approaches used by teachers 

during reading comprehension; and the influence of grade 3 teacher‘s self-efficacy in 

assessing reading comprehension in Isixhosa Home Language. Part Five, titled, 

Health, Environmental and Demographic Studies, contains the following articles: 

Academic stress management and lecturers‘ productivity in public universities in 

Lagos State, Nigeria; Wastewater intensification: fate of emerging pollutants and 

future health implications; female civil servants‘ demographic influence on waste 

management in Osun State, Nigeria; and Population growth, urbanization and 

economic growth in Sub- Saharan Africa: Evidence from Nigeria. 

The Global Education Network aims at bridging the gap between countries in 

Africa through promotion of research and organisation of conferences. This is the 

reason for rotating the conferences among countries in Africa on a yearly basis. We 

desire to make available the research reports in Africa to researchers and general 

readers. This will enable cross fertilisation of ideas. The book contains articles from 

different disciples. This is a reflection of the multidisciplinary nature of the Global 

Education Network‘s conferences. GEN continues to attract scholars from different 
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disciplines from all over the world to its conferences. I, therefore, implore all teacher 

educators to be part of this mass movement and have their articles published in 

globally visible publishing outlets. In view of these developments, I recommend this 

book as a must read for everybody irrespective of the discipline. Finally, I am grateful 

to the President of Global Education Network (GEN), Professor Emmanuel O. Adu, 

who is my immediate successor, for requesting me to write the Preface to this book. 

 

 

Professor Martins Fabunmi (FGEN)  

Foundation President (2012 – 2020)  

Chairman Board of Directors,  

Global Education Network 
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Abstract 

The researcher investigates how African philosophies can be adopted in 

revolutionalising school management approaches in rural schools particularly in the 

Sutterheim area of the Eastern Cape Province. The paper also aims to develop strategies 

to replace colonial eurocentric school management policies by suggesting the 

incorporation of indigenous knowledge systems into their school management 

approaches. The method of data collection was a textual analysis that involved 

secondary data from published books, journals, and newspapers. The study used the 

decolonization theory to give context for the assumptions made by the researcher and to 

ground the study. The use of the Decolonization theory is aimed at addressing the 

embedded legacy and hegemony of colonialism. The paper concluded that school 

management in schools was still trapped in the condition of coloniality. The study 

proposes a tripartite model of collaboration method that should include government 

(more especially cooperative governance), schools, and communities (particularly 

organised traditional leaders) as centres that promote African traditional education 

alongside formal school education. The researcher further recommends the 

dissemination of indigenous African values as the central focus for this collaboration. 

The study concludes that ulwaluko should be placed at the centre of school governance. 

 

Keywords: Philosophies, Indigenous, Collaboration, Management, Coloniality, Values.  

 

Introduction 

School governance in South Africa has evolved over a number of years from the 

apartheid era to the post-1994 democratic political dispensation. Besides being 

racialized (under apartheid), school governance was highly eurocentric in approach and 

content. The language that is used in schools and policies represents western values as 

well as the content is focused on European history (Ezenya-Esiobu, 2019). The 

introduction of the South African Schools Act (SASA) no 84 of 1996 played a 

significant role in transferring authority and responsibility for public functions from the 

central government to local governance (Soudien, 2004; Sayed, 2008; Xaba, 2011). 

This brought the management of schools closer to communities as the Act also 

promotes the participation of parents (SASA).  The South African School Act (1996) 

identifies key roles and responsibilities of Student Governing Bodies (SGBs) as elected 

representatives, amongst others, being the drafters of school policies. Mncube (2008) 

identifies the broader responsibility of SGBs as the promotion of social justice. 

Amongst principles of social justice referred to by Mncube, is making sure that school-

based policies are unbiased towards the communities that are served by them and that 

they promote democracy. In the context of education and policy formulation, social 

mailto:1ngqeba@ufh.ac.za
mailto:2nduku@ufh.ac.za


GEN 2021, South Africa: Conference Proceedings 

Page - 4 - 
 

justice relates to equitable and fair dealing with learners (Department of Education, 

2003: B36).  

Therefore, this means that efforts to promote social justice must be seen by 

lenses that address issues of African traditions as well.  As indicated by Mncube above, 

social justice in education is a conscious and reflective blend of content and process 

intended to enhance equity across multiple social identity groups (Young, 2001). This 

could be possible if all social partners were able to express how they wanted the 

schools to better serve them, including embracing their cultural practices and local 

practices. This is another way in which all the stakeholders can express how their 

established African philosophies are embraced by the SGB‘s and are incorporated into 

school policies (Mncube, 2008; Gqeba, 2021).   

SGBs (as school governors) should formulate policies that are responsive to the 

diversity of needs of the learners that they serve and not promote Euro-centric policies 

that alienate Indigenous Knowledge Systems.  Research has shown that school policies 

are largely silent on African philosophies such as ulwaluko (Gqeba, 2021). For this 

article, school governance currently represents those principles, ideas, and ideals that 

cover a variety of human interactions perceived to represent western life and thought 

(Duku, 2006). One of the crucial things about school governance is not to leave 

indigenous knowledge outside. The management system should embrace the African 

traditional and cultural system of the learners that are enrolled at their schools to ensure 

equity and social justice as opined by (Mncube, 2008; Gqeba, 2021). Both these forms 

of schools (African traditional and modernity) are supposed to be an extension of 

education provided by both the society and formal structure in developing young ones 

to be well-adjusted, self-reliant, empowered, and value-based individuals. Hence, 

according to  (Adeyemi and Adeyinka, 2003) and the essence of education is in treating 

education as dialogue, thus negotiating the outcomes and taking into account the 

experiences of all stakeholders. 

By implication, African philosophies such as ulwaluko (the tradition) and the 

school (modernity) should coexist. It is within this context that the education sector in 

South Africa should embrace African traditions like ulwaluko as an integral part of 

African experiences (Gqeba, 2021) and Indigenous Knowledge Systems (IKS) in the 

case of the Xhosa people, in the designated area for research. Hence, the article seeks to 

uncover whether or how African philosophy and school governance (modernity) co-

exist, particularly through school-based policies. It is for this reason that Ndlovu-

Gatsheni (2013) warned Africans to be vigilant against the trap of ending up 

normalizing and universalizing coloniality as a natural state of the world.  

Ndlovu (2013) opines that coloniality must be unmasked, resisted, and 

destroyed because it produces a world order that could only be sustained through a 

combination of deceit, hypocrisy, and lies (Ndlovu- Gatsheni, 2013, Msila & Gumbo, 

2016). This is especially important and topical in the era of calls for decolonization of 

education (Ndlovu-Gatyeni, 2013; Shay, 2016; Duku, 2017; Msila, 2019). Amongst 

other things, decolonization calls for the use of African discourse as a point of 

departure in all aspects of life (Waghid and Davids, 2018). The concept of 

decolonisation will come in handy in the conceptualisation of school management in 

this article. This speaks to how African philosophies should be embraced by School 

Governing Bodies in school governance more especially in the formulation of their 

school policies.  

The article argues that African philosophy such as ulwaluko in this case is an 

integral part of the socio-cultural reality (Gqeba, 2021) and therefore, needed to be 

accorded some degree of prominence in the school‘s management and governance.  



GEN 2021, South Africa: Conference Proceedings  

Page - 5 - 
 

School governance can benefit a lot from African values like Ubuntu, communalism, 

and from the African adage that says, ―It takes a village to raise a child‖ (Joseph, 1988).  

The envisaged form of school governance should infuse these values. One of the 

conspicuously negative aspects of the current school governance is instilling values like 

individualism and selfish competitiveness which are a direct opposite of the African 

values referred to above. The researcher is of the view that this might be attained 

through deconstruction action that could be facilitated by following decolonization 

principles. The researcher there set out to explore the following objective: 

i. To explore how African philosophies can create possibilities for transforming 

school governance through adopting Indigenous Knowledge Systems in 

developing an Afrocentric school governance system.                                                                      

 

Literature Review 

This article is dealing with two social constructs, African philosophies, and school 

governance.  

 

The South African School’s Act of 1996. 

In the South African context, there is a legislated regulatory framework in the form of 

an Act, the South African Schools Act. This Act regulates the powers of School 

Governing Bodies (SGBs).  The South African Schools Act (SASA) mandates the 

establishment of governing bodies in schools as elected representatives (Joubert, 2008). 

Section 20 (1) (a) of the South African Schools Act states that the main role of school 

governing bodies is to promote the best interests of the school and to strive to ensure its 

development through the provision of quality education. In principle, school 

governance concerns itself with the formation of policies and by making sure that 

educators, parents, learners, and non-teaching staff actively partake in the governance 

of schools. Hence, Mavuso and Duku, (2014) identify school governance as a 

partnership between the school and the other social partners (family and communities). 

Therefore, a school requires collaboration between these stakeholders to work together 

to successfully manage their actions for the collective goal of making sure that the best 

interest of all stakeholders in that particular school is defended (Jones, George & Hill, 

2000). Furthermore, Van Wyk (2004), explains this partnership as the government‘s 

plan to share its power with other stakeholders to maximise control of the schools at the 

micro-level instead of the macro-level (Murray, 2012). Therefore, school governing 

bodies (SGBs) have an enormous part to play in the governance of schools as they have 

been mandated by the South African Schools Act to govern and address issues related 

to culture amongst many as cited in the Constitution of the Republic (Act 101 of 1997). 

Amongst the rights mentioned above, are the human rights that embrace fundamental 

freedoms which should support the democratization processes and the involvement of 

citizens in selecting and managing those who govern them. A key tenet of school 

governance is that pronouncements ought to be based on consultation, collaboration, 

cooperation, mutual trust, and participation with all affected parties (Mabovula, 

2009:23). Affected parties in this instance include school feeder communities in that 

such pronouncements should be inclusive of their cultural practices. According to 

(Mabovula, 2009) the pronouncements referred to are the hopes and aspirations of the 

African communities which are practising cultural practices such as ulwaluko (Gqeba, 

2021). Therefore, the opportunity offered by SASA serves as a guide to SGBs that the 

African philosophies should be allowed to coexist with the western form of education. 

Thus opening up space for Indigenous Knowledge System to be embraced in school 

governance.  This, therefore, implies that school governance is a broad pillar, which 
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incorporates rights-based issues and broad participation to effectively deliver on crucial 

government services (Sall & Oanda, 2016). 

 

School Governance in South Africa 

School governance has arguably become an important research area for exploration by 

different researchers (Mncube, 2008; Mavuso &Duku, 2014 and others). It is important 

to note that school governance, is responsible for the establishment of policies and for 

making sure that schools are run according to the set policy guidelines. Thus, school 

governance is about creating, implementing, supervising, and evaluating policies and 

rules that guide and govern the actions of the school and its members. Therefore, SGBs 

need to address issues of African philosophies such as ulwaluko when they formulate 

school policies guided by the majority of the learners lived experiences within a 

community. In addressing these, they have a right to co-opt additional members in their 

committees such as traditional leaders who are custodians of the African philosophy of 

ulwaluko.  

 

School Policy Review 

The logic behind SASA‘s identification of the responsibilities and roles that SGBs 

should play as representatives of schools is drafting policies (Joubert, 2008).  In line 

with what is stated above, the Constitution of the country serves as a reference point for 

all school managers on policy and governance issues. An emerging trend on school 

governance is that the Constitution should play an oversight role in making sure that 

schools formulate policies that are going to be equitable to all. The rights of all learners 

should be taken into account and not being trampled on. The majority of the data 

reviewed overwhelmingly reveals potential areas of conflict between the school and the 

learners.  

The conflict is a result of the code of conduct that guides the learners in a school 

(Gqeba, 2021). The conflict (in some instances) emanates from the fact that learners 

wear different clothes (post-initiation dress code) contrary to the established code of 

conduct of the school (school uniform). This, “post initiation” dress code that 

amakrwala are forced to wear is the policy (unwritten or undocumented) of the 

initiation school as per African education. This wearing of post initiation dress code is 

to make the community and other learners aware that ‗they have been to the initiation 

school‘; therefore, should be accorded the respect that goes with performing such a 

ritual. The school policies need to be reviewed to include African philosophies such as 

ulwaluko that is practiced by the majority of learners serviced by the schools. These 

will play a meaningful role in inculcating such values as communalism, reciprocal 

respect, respect for nature, and respect for women. This will assist in harmonizing 

culture, behaviour, teaching, and learning processes in schools. There have not been 

many formal debates on the inclusion of African philosophies like ulwaluko in school 

governance.  

 

Disjuncture between School Policies and African Traditional Practices. 

The majority of the data reviewed by the researcher including policy documents reveal 

that school policies do not accommodate African traditional practices. 
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Principles of African Traditional Education 

 

African Traditional Education 

African traditional education according to (Kingsley, 2010) is an informal education 

about African heritage that prepares young Africans about the adult responsibilities 

within their communities and culture. The African traditional education is a vehicle for 

intergenerational communication amongst the African people. This happens through the 

oral tradition of the African people. Lessons are communicated through repetition of 

exemplary behaviour. Traditional values in the African sense hold a very important 

place (Kingsley, 2010)), in that it is not only acquired through stories or being told but 

rather to be lived such as ulwaluko as a traditional cultural practice. This ensures that a 

smooth transition from youth to adulthood is maintained and that each one knows the 

role they have to play in society. Oduaran (2002) places the African traditional 

education on the African philosophy of education which emphasises learning by 

‗doing‘, an example of this is how initiates are socialized into the appreciation of 

nature. Part of what they learn at the traditional initiation school is the use of and 

dependence on herbs, respect and appreciation of wildlife (Gqeba, 2019), appreciation 

of and respect for one‘s elders, lifelong education, on-the-job training, and learning to 

live and living to learn. 

Proponents of African indigenous education believe that, prior to colonisation, 

African education was relevant to its context in that it successfully prepared learners 

such as boys( for the purpose of this study) to adapt and live resourceful lives in their 

given environment (the initiation school). For instance, learners who are initiated are 

enabled to acquire versatile skills such as: communication, teamwork, interpersonal 

skills, tolerance, and adaptability (Gqeba, 2019). Therefore, education is the main 

instrument employed by both society and traditional African people to preserve, 

maintain and grapple with its social equilibrium (Kingsley, 2010). Traditional African 

education can be referred to as ways of teaching and learning in an African sense that is 

grounded on indigenous knowledge accumulated and refined by Africans over time 

(Kingsley, 2010). Hence, the African philosophy of ulwaluko has a social value capital 

embedded in the performance of its ritual (Ntombana, 2011). This is better understood 

when communities come together to embrace and welcome newly graduated initiates 

back from the initiation school (Ntombana, 2011) with the hope that the skills learnt at 

the initiation school will be of value. It is through practising their culture that people 

and groups define themselves and develop shared values. There is a dire necessity for 

the decolonization project to extend beyond curriculum and symbols to include 

configuration and operations of structures of governance. 

As Ntombana (2011b) posits, the belief of socially responsible men has not 

faded even amongst present-day kings and leaders of amaXhosa. He quotes Prince 

Burns-Ncamashe saying, "[The] initiation school has a moral obligation and customary 

duty to produce accountable and responsible citizens of a society fully committed and 

dedicated to the value of nation-building.‖ It is within this context that the researcher 

looked at the link between African philosophy and school governance because formal 

school has the same intentions as traditional education: that of building a person. 

Traditional African education can be referred to as ways of teaching and learning in 

Africa that are founded on indigenous knowledge gathered by Africans over centuries 

(Kingsley, 2010). It is within this context that the researcher advocates for African 

traditional education such as ulwaluko to be infused into school management processes.   

Adeyemi and Adeyinka (2003: 430-433) further argue that traditional African 

education involves intellectual, physical, and attitudinal training in developing the 
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youth (more especially the males) into playing a meaningful role in society. This type 

of education reinforces values and norms such as decency, kindness, persistence, and 

cordiality. 

 

Methods 

 

Data Collection and Data Analysis 

The researcher used scientific journals, speeches, policy documents, and books as 

sources for data collection. Only documents related to school governance, African 

philosophies, and decolonisation were reviewed.  These documents assisted the 

researcher in making sense of the data collected. Data analysis was done by interpreting 

the documents investigated. 

 

Findings & Discussion 

Education can be referred to as a means of transmitting one‘s culture from one 

generation to the next and a process of bringing about enduring change in human 

behaviour (Adeyemi & Adeyinka, 2003). Therefore, education has a function of 

developing goodness without alienating other cultures (Adeyemi & Adeyinka, 2003; 

Kingsley, 2010). African philosophies can be introduced into the mainstream 

curriculum such as Life Orientation in preparing learners, amongst other things on 

leadership perceptions and on how to prepare boys to become men. Furthermore, the 

traditional voice (African philosophy) needs to be brought in because the focus schools 

in this article are situated in rural areas under the leadership of traditional chiefs or 

usibonda who are custodians of the traditional practice. The fact that schools are 

situated in rural areas means that the traditional leaders as custodians of the African 

philosophy, such as ulwaluko, should not be excluded.  

Thus, there needs to be a conscious balance between the complex post-colonial 

project and the creation of a relationship between traditional institutions and schools 

(Duku, 2006). The fact that indigenous societies had their systems of order was 

dismissed through what Albert Memmi referred to as a series of nullifications: because 

the colonisers thought that they were not literate, their languages and modes of thought 

were inadequate (Smith, 1999). This is evident in the disorder that was brought to 

colonized peoples, by disconnecting them from amongst many, their histories, their 

languages, and their ways of thinking and interacting with the world. This process of 

systematic fragmentation can still be seen in the disciplinary alienation of the 

indigenous knowledge (Smith, 1999) in school policies. Chikunda and Shoko (2009) 

notice the growing interest in the inclusion of indigenous ways of knowing as an 

important part of formal education.  This type of education system is usually organic 

and generated from within the communities. This in essence means that it cannot be 

compartmentalised and separated from the people who are involved in it because 

basically, it is a way of life for them. Therefore, traditional philosophies or Indigenous 

Knowledge System (IKS) refers to ―the complex set of knowledge, skills and 

technologies existing and developed around specific conditions of populations and 

communities indigenous to a particular geographic area (Noyoo, 2007: 167). This 

definition reinforces the argument for the inclusion of specific conditions of feeder 

societies to schools with the view to leverage on their traditional philosophies. This 

could be done by incorporating African philosophies and practices in school 

governance. The threat and difficulty with African philosophies such as ulwaluko not 

being correctly incorporated in policies are that, as it happened with the identified 
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schools, it depended on impulses and inclinations of the school management when it 

was convenient for them.  

There is therefore a need for uniformity and practicality on the schools‘ 

incorporation and conceptualization of African philosophies. This means African 

communities must be encouraged to embrace Indigenous Knowledge Systems as the 

driver of their cultures and nationhood. From reviewing literature for the article, the 

researcher has learnt that SGBs that generally exclude African philosophies in school-

based policy formulation do so mainly because of what (Govender, 2020) suggests as 

intellectual poverty. 

Govender posits that intellectual poverty has allowed inappropriate development 

policies and strategies that are inconsistent with African thought and culture to be 

applied with impunity. And when these policies and strategies do not work, African 

social institutions and culture(s) are seen as impediments to modernizing process and 

economic development. It is for this reason that scholars like (Adichie, 2009; Ezenya-

Esiobu, 2019; Govender, 2020) argue that the intellectual bankruptcy that takes place is 

because indigenous knowledge is ignored in favour of western knowledge when 

formulating policies. Had African wisdom been infused into school management 

systems, African traditional cultures such as ulwaluko could be handled differently by 

schools. They could be handled in a way that benefits both the school and the 

communities. The elements of coloniality that are reflected in school policies show that 

school governing bodies do not integrate African philosophies in their formulation of 

school policies as they still are embedded in western culture. Policy formulation should 

be an inclusive process that involves all stakeholders within a school more especially 

for the communities that practise African philosophies such as ulwaluko. Adichie 

(2009) posits that:  

 African culture - is the epicentre of knowledge transferal, it didn‘t begin with 

classroom structure; and 

 Pass on and sustain culture. 

 

The above statements by Adichie are evident in how the schools handle cultural rituals 

such as ulwaluko. ―The irony is that the very decentralisation that has led to greater 

democratization of schooling has also contributed to the perpetuation of inequality in 

our schools‖ (Motala & Pampallis, 2001: 177). The continuation of coloniality has 

trapped SGBs and their policies into consciously and deliberately neutralizing African 

philosophies such as the cultural practice like ulwaluko. The reality is that ―modernity‖, 

as a western way of doing things, means de-Africanisation. The article discovered that 

the condition of coloniality still wriggled its tail long after colonialism had ended. This 

is evidenced by Euro-centric policies associated with the cultural exclusion that are the 

pillars of cultural neglect. Because of colonization and western culture, African culture 

had to be introduced to Africans by non-Africans as if to validate its authenticity. 

Africans have been brainwashed into thinking that European/western traditions are the 

epicentre of excellence and that being recognised as Afro-centric by European ‗powers‘ 

was the goal (Adichie, 2009). 

It is therefore important for SGBs to conceptualise African philosophies in the 

formulation of school-based policies because that is where young people‘s behaviour, 

morals, and ethics are jointly shared and uncovered by a group within their social and 

cultural relations. This placing of cultural practices in school policies such as 

‗ulwaluko‘ will bring back the lost indigenous cultural identity and knowledge systems 

which seem to cause misfortune within the communities. Through decolonising 

leadership and management frameworks, school governing bodies would facilitate a 
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revival of cultural lenses through which many African communities see the reality of 

the world around them (Iheanacho, 2012).  This is moving away from the colonial 

shackles that bind formulation of school-based policies and allowing the two schools to 

co-exist, giving the learners a sense of belonging, thus moving away from Euro-centric 

tendencies. 

 

Conclusion 

The purpose of this article was to explore how ulwaluko as an African philosophy was 

placed in school governance. The article discovered that there existed a gap in school 

governance that did not accommodate African philosophy. The gap existed in how 

policies are formulated and how African philosophies are not included. It is the 

researcher's view that SGBs should move away from the formulation of policies that 

undermine indigenous knowledge at the expense of the majority of African learners that 

attend their schools in favour of western modes only. 

A tripartite collaboration between the different stakeholders (community, 

cultural bodies, school) on African philosophies outside the education fraternity should 

be encouraged. This was in recognition of the fact that custodianship of African 

philosophies such as ulwaluko rested with different institutions of civil society. The 

inclusion of such philosophies in school-based policies would impact positively by 

ensuring cohesion and better understanding between teachers as custodians of the code 

of conduct and learners as the ones that should adhere to both codes (school and 

culture). The researcher recommends that school governing bodies should incorporate 

African philosophy in their formulation of school policies as an indigenous knowledge 

system to promote social cohesion and demystify African culture.  
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Abstract 

This study compared the leadership styles of principals dominating in both public and 

private secondary schools in the COVID-19 era in the Ido Local Government Area of 

Ibadan, Oyo State, Nigeria. A descriptive research design was adopted. The population 

of the study consisted of 26 public secondary schools and 97 registered private 

secondary schools. The total population of teachers in the study was 1194. Using the 

Taro Yamane formula, a sample size of 306 respondents was used of which 

questionnaires were administered and 305 questionnaires were retrieved and used for 

analysis. A self-designed questionnaire that yielded reliability coefficients of r= 0.942, 

0.911, 0.924 were used for data collection. A research question and two hypotheses 

were used to guide the study. The findings of the study showed a significant difference 

in the leadership style adopted by school principals of both school types with mean 

=92.5 and 1149, SD= 9.712 and 11.634, while (t = 0.719; df= 301, p <0.05). There is 

also a significant gender difference in the leadership style adopted by principals of 

both schools with mean =125.14 and 120.97, SD= 14.195 and 9.318 and (t= 2.909; 

df= 301; p< 0.05). The study concluded that principals in schools have been proactive 

to overcome all the challenges facing education in the COVID-19 Era. It is therefore 

recommended that principals in public secondary schools have to be transformational 

and digital in the COVID-19 Era.  

 

Keywords: Leadership, leadership styles, public school, private school, principal. 

 

Introduction 

The reality of the post-Covid-19 pandemic and the new normal indicates that the 

Nigerian educational sector needs leaders that are creative and can change their way 

and styles of leadership, adjusting to any prevailing circumstances and still be able to 

achieve the educational goal. Alam, (2017) asserts that leadership is more than 

displaying authority and being recognized by others as having power. It is about 

breaking down barriers and leading others through the uncertainty of the future. It is 

equipping others with the right tools and strategies, not only to maximize the success of 

their organization but also to maximize people's lives as individuals. Thus, leadership 

could be defined as service to humanity. All these have direct application to the 

educational system. Leadership in school settings is largely vested in the school 

principals who, as leaders in such context, play a crucial and imperative role. School 

principals, through their leadership skills, serve as a link initiating positive reforms, 

ensuring effective learning and educational goals, towards realising national objectives. 

mailto:eunicebakare123@gmail.com
mailto:opefolake1@yahoo.com
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Ken. (2018) views leadership in education as doing all necessary things to support both 

students and teachers, ensuring teachers have all they need to do their job well. As 

posited by Ward (2020), effective leadership is anchored on ideas (whether original or 

borrowed). He adds that it requires communicating such ideas to others in a way that 

engages them enough to act as the leader wants them to act. In other words, the leader 

inspires and directs the action. In essence, leadership entails possessing the necessary 

leadership skills and personality that make followers want to follow a leader‘s 

direction.  

The COVID-19 pandemic outbreak has brought so many changes to the 

educational sector as well as the ways of living in general. These range from having to 

deal with economic issues due to the world economic meltdown to social and emotional 

devastation of both teachers and students. More particularly, the pandemic has brought 

about a rapid shift away from the regular traditional method of teaching and learning 

with physical interactions to a digital way of learning like blending, integrated learning 

solution, personalized learning, nano learning among many others. School leaders need 

to find their way around this new method of teaching and learning or may face the 

danger of soon going into extinction. The new normal brought by the pandemic 

requires a leader that can navigate through this period making wise use of the different 

leadership styles as situations demand. Private schools seem to have fared better in this 

regard than public schools. While public schools solely depend on learning through the 

television without the active response of learners being taught, their counterpart private 

schools make use of other learning methods like blending, collaboration, video 

conferencing, personalized learning to mention but few, which is done through Google 

Meet and Zoom. In other words, learning for the private schools was diversified and it 

also involved the learners themselves.  

However, there is an urgent need for the government, stakeholders, private 

bodies, religious bodies, and parents to look into the school curriculum and make it 

functional. The school curriculum should focus more on problem-solving and the 

development of talents and giftings of the students. It should be about what the 

individual students naturally had an interest in. This also has become the way and 

pattern some private schools are now operating, developing, and building on the gifting 

and talent of their learners. An effective leader in this era will use all the resources 

within its reach to realise the purpose of schooling thereby properly engaging the 

students and helping to make proper use of their God-given gifts and talent. 

The procedure or manner in which a leader (the school principal) leads is 

termed leadership style. This includes his personality, the way he or she relates with his 

followers, the need for the work in question, and the organizational culture in which the 

school operates. Such styles may include autocratic, visionary, pacesetting, democratic, 

coaching, servant, laissez-faire, transactional, transformational, bureaucratic, and 

digital. 

The autocratic style of leadership is one in which the leader believes he or she 

knows it all and does not need any input, suggestions, or contribution from other 

members of the team. An autocratic leader focuses on results and efficiency and it is 

commonly described as the "Do as I say" leadership (Kruse, 2019). Leadership here is 

more of a command and control approach, and cannot survive in today's world and 

talent. This type of leadership creates a climate of fear with little or no room for 

dialogue. Nevertheless, this leadership style can still be appropriate in certain structures 

where crucial and quick decisions had to be made on the spot and about the situation, or 

where the leader is dealing with new team members and had no time to wait for them to 

gain familiarity with their role.  
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The visionary style of leadership requires leaders to lead the way and set 

expectations while engaging and energizing followers to follow after. The phrase 

commonly indicative of this leadership style is "Follow me". A visionary leader is a 

confident leader who 'lifts the flag' for people in a climate of uncertainties (Kruse, 

2019). He helps employees see where the organisation is going and what will happen 

when they get there. Unlike autocratic leaders, visionary leaders take time to explain 

their thoughts. They do not just give orders but allow their employees to make 

contributions on how to achieve the common goal of the organization. This type of 

leadership style is helpful for small, fast-growing organizations or larger organizations 

that are experiencing corporate restructuring.  

The pace-setting leadership style describes a leader who sets a high standard. 

The phrase most commonly used by the leader is 'Do as I do' (Kruse, 2019). This leader 

raises the bar high and encourages their team members to work hard and fast to finish 

the goal. While this leadership style is effective in getting work done and result-

oriented, it can also harm team members in the sense that members may become 

stressed, working under this style of leadership in the long run. Though this leadership 

style is highly motivational and helpful in a fast-paced environment where team 

members need motivation, it is not always the best option for members who need 

mentorship and feedback. 

The democratic style of leadership gives power to the people in a setting or 

institution full of competent employees. They make room for change and adaptation, 

rely on input from their team, and also consider feedback. Democratic leaders are often 

people-oriented and ensure everyone takes ownership for decision-making and success. 

They promote team spirit and cooperation from employees and engender trust. This 

leadership style also creates room for creativity and helps employees grow and develop 

their skills and ability. Since this leadership style fosters participation and is discussion-

driven, it can be an excellent style for an organization that is focused on creativity and 

innovation such as the educational and technological industry. 

The coaching style of leadership views people as a well of talent that needs to 

be developed (Kruse, 2019). Thus, the leader who coaches seeks to unlock peoples 

'hidden abilities and potential. They believe everyone has something to offer and open 

up their hearts and doors for people. Also, they direct and help people discover and tap 

into their abilities to achieve all that they are capable of. Coach leadership style is one 

of the most advantageous for employers and employees alike. However, it is often 

under-initiated because it is more time-intensive as compared to other types of 

leadership. If adopted by any organization, it stands the test of time. 

The servant style of leadership believes in serving people and putting them first 

(Greenleaf, 2021). They do this by adding value and enriching the lives of their 

employees. A servant leader first assumes the position of a servant thereby putting 

themselves in the shoes of their employees and going the extra mile to create a caring 

and lovely environment where everyone feels free to express themselves and contribute 

their best toward the growth of the organization in which they belong. Also, this 

leadership style aspires to grow and focus on the well-being of their employees. The 

phrase servant leadership was first used by Robert K. Greenleaf in 1970 (Greenleaf, 

2021). 

The laissez-faire style of leadership is the opposite of the autocratic style. This 

style focuses more on delegating many tasks to team members with little or no 

supervision. Laissez-faire leaders often have more time for their projects than spend 

time managing their employees. This type of leadership can be adopted by managers 

whose employees are highly experienced, well trained, and require little or no 
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supervision. However, this may reduce the level of productivity if subordinates are 

confused about the leader‘s expectations or if some team members need some level of 

supervision and motivation as well as boundaries to work well which seems not to be 

there. 

The transactional style of leadership, according to Daskal (2016) requires 

leaders to offer an exchange by rewarding good performances while punishing bad 

practices, this leadership style focuses on group organization, establishing a clear chain 

of command and responsibility for each employee. They also use incentive programs to 

motivate workers. This type of leadership is good for organizations with high specific 

goals such as sales and revenue, but it is not the best for driving creativity. 

Also, Daskal (2016) opines that the transformational style of leadership 

motivates team members with a shared vision of the future, and also communicates 

well. These leaders are proactive, adjust easily, self-aware, empathetic, authentic, and 

humble. They inspire their team members to expect the very best from them. They are 

held accountable for their actions, set clear goals, and have good conflict resolution 

skills which lead to high productivity and engagement. They are also able to change 

and adapt to other styles of leading as the situation demands. 

The bureaucratic leadership style focuses on fixed rules and duties within a 

hierarchy where each employee has a set list of responsibilities, and there is little need 

for collaboration, innovation, and creativity. Leaders here lead by following established 

rules, making sure the organization structure is being followed religiously. More so, a 

bureaucratic leader is well organized, consistent, detail-oriented, and task-focused, 

often dealing with routine jobs. This form of leadership style is most effective in highly 

regulated industries or departments, such as finance, healthcare, and government 

establishment (Mooney, 2018). The bureaucratic style of leadership engages in a highly 

official set of processes, procedures, and structures. This sometimes creates a 

bottleneck and delays in the implementation of activities within the organisation.   

The digital style of leadership is an advanced form of transformational 

leadership. It uses technology including digital devices, services, and resources to 

advance communication, organize work and lives, and create new ways of doing old 

things well. Digital leaders understand technology as much as they understand money 

(Hordos, 2018). They are curious about their work, always looking for the best and new 

way to get the organizational task accomplished; they also encourage their team 

members to do the same. They are often open to learning, understand the need of the 

time, and work to meet it. Hordos avers that a digital leader makes their work 

appealing, relevant, fundable, accessible, and cheap to develop and deliver. 
 

All the aforementioned leadership styles can be influenced by many factors 

such as personality traits, belief systems, organizational culture, employee diversity, 

financial security, and technological skills. The way the leaders handle what life throws 

at them affects their conduct and roles (Hordos, 2018), and aligning the leaders‘ basic 

nature with a particular method of leadership is most often successful. This is because 

the leader will be comfortable being with himself or herself. If the leader possesses a 

charming personality that draws people to him or her, he will likely adopt a 

transformational style that develops faithful staff wanting to please their leader. On the 

other hand, a person or leader that is most comfortable with following set roles and 

protocol is likely to adopt the autocratic style in which employees are trained to carry 

out their duty‘s instinct according to the stated rules and regulations. Personality traits 

influencing leaders are upbringing, education, self-worth, religious view, gender, 

introversion, extroversion, and circumstances of life. Hordos (2018) further opines that 

the belief system or professional ethics of a leader can also influence his method of 
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leadership. When a leader believes strongly in teamwork as the most successful 

approach to work, he or she will adopt the democratic style in his leadership. 

Organization Culture or the nature of school culture can influence a leader's leadership 

style. If a culture of well-trained and motivated employees exists in a school, the leader 

may likely adopt the Lassez-Faire style, where the leader believes his or her employees 

are capable of handling their work without much supervision. Hordos states that some 

organizations see creativity as a significant factor in their organizational success. This 

culture requires a creative leader who will motivate and spur his employees to be 

creative and innovative in their way of thinking to express their opinions and 

experiment with different work methods. This is a typical coaching leadership style. 

Employee diversity also implies the adoption of an appropriate leadership style. 

Leaders must be diverse in their approach to dealing with their staff or employees as 

they are most likely to employ people of different cultures, races, genders, and ages 

Mooney (2018). The style of leadership most suitable with the diverse set of employees 

is the participating or democratic style in which leaders work closely with employees to 

help them succeed. Servant leadership is another successful style that works best for 

employees of different backgrounds. Here, the leader dedicates his efforts to meeting 

the employee needs so that they can mature as workers and pass along this same 

servant attitude to other employees and their students. 

Financial Security is another factor that can influence a leaders‘ style of leading. 

Employers who offer competitive paychecks to their employees from the beginning 

have set the employees motivated. A leader that is well motivated as a result of good 

pay which brings about financial security will be willing to adopt all best practices in 

leadership styles to ensure that the organization is set on a pedestrian path of success. 

This implies that, when a leader does not have financial stress he or she knows that his 

or her needs are met, will be willing to give all that it takes to ensure that the 

organizational goals and objectives are achieved in any way suitable to his or her 

leadership style. On the other hand, a leader with financial insecurity will be 

psychologically unfit to execute educational goals and objectives. This is because there 

is an underlined burden and pressure that becloud his mind, thus will not be able to lead 

effectively irrespective of the leadership style he adopts. It has been observed that most 

public-school leaders are not always found at their duty post as they pursue other 

sources of financial security at the expense of the discharge of their duty. And this has 

eroded the performance of the leaders and students. 

The technology skills of a leader may influence a leader‘s style of leading in 

speed, accuracy, and in getting the work done effectively. The 21st-century schools 

demand higher-order learning skills for students and teachers alike and school leaders 

(principals) are expected to facilitate these changes (Suarez, 2012). Leaders that are 

very proficient in the use of technology will also produce proficient teachers and 

students which in turn will lead to high productivity and high academic performance. 

Top-performing leaders understand and make use of technology to automate repetitive 

tasks, fast-track their work, and raise expectations. Furthermore, the role of educational 

leaders in this 21st century has changed because many companies have transformed 

their educational system and schools to better prepare learners for today's world of 

economic globalization and increase the mobility of people. The technological skills of 

21st-century leaders, therefore, cannot be overemphasized because it makes room for 

innovation, increases problem-solving skills, increases productivity and efficiency. 

A leader's gender at times may also influence his or her leadership role. Gender 

could be defined as the role a male or a female plays in society. It is not the same as 

sex. Sex, therefore, is the biological difference between males and females. Sometimes, 



GEN 2021, South Africa: Conference Proceedings 

Page - 18 - 
 

a person genetically assigned sex or being a male or a female does not correspond with 

their gender identity. Thus, these individuals may refer themselves to be transgender or 

non-binary. In Africa, a patriarchal society exists, where men are assumed to be 

favourably fit in matters of leadership and decision making. While women tend to be 

marginalized in every area of leadership. Gender difference is a global phenomenon 

that cuts across culture, behaviour, beliefs, socialization, and upbringing. Recent 

studies and research have shown that female leaders (principals) are more task and 

people-oriented than their male counterparts.  

It has been observed from existing studies that there are no better leadership 

styles than the other. The fact remains that leadership styles have their place in a 

leader's way of leading the people. A wise and effective leader knows how to switch 

from one style of leadership to another as the situation demands. Thus, leadership styles 

are a continuum. Hassan‘s (2018) study shows the impact of leadership styles on 

organizational performance that organizational performance is associated with 

leadership styles having both negative and positive impact on performance. The success 

of any organization, therefore, depends on its leadership as they are the force that 

initiates the action in people. This study compared the various leadership styles in 

Public and Private secondary schools in Ido local government area during the COVID-

19 pandemic. 

 

Statement of the Problem 
It has been generally observed over the years that the success of any organizational 

system, be it public or private, depends largely on the leadership. Many organizations 

have gone into extinction due to the operation of a poor leadership style in place. The 

current problem the world is facing (COVID-19 pandemic) has left most developing 

countries like Nigeria in a state that may be difficult to recover from shortly especially 

in the area of education if some drastic measures are not put in place. However, in the 

COVID-19 Era, there seems to be a paradigm shift in that schools not led by a 

digital/transformational leader may likely be on the verge of losing pupils/students 

while those that are technologically inclined may be gaining more grounds and be more 

effective. Some research work has been done to compare the leadership styles of 

principals in Onitsha and the effect it had on the effectiveness of teachers and students' 

academic excellence. Also, much has been said on how principals' behaviour, 

administrative skills, and work environment among others, affect the leadership roles. 

However, the leadership styles of school principals of both public and private 

secondary schools in the Ido Local Government Area of Ibadan, Oyo State have not 

been researched at all. In this regard, this study will compare the leadership styles of 

school principals of both public and private secondary schools in the COVID-19 Era in 

the Ido Local Government Area of Ibadan, Oyo state. 

 

Research Question 

What type of leadership styles dominate in both Public and Private Secondary Schools 

in the Ido Local Government area of Ibadan, Oyo State during the COVID-19 Era? 

 

 Hypotheses 

The following hypotheses will be tested at a 0.05 level of significance 

  1)  There will be no significant difference in leadership styles dominating in both 

Public and Private secondary schools during the COVID-19 Era in the Ido Local 

Government area of Ibadan, Oyo State. 
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 2)  There will be no significant gender difference in the leadership style adopted by 

principals of both Public and Private secondary schools in the COVID-19 Era. 

 

Methodology 

The research design was a descriptive design of survey type. The population of the 

study consists of (26) Public and (97) registered private secondary schools in Ido local 

government area. The population of teachers in public schools was 244 while that of 

private schools was 970, summing up to 1194 teachers in both schools. The sampling 

technique used for sample selection is the Taro Yamane formula with a 95% 

confidence level. A sample size of at least 300 respondents was selected. 

The research instrument used for data collection was a questionnaire. The 

questionnaire was divided into three sections: A, B, C. The instrument was given face 

and content validation. A pilot study was carried out to validate the instrument and the 

reliability of the instrument gave a coefficient value of r=0.943, 0.911, 0.923 for all 

three sections respectively. Data collected were analysed using frequency, percentage, 

and graph for biodata, while frequency, mean scores, weighted means, standard 

deviation, and percentage were used in analysing the research question and a t-test was 

also used to test the hypothesis at a 0.05 level of significance. 

 

Results 

Research question: What type of leadership styles dominate in both Public and Private 

Secondary Schools in the Ido local government area of Ibadan, Oyo State during the 

COVID-19 Era?       

 

Table 1: Prevalent Leadership Style in Public and Private Secondary Schools in 

COVID-19 Era in Ido Local Government Area of Oyo State  

 

Leadership Styles  Public School Private School 

Coaching  7 (9.7%) 13(5.6%) 

Visionary  4 (5.6%) 11(4.7%) 

Servant  2(2.8%) 5(2.2%) 

Autocratic  6(8.3%) 26(11.2%) 

Laissez-faire  5(6.9%) 9(3.9%) 

Democratic  21(29.3%) 14(6.0%) 

Pace setting  5(6.9%) 19(8.2%) 

Transformational  7(9.7%) 69(29.6%) 

Transactional  5(6.9%) 16(6.8%) 

Bureaucratic  8(11.1%) 30(12.8%) 

Digital  2(2.8%) 21(9.0%) 

Total 72(100%) 233(100%) 

 

Table 1 presents the prevalent leadership style in public and private secondary schools 

in the COVID-19 Era in the Ido local government area of Oyo State. It was revealed 

that in public secondary schools, democratic leadership style was the prevalent style 

among school principals with 29.3% while in private secondary schools in the Ido local 

government area of Oyo state, a transformational style emerged as the prevalent 

leadership style among school principals with 29.6%.  

 

 

 



GEN 2021, South Africa: Conference Proceedings 

Page - 20 - 
 

Hypotheses Testing  
H01: There will be no significant difference in leadership styles dominating in both 

public and private secondary schools in the COVID-19 Era in the Ido local 

government area of Oyo State. 

 

Table 2: Summary of T-Test Table Showing Difference in Leadership 

StylesDominating in Both Public and Private Secondary Schools 

 

Variable N Mean SD t Df Sig Remarks 

School Type:   Public 

                        Private 

   

72 

233 

92.51 

119.49 

 

121.34 

9.712 

11.634 

 

12.217 

 

 

0.71 

 

 

301 

 

 

0.034 

 

 

Sig. 

Leadership Styles  305 

 

Not Significant at 0.05 level of significance  

 

Table 2 shows the t-test table of analysis of hypothesis one formulated on the difference 

in leadership styles dominating in both public and private secondary schools in the 

COVID-19 era in the Ido local government area of Oyo State. The table revealed that 

there is a significant difference in leadership styles dominating in public and private 

secondary schools (t = 0.719; df = 301; P < 0.05), then, the hypothesis is rejected at 

0.05 level of significance. This implies that there is a significant difference in 

leadership styles dominating in public and private secondary schools in the COVID-19 

Era in the Ido local government area of Oyo State. The leadership styles dominating in 

private secondary schools are higher than public secondary schools, this is revealed in 

the mean values: public (92.51), private (119.49). The standard deviations of public and 

private secondary schools were given as 9.712 and 11.634, respectively. The mean 

value for leadership style was given as 121.34 while the standard deviation was 12.217.  

 

H02: There will be no significant gender difference in the leadership styles adopted 

by principals of both public and private secondary schools in the COVID-19 Era 

in the Ido local government area of Oyo State. 

 

Table 3:-Summary of T-Test Table Showing Gender Difference in Leadership 

Styles adopted by Principals of both Public and Private Secondary Schools in the 

  COVID-19 Era. 

 

Variable N Mean SD t Df Sig Remark 

Gender:  Male 

                Female  

137   

168 

125.14 

120.97 

122.84 

 14.195 

 9.318 

 12.394 

 

 

 2.909 

 

 

301 

 

 

0.014 

 

 

Sig. Principals‘ Leadership 

Styles  

305 

Not Significant at 0.05 level of significance 

 

Results of hypothesis two formulated on the gender difference in the leadership styles 

adopted by principals of both public and private secondary schools in the Ido local 

government area of Oyo State are presented in table 3. The table revealed that there is a 

significant difference in leadership styles adopted by principals of both public and 

private secondary schools (t = 2.909; df = 301; P < 0.05), then, the hypothesis is 

rejected at 0.05 level of significance. This implies that there is a significant gender 
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difference in principals' leadership styles of both public and private secondary schools 

in the Ido local government area of Oyo State. Leadership styles adopted by male 

principals are more effective than that of female principals, this is revealed in the mean 

values of male and female which are given as 125.14 and 120.97, respectively. The 

standard deviation of male and female principals were 14.195 and 9.318, respectively. 

The mean value for principal leadership styles was given as 122.84 while the standard 

deviation was 12.394. 

                   

Discussion of Findings   
For the research question, analysis of the study conducted revealed that the leadership 

style dominating in Public Secondary Schools is the democratic style while that of the 

Private Secondary schools are the Transformational style. This result corroborates with 

Hassan, (2018) study which showed that democratic and transformational leadership 

styles are commonly used styles in both public and private secondary schools in 

Nigeria. Moreso, the study on progressive education and development also agreed with 

the assertion (Ogbiji, 2018). This, therefore, follows that principals of private 

secondary schools in the Ido Local Government Area of Ibadan are innovative, more 

creative, proactive to change, inspire team members, and achieve higher performance. 

Also, principals in private secondary schools place value on employees and their work. 

It is not surprising that the private secondary schools were able to adapt and strive 

during the lockdown, ensuring that teaching and learning activities are not much 

affected and students are continuously engaged all through the period of the lockdown. 

Meanwhile, teaching and learning activities in the public secondary schools were 

greatly affected by the lockdown.   

For hypothesis one, the analysis conducted revealed that there were significant 

differences in leadership styles dominating in both public and private secondary 

schools in Ido Local Government Area of Ibadan, Oyo State. This is shown in table 4.7 

with 21 respondents out of 72 from public schools choosing the democratic style of 

leadership at 29.3% which is the highest percentage for public schools. Also, the same 

table result shows that 69 out of 233 respondents voted for transformational style in 

private secondary schools at 29.6% which is the highest percentage for private schools. 

This result agrees with the study on comparative analysis of administrative leadership 

styles of principals in public and private schools Oriade local government area, Osun 

State which indicates a significant difference in the leadership style of principals of 

both public and private secondary school (Onongha, 2018). However, this result does 

not agree with the H1 raised. Hence, the hypothesis is rejected at a 0.05 level of 

significance and the alternative is accepted.  

For hypothesis two, the result of the analysis clearly shows a significant gender 

difference in leadership styles adopted by both male and female principals of both 

Public and Private Secondary Schools. From the table, the number of male principals 

was 137, with a mean value of 125.14 and a standard deviation of 14.195. While the 

number of the female principals was 168, with a mean value of 120.97 and a standard 

deviation of 9.318. This indicates that the male principals are more effective and more 

preferred than the female principals. This result corroborates with the works of 

Onongha, (2018); Al-Tangeiji & Ibrahim, (2003) and Numkanisorm, (2004). 

 

Conclusion 

The findings of the study revealed that the leadership styles adopted by principals of 

both public and private secondary schools in the COVID-19 Era in the Ido local 

government area of Ibadan, Oyo State differs. However, despite their differences in 



GEN 2021, South Africa: Conference Proceedings 

Page - 22 - 
 

leadership styles, both school principals tend to share the bureaucratic leadership style 

in common. Nevertheless, the principals in private secondary schools are more digital 

inclined than the principals in public secondary schools. To be effective and efficient in 

the COVID-19 Era, both school-typed principals have to be transformational and 

digitally inclined as well.    

 

Recommendations  
Based on the findings of the study, it is therefore recommended that: 

i. principals in public secondary schools in Ido local government area of Ibadan, 

Oyo State have to be transformational in this period of the COVID-19 Era. 

ii. principals of both public and private secondary schools in the Ido local 

government area of Ibadan, Oyo State should adopt the digital leadership style 

that best fits the COVID-19 Era.  

ii. the principals in public secondary schools in the Ido local government area of 

Ibadan, Oyo State need to learn, unlearn and relearn to stay current and get 

ahead  

 in the COVID-19 Era. 
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Abstract 

The study examined effective time management for quality secondary education in 

Anambra State. The study was guided by two research questions and two hypotheses. 

The study adopted a descriptive survey design.  The population of the study comprised 

of all the six educational zones in Anambra State. Using simple random sampling 

technique, four educational zones were selected which is above 60% of the entire 

population. Another random sampling technique was also used to select ten secondary 

schools. The respondents were 10 school principals of the selected schools from each of 

the four selected educational zone numbering 40. The instrument was designed by the 

researchers and entitled “Time Management Educational Instrument” (TMEI) and was 

utilized for the study to collect data. Face and content validity were ensured. To ensure 

the reliability of the instrument, test-retest method was adopted. The reliability index of 

0.77 was obtained through Cronbach Alpha Statistics. The instrument was a modified 

Likert type scale which was subjected to mean and standard deviation to answer the 

research questions while t-test statistics was used to test the hypotheses at 0.05 alpha 

level of significance. The results revealed that some of the secondary school principals 

in Anambra State were unable to recognise barriers to effective time management thus 

meddle with them which in turn prohibit quality secondary education thus leading to 

truncated quality output. It is therefore recommended among others that  training and 

re-training be carried out for the principals of secondary school to expose them to the 

barriers to effective time management and ways to surmount them hence foster 

academic excellence that breeds eventual unswerving and enthusiastic workforce for 

the betterment of the individual, society and the country in general.   

 

Keywords: Time Management, Secondary education, techniques, Quality, Barriers. 

 

Introduction 

Time is one of the essential educational resources that have been neglected over the 

years yet it determines the functionalities of other educational resources including 

human elements. This is obvious because time determines the extent the organizational 

goals are met, when time is well managed, a lot is achieved   but when mismanaged, 

little or nothing is achieved. Time waits for no man, succinctly put, it flies. Oladipo & 

Oladejo (2014) gave credence to the above assertion and declared that no one can save 

time because of its delicate nature. The scholars maintained that time can only be spent 

and once wasted cannot be retrieved and stressed that time moves expeditiously and 

should be contended with that same speed for goal accomplishment. In most cases, 

insufficient time does not necessarily mean that time is not available but that a lot of it 

mailto:marthoify212@yahoo.com
mailto:edithbest@gmail.com
mailto:3forgiveamaefule@gmail.com
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is being misused because people fail to realize that time is limited. In support of the 

above view point, Adu-Oppong et al. (2018) observed that time is an essential resource 

and a universal and dynamic resource in education which has the secret of thrusting 

success in life. Ostensibly, in the secondary education system, the curriculum and co-

curricular activities are so numerous that the need for effective time management is 

very prominent if and only if success must be achieved at the end.   

Secondary education is the post primary education and just as the name 

suggests, it is the second level of education in the Nigerian educational system. It 

prepares the students for tertiary education and as a result has enormous objectives. 

This is the reason it is endowed with numerous school activities so as to train the 

recipients adequately for tertiary education.  To this end, the secondary school 

administrator has vast task to perform in other to ensure that the subordinates work with 

them to realize the aim and objectives for which the school is set up. It is the duties of 

the principal to ensure punctuality of the human elements under their jurisdiction, 

supervise the school activities so as to achieve desired goals, attend meetings with 

ministry officials, students, staff, community members where the school is located, the 

parents teachers association (PTA), take complains from the teachers, parents and 

students, oversee the mails and respond accordingly, receive official phones and a host 

of other duties that might crop up from time to time Maduagwu & Nwogu (2006). In 

the secondary school, the daily activities are expected to take eight hours every school 

day for teaching and learning. In other for this academic work to be carried out 

effectively, there is need for good time management. This explains why all school 

activities are allotted time in form of school time table.  

Effective time management implies having all school itineraries that covers all 

the daily school activities starting from when it commences to the closing time and 

extends to the hostel areas for boarding schools. In the midst of this mammoth task, the 

principal should ensure that there is no clash of interest among the staff and the usage 

of school material resources for quality service delivery. It therefore follows that the 

school manager should organize, coordinate and direct all the school tasks into 

programmes, bearing in mind that all these school programmes must be geared towards 

goal accomplishment. To achieve this, the school manager assigns staff, time, other 

resources and venue to them for operation of school functions. The allocation of duty 

must be in consonance with the qualifications, interests and experiences which must go 

with delegation of authority and    stringent compliance to the specified time as any 

time lost/wasted cannot be regained (Nzewi et al., 2018). In a school where time is not 

effectively managed, low output is evinced hence quality output is not certain. 

 

The Theoretical Framework 

The theoretical framework for this study is derived from the Pickle Jar Theory 

propounded by Convey (1989) which states that time is limited and could symbolically 

be likened to a pickle jar that is filled with fist-sized rocks, pebbles and a lot of sand. 

According to the theory, the pickle jar stands for our life (time) and what pre-occupies 

us, how we apportion our time to perform our duties on daily bases. The sand stands for 

goalless actions we undertake, pebbles are the expected tasks to be executed each day, 

while rocks are the most important time consuming tasks among our daily duties. He 

further expatiated that the way the rocks, pebbles and sand are filled in the pickle jar 

determines the amount it could contain, when filled with the fist-sized rocks, pebbles 

before sand the jar could contain more but when reverse is the case, cannot contain 

much. The scholar stressed that when allocation of time is planned considering the most 

important tasks and/or time consuming tasks, in daily school roles before involving in 
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unnecessary tasks, the available time will be enough to run the school and accomplish 

pre-determined goals.  

In line with the Pickle jar theory, there is need to strike a balance between 

individual‘s daily activities and actualising them using adequate time management 

(Tracy, 2014). When the pickle theory is logically diagnosed, it appears closely related 

to the administrative roles of the secondary school principal. The school manager has to 

set the priority by first and foremost estimating the duration of a given task starting 

from the commencement to the finishing point. During this prioritizing, precision 

should be given to the urgency of the tasks as well as the degree of importance. Those 

at the peak of the pyramid so set should be executed first before the less important 

ones. When the school administrators adhere to the management of time using the 

stipulated formula, the schools desired goals would be accomplished hence quality 

retained. It is against this background that this theory is best suited for the study. 

 

Conceptualising of Time Management   

Time is a period earmarked to accomplish a specific task. It is used to regulate a period 

of action or event. According to Osawe, (2017) time is used to control or record the 

length of a programme or activity which is measured in terms of seconds, minutes, 

hours, days, weeks, months and years. Osawe further explained that time has three 

characteristics namely: irretrievable; this is because any time wasted cannot be 

recovered, scarce; this is because 60 seconds make one minute, 60 minutes make one 

hour, 24 hours make one day etc. all these time cannot be extended, it is simply limited, 

and flexible in the sense that it changes, it is not static. Time management is therefore 

the ability to allot specific seconds, minutes, hours, days etc. to completing varying 

actions or events without clashing. Similarly, Maduagwu and Nwogu (2006) opined 

that time management is a rigorous exercise  by which  duration of each activity carried 

out in the school is specified while ensuring strict adherence to that time schedule 

leading to optimal goal attainment hence quality assurance. It is an exercise of creating 

and arranging how to share the officially apportioned time in a school setting for 

various engagements for optimal goal attainment.  

Following the above declaration, time management is when each school 

programme is scheduled to last within a particular timeframe before the beginning of 

another which targets Objectives realization. Time management is the ability to arrange 

the activities and allot limited time frame for them which is geared towards attainment 

of specific objectives. This time when not effectively managed leads to time wastage 

thus low productivity. On the other hand, effective time management promotes free 

flow of many activities among staff as well as the utilization of material resources in a 

school organization without clash leading to high productivity and quality education.  It 

is for this reason that Oladipo & Oladejo (2018) reiterated that when time is managed 

judiciously better result is produced. Effective time management is therefore the 

process of completing a particular task within a record time in an establishment which 

is goal oriented, productive, stress free and improved quality. 

 

Time Management Skills/Techniques 

Time management skills are those clear cut technicalities which an administrator 

employs to enable them to harness the daily activities. The administrator while utilizing 

these skills ensures that the personnel is equipped with resources to be utilized, office 

space most importantly time specified so that all tasks are executed for goal attainment. 

When all the functions are not well coordinated and timed, achievement of desired 

goals becomes a mirage. It is premised on this that Ugwulashi, (2011) espoused that 
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time determines the imperative of any other resources in steering and achieving 

organizational set-goals. In this regard time management skills cannot be contended 

with among other resources. Its proper management forces the workforce to stay 

fastened to their allotted duties and endeavour to accomplish it within record time 

which in turn breeds goal attainment. Time management is apparently imperative for 

good job performance. It paves way for a lot to be achieved within a space of time. 

Proper time management propels other school functions. Nwankwo (2014) supported 

the above motion when the scholar submitted that time is fragile and it only passes by 

without returning back and advised that maximum use of time should be made while it 

is available. The scholar is aware of the essence of effective time management for 

school administrators and enunciated the following management skills: 

 

1. Setting up priorities: this involves assembling all the school programmes and 

using scale of preference to itemise them according to their usefulness in 

attaining the educational height. This could equally be streamlined in a 

hierarchical order with each function having an intending goal to be achieved 

which is the hallmark of any good administrator. This prioritization is an 

organizational acumen whereby various activities in the school are gathered and 

streamlined according to what is to be done, who to do it and when to start and 

accomplish it as well as apportion the materials to be used. All these facilitate 

easy performance of the job thus saves time. Outlining the schedules according 

to importance like picking the most essential ones first and the less essential 

ones last without losing track of the educational goals thus propagating high 

productivity. 

 

2. Effecting the priorities: having listed the tasks in a hierarchical order in  line 

with the set-goals, the next thing is to marshal our the procedures to be used in 

putting them into practical terms what has be prioritized. In doing this, 

communication becomes unavoidable. The school manager should involve the 

human elements in the school like the teaching and non-teaching staff as the 

case may be, the students where necessary or even the parents. Good 

communication skills are required here for easy reach and optimal goal 

accomplishment. 

 

3. Allocating time to priority functions: this is also an important skill in time 

management as one person cannot do it all. The manager could effectively 

manage time by delegating some of the duties to capable hands among the 

subordinates as this enables the work to be carried out accordingly without 

much stress and at the same time achieve the desired objectives within the 

stipulated time period.  Time tabling should be participatory to ensure full 

compliance. The time manager should deem it fit to apportion time for 

breaks/leisure to avoid boredom and/or stress which is counter-productive. In 

consonance with the above claim, Osawe (2017) emphasized that holiday time, 

leisure time and so on are allowed in the organizations for staff to enable them 

refresh both mentally, emotionally and physically in readiness for enhanced 

performance when they finally resume duty. 

 

Obviously, when the school principal prioritizes the school programmes, aligns them to 

set goals, and delegates the duties to staff members to execute within a specified time 

frame, the aim and objectives of education is half achieved. Furthermore, the staff 
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requires to be fortified with material resources and authority to effectively carryout the 

task(s). On the other hand, the aim and objectives will be driven to oblivion when the 

school manager displays lackadaisical attitudes in handling the school affairs. This is 

seen when programmes are not defined and streamlined, school roles are hastily and 

haphazardly performed thereby watering down the quality of secondary education. 

Time is a universal resource that is available to everyone and at the same time 

indispensable and irreplaceable. Sequel to this, Tracy (2014) recognised the feat it may 

have on the organization and postulated the 4Ds of effective time management 

designed for higher output as understated;  

 

a) Desire; this is a way of having strong feeling to be in control of available time. 

Ensuring that no time is wasted in an irrelevant activity. 

b) Decisive; this is deciding that one has to master the habit of time management 

by being time conscious. 

c) Determination: this is a way of persisting to keep to effective time management 

irrespective of all odds. 

d) Discipline: this is making effective time usage part of you. Force yourself to be 

mindful of time and persisting that things are done at appropriate time 

regardless of what is interrupting you. That which you know you should do 

should be done.   

 

Similarly, Maduagwu & Nwogu (2006) citing Armstrong (1990) postulated that time is 

better planned, analysed and estimated using VDU rating for fixing time frame to 

activities in organizations such as a school. This is a situation whereby V represents 

valuable, D stands for doubtful while U represents useless. In their own analogy, 

appropriate time should be allotted to valuable or rather important activities that are 

goal oriented, less time consuming programmes that are necessary for the running of 

the school should also be allotted doubtful time while useless actions must be curbed 

for effective time management. The principal who adopts the above identified 

techniques stands the chance of achieving much of the educational objective in 

secondary school thus equipping the students with quality education for entrance into 

the tertiary education level. In the absence of the time management techniques, quality 

secondary education is abysmally short-changed. 

 

Barriers to Effective Time Management in Schools  

Managing time more often than not appears to be a difficult task for some people but 

for some others, it is fascinating and rewarding. This explains why two persons given 

the same time frame to complete similar tasks not all could finish within that time 

period. Many administrators accomplish their tasks and achieve greater height while 

some others strive to do little within the same record time. The reason depends on the 

management of time which could be ineffective management as a result of the reasons 

given by Adu-Oppong et al. (2014) that time could be ineffectively managed as a result 

of the following; 

 

1. Failing to prioritize: When the manager fails to outline the itineraries according 

the most important and time consuming task to the less important and less time 

consuming, the manager is bound to be choked up with unfinished tasks  

 

2. Starting your day late: Another barrier to effective management is lateness to 

work. When the day‘s activities are started late automatically every other tasks 
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is bound to start behind schedule. Ineffectively scheduling tasks: Time could be 

wrongly managed when the scheduling of tasks are not rigorously scrutinized 

and ascertain the most demanding task and align it with your peak time (when 

one is most likely to be more energetic and committed).    

 

3. Procrastination: Postponing an essential task begets inappropriate time 

management. This deferment could be counter-productive. 

 

4. Failing to manage numerous distractions: In carrying out the daily routine, there 

is obviously some unsolicited interruptions from the colleagues and visitors as 

well as popping up of messages‘ alerts and other apps on the mobile phone 

which is time consuming. 

 

5. Undervaluing the time needed for completion: Some tasks are given 

underestimated time frame that may not tally with the roles. 

 

6. Multitasking: This applies to administrators who tend to be very conservative in 

the allocation of duties. They lack confidence in the subordinates‘ capabilities 

that they do most duties themselves thus unable to beat the time. This type of 

administrators do many jobs at a time without concluding any one. 

 

7. Being busy but not being productive: another wrong approach to time 

management is being busy all the time without necessarily achieving the desired 

goals. The administrator may be busy with valueless activities while the desired 

goals are neglected. This problem could be assessed by the administrator 

through asking from time to time the usefulness of each activity one indulges in 

and the benefits of goal accomplishment. 

 

8. Being a perfectionist: Trying to ensure that duties are perfectly executed could 

pose a challenge to effective time management. Having faultless tasks all the 

time may not be possible. 

 

9.  Skipping on breaks: Breaks in the organizational schedules is of paramount 

importance and should not be neglected. Observing some break periods 

refreshes and energizes the workforce for a better performance and should not 

be jettisoned. 

 

From the foregoing, priority is necessary to ensure that no school function that leads to 

goal attainment is left out and that punctuality is good in economizing time. Lateness to 

school by any of the school players hinders educational delivery process and when this 

happens the quality of education is marred first by this deficiency. In the face of quest 

for precision and procrastination whether on the part of the principal, the staff and the 

students, the educational quality is hampered. This is so because it shortens the 

specified time for such duties and leads to spill over which results to accumulation of 

uncovered tasks.  

  

Understanding Quality. 

Quality, simply put, means value, worth or standard. Quality goes with specified 

expectation. Organizations such as schools have their blueprint in terms of policy 

statement which contains the standard  in respect of the aim and objectives to be met to 
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ensure its worth and value. Any deviation from the specified standard amounts to 

substandard or poor quality output. Quality goes to ascertain the usefulness of educated 

citizens on the labour market having gone through the rigorous process of schooling. 

Education is qualitative when it meets the standard of an educated person when 

compared with their counter-part world-wide (Uwaezuoke, 2020). In pursuit of quality 

education in school, there is need for quality procurement in relation to materials and 

non-material resources, the teaching/learning interactions must be robust in the midst of 

effective and efficient management. This is essential because quality is not just a 

component expected of completed goods and services, it goes beyond that to 

encompass the materials expended during the production process (Adegbesan, 2011). 

Evidently, time is one of the educational resources that is very limited and 

cannot be contended with. It is a natural phenomenon that must be used conscientiously 

in conjunction with other resources for quality outcome. It behoves the school manager 

to organize and coordinate both human and non-human resources with time 

management being in the fore front in other to attain educational height and when that 

is done, quality education is failsafe.   

 

Benefits of Good Time Management 

Effective time management leads to commitment, strict compliance to the allotted time 

schedule, high productivity, freedom from stress/cluster of undone task hence quality 

education.  The quality education which effective time management begets has far 

reaching benefits for the entire human elements in the school and even beyond as 

Ikpitibo (2013) citing Ahmed (2007) rightly expressed that:  

 

a. It inculcates the virtues of punctuality, discipline, commitment and devotedness 

to the administrator himself, the staff as well as the students as they take 

precedence from the leader. This is so because adherence to the school 

timetable becomes an obligation to the entire school community thereby 

resulting to goal realization and quality assurance. 

 

b. It also enhances better organization and allocation of school materials for use 

according to designated timeframe which hinders delay and incessant search for 

materials when needed and thus begets better performance. 

 

c. The serene environment created by the effective time management enables the 

entire human elements in the school to build confidence in the administrator as 

they have an admirable working environment for improved output. This also 

fosters commitment and hard work for goal realization. 

 

d. Effective time management makes for efficient and satisfactory job completed 

within record time. 

 

e. It expunges stress and fretfulness from the workforce hence job satisfaction.  

From the above expositions, school management void of time-tabling which is 

an aspect of time management creates confusion, disorganization and rowdy 

atmosphere which negates positive results. On the other hand, effective time 

management in the school system is the first gate way to academic excellence 

hence quality education births educated, responsible and civilized 

individualsthat stand to influence positively the society at large. 
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Statement of the Problem 

The importance of quality secondary education cannot be over-emphasized and its 

success is highly dependent on the man at the helm of affairs. The principal is solely 

responsible for the management of both human and non-human resources of which time 

is so imperative. However, it seems as if  majority of the principals are not living up to 

expectation due to lack of adequate resource management, poor attitude to work among 

others Elegonye & Osuji (2020). What bothers the researcher is that this principal‘s 

inadequacies in performing the roles as the boss in the school could culminate into poor 

academic performances emanating from lateness to work, poor allocation of school 

materials leading to clash of interest, failure in completing the school syllables and 

incessant missing of classes by teachers among others. The researchers therefore seek 

to find out whether the secondary school administrators in Anambra State are 

conversant with effective time management skills and could easily identify barriers to 

effective time management so as to mitigate such for quality education.  

 

Aim and Objectives of the Study 

The aim of the study was to investigate effective time management practices  used by 

the principals‘ of secondary schools and their ability to identify barriers distorting them 

in that regard in Anambra State.  

 

Specifically, the study sought to achieve the following objectives: 

1. Identify strategies employed by the school principals for effective time 

management in Anambra State secondary schools. 

2. Ascertain the problems hindering  effective time management in Anambra State 

secondary schools.    

 

Research Questions 

In view of the aforementioned objectives, the under listed research questions were 

raised. 

1) What are the effective time management practices employed by Principals in 

Anambra State secondary schools? 

 

2)  What are the problems hindering effective time management in Anambra State 

secondary schools? 

 

Hypotheses 

The following null hypotheses were tested: 

1.  There is no significant difference between the mean scores of the male and 

female principals on the effective time management practices employed in 

Anambra State secondary schools. 

 

2. There is no significant difference between the mean scores of the male and 

female principals on the problems hindering effective time management in 

Anambra State secondary schools. 

 

Methodology 

The research design adopted for this work is descriptive survey design. The population 

of the study was made up of all the public secondary schools in the 6 educational zones 

in Anambra State. Using simple random sampling technique, four educational zones 

were picked, another simple random sampling technique was again utilized to pick ten 
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schools from the selected four zones, the principals from each of the selected schools 

automatically made up the respondents giving a total of 40 principals. The instrument 

employed was a structured questionnaire which has two sections A and B. Section A 

was used to elicit information on the time management practices engaged by the 

principals while section B focused on the challenges that disrupt effective time 

management. Based on this, four point Likert scale were assigned as follows: section 

A; Always – 4, Sometimes – 3, Seldom – 2, Never – 1 while section B had Extreme 

barrier – 4, Moderate barrier -- 3, Somewhat of a barrier – 2, Not a barrier –1. The 

questionnaire was designed by the researchers and was validated by two experts. The 

reliability test was also conducted using test-retest method and the reliability index of 

0.77 was obtained through Cronbach Alpha Statistics. Administration of the instrument 

was done by the researchers within a period of two months. All the questionnaires 

administered to sample schools were retrieved due to repeated visit to the schools 

coupled with the fact that the researchers waited for the filling at the spots in most 

cases. The collected data were weighted and analysed using mean and standard 

deviation and the t-test statistics was used to test the hypothesis at 0.05 level of 

significance.   

 

Results  

The data are presented and analysed to answer the research questions and address the 

hypotheses. 

 

Research Question 1: What are the effective time management practices employed by 

the Principals in Anambra State secondary schools? 

The first research question dealt with the effective time management practices 

employed by the Principals in Anambra State secondary schools. The results of the data 

analysis using mean and standard deviation are presented on table 1. 

 

Table 1: Mean and SD of principals on the effective time management practices. 

 

Effective Time Management Practices 

S/N Items Mean SD Remarks 

     

1 Evaluates every job and identify the 

tasks to be done 

3.7 0.1 Always 

2 Estimates time for every tasks 3.1 0.2 Always 

3 Targets objectives and spare 3.7 0.4 Always 

4 Delegates tasks to other employee 3.5 0.2 Always 

5 Discourages lateness 2.6 .60 Always 

6 Ensures strict adherence to school 

timetable 

2.7 1.0 Always 

7 Allows time for idle minutes 

between major jobs 

2.3 1.1 Never 

8 Reserves time for 

contingencies/emergencies 

1.6 0.2 Never 

9 Embarks on a project at a time 2.3 0.7 Never 

10 Spends time for visitations and 

meetings 

3.0 0.4 Always 

 Aggregate 2.8 0.4  



GEN 2021, South Africa: Conference Proceedings  

Page - 33 - 
 

Table 1 shows that the Principals adhere to effective time management practices with 

mean rating scores ranging from 1.6 to 3.7 and the SD 0.1 to 1.1. The aggregate mean 

stood at 2.8 with the aggregate SD of 0.6 thus indicating that the Principals conform to 

effective time management practices. The principals lack the skills contained in items 

7,8, and 9 as shown above. 

 

Research Question 2: What are the problems hindering effective time management in 

Anambra State secondary schools? 

 

Table 2: Mean and SD of principals on the problems prohibiting effective time 

management. 

 

Barriers to effective time management 

S/N Items Mean SD Remarks 

1 Reluctant to delegate responsibility to 

other staff 

2.6 0.1 Extreme Barrier 

2 Spends excess time to ensure perfection 2.0 0.2 Not a Barrier 

3 Lack of motivation 2.7 0.5 Extreme Barrier 

4 Works in an environment that is 

unsupportive and unsafe 

2.0 0.9 Not a Barrier 

5 Prioritizes what other people want more 

than your own 

2.3 1.3 Not a Barrier 

6 Operates an open door policy 2.7 1.4 Extreme Barrier 

7 Truancy among staff 1.7 1.1 Not a Barrier 

8 Insufficient school hours 1.5 0.9 Not a Barrier 

9 Believes that hard work is more 

honourable 

2.5 1.1 Extreme Barrier 

10 Skips breaks 2.2 1.0 Not a Barrier 

 Aggregate 2.2 0.4  

 

Table 2 portrayed the problems hindering effective time management by the Principals 

in the secondary school. The mean rating scores ranges from 1.5 to 2.7 and SD ranging 

from 0-1.4. The aggregate mean stood at 2.2 with SD of 0.4 which is a clear indication 

of a lot of unidentified barriers encumbering effective time management in schools. 

However, the principals identified items 1,3,6 and 9 as obstacles to effective time 

management but failed to recognise other bottle-necks which could be cancerous to 

quality education.  
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Research Hypotheses    

In this study, the following hypotheses were also tested: 

 

Hypothesis 1: There is no significant difference between the mean ratings of male and 

female secondary schools principals on effective time management practices. 

The researchers compared the mean rating of male and female secondary school 

principals on the effective time management practices, using t-test statistics at 0.05 

level of significance. The result of the data analysis is shown on table 4. 

 

Table 4: Mean, SD and t-test of difference between the rating scores of male and 

female secondary school principals on the rate of effective time management practices.  

                                         
S/N Category of  

          principals       N        Mean   SD       t-value    2tailed      D/F  Sig. level    Remark 

 1      Male               8          2.7     0.4                                                                        

                                                                     0.8314   1.6884       39       0.05        Not sig.            

2     Female              32        2.9     0.6  

The result of the data analysis in table 5 shows that the comparison of the mean rating 

scores of 2.7 for male and 2.9 for female secondary school Principals has a t-value of 

0.8314 each which is significant at a 2-tailed value of 1.684 as against 0.05 significant 

level used for testing the hypothesis. Hence, the null hypothesis is not rejected but 

concludes that there is no significant difference between the mean ratings of the two 

categories of principals on the effective time management practices. 

 

Hypothesis 2:  There is no significant difference between the mean rating scores of the 

male and female secondary school principals on problems hindering effective time 

management.  

 

The second hypothesis also compared the mean ratings of male and female secondary 

school principals on problems hindering effective time management. The result of the 

data analysis is shown on table 5. 

 

Table 5: Mean, SD and t-test of differences between the mean rating scores of the male 

and female secondary school principals on the problems hindering effective time 

management.        

                               
S/N   Category of  

          Principals      N   Mean    SD       t-value    2 tailed sig.         D/F         Sig. level       Remark 

  

 1.     Male               8     2.2       0.4 

                                                      -0.745      1.684           39             0.05       Not sig. 

 2.     Female       32     1.9      0.3  

 

The summary of the result of the hypothesis in table 5 indicates that the comparison of 

the mean rating of 2.2 for male and 1.9 for female secondary school principals and at-

value of -0.745 is significant at a 2-tailed significant level of 1.684. This value is 

greater than 0.05 significant levels upon which the hypothesis is tested. By this, there is 

no significant difference between the mean rating of the male and female secondary 
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schools on the barriers to effective time management and as such the null hypothesis is 

thus not rejected. 

 

Discussion 

The first finding of this study is that effective time management practices are being 

utilized by Principals of secondary schools in Anambra State. Effective time 

management practices promote high productivity as well as academic excellence thus 

quality output. This is in line with what Maduagwu and Nwogu (2006) posited that 

effective time management begets optimal goal realization. Achieving predetermined 

aim and objectives are always what every school administrator aspires to achieve and it 

is only when time is managed effectively that these goals are accomplished. A lot could 

be achieved when there is strategic plan on how time is being allotted to specific 

activities. Similarly, Ugwulashi (2011) while aligning with the above views reiterated 

that time management skills enable the personnel to be fastened to their assigned 

responsibilities and ensure its accomplishment within specified time limit without 

undermining break period to ease of tension hence increased productivity and quality 

output. 

The second finding of this study is that a lot of barriers impede the effective 

time management of the Principals which they described as no barrier. This is a signal 

that these Principals are not even aware of the barriers to effective time management so 

as to tackle it headlong for better educational attainment. While giving credence to the 

above assertion, Tracy (2014) emphasized that it pays off to be an effective time 

manager because the benefit is massive. Osawe (2017) also affirmed that evading break 

and holiday period could do more harm than good. The scholars noted that all poor 

performers in life use their time wrongly. A lot of useful time could be wasted by the 

Principals of schools while trying to ensure perfection, through procrastination, self-

aggrandizement, skipping break, attending to social media among others. The 

implication of these barriers is that the aim and objectives of secondary education being 

managed by these Principals remains unaccomplished leading to poor quality products. 

When the limitations are identified and conquered, ample time will be handy to carry 

on the school activities effectively and efficiently yielding enviable result in the 

educational realm thereby breeding educated, enlightened, and civilized citizens for a 

better tomorrow. 

 

Conclusion 

Based on the findings from this research, the principals of secondary schools in 

Anambra State adhere to effective time management practices and at the same time are 

battling with lots of obstacles emanating from unidentifiable obstructions to effective 

time management. There is no doubt that these impediments prevalent in some schools 

are gradually sickening the entire secondary education system if not swiftly addressed. 

There is therefore urgent need to expedite action in this regard for quality education 

that the nation desires for national development. 

 

Recommendation 

Having assessed effective time management for quality secondary education in  

Anambra state, the following recommendations are made: 

1. There should be training and retraining of the school managers on the effective 

time management practices for principals to keep them abreast with new time 

management skills for a better job performance hence goal attainment. 
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2. It is worthwhile to educate the secondary school Principals on what constitute 

barriers to effective time management. When this is done, they will be better 

positioned to identify such obstacles as they show up in the line of their duties 

and combat it immediately thereby saving time for other meaningful tasks that 

promote goals attainment. 
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Abstract  

Cadre deployment in South African Public Schools is steadily becoming a norm than 

an exception and breeds protracted intergroup conflicts as promotional posts are 

reserved for politically-aligned teacher union members. These conflicts affect the 

quality of teaching and learning as the focus of the teachers move from the primary 

purpose of teaching to contestation for senior posts.  The School Governing Body 

parent-wing is often caught in conflict between these two groups as it has the statutory 

power to recommend the appointment to the Department of Education. This paper uses 

manipulative elite theory, dynamic conflict theory, and human needs conflict theory as 

lenses to explore and explain the intergroup conflicts as manifested in South African 

Public Schools as a result of sustained application of cadre deployment. It is within 

this context that this paper explores the literature on the genesis, emergence and 

prevalence of cadre deployment in South African Public Schools. This paper zoomed 

in the 1985 African National Congress (ANC) Kabwe Consultative Conference 

resolution to adopt cadre deployment policy.  On the other hand, this paper explored 

the adoption and implementation of cadre policy by SADTU in 2010 through its Vision 

2030. Literature explored as well as newspaper articles clearly indicates that the CDP 

of the ANC is here to stay as long it is in power. This paper, therefore recommends for 

the review of minimum promotional requirements in public schools, taking into 

account experience and qualifications. the capacitation of the SGB, particularly on the 

roles selection, recruitment and recommendation of a candidate for promotional post 

and the appointment of independent Human Resources Practitioners to assist the 

SGBs in the selection and recruitment of teachers to senior posts. 

 

Key words: intergroup conflict, cadre deployment, promotional posts, in-group, out-

group 

 

Introduction 

Section 20 (1)(I) of the South African School Act of 1996 stipulates and prescribes 

democratic participation of parents in school governance in particular to the 

recruitment, selection and appointment of teachers into promotional posts. However, 

this School Governing Body (SGB) statutory responsibility continue to face challenges 

as the participation of parents in the schools is problematic, particularly due to low 

levels of education (Bayat, Low, & Rena, 2014). This challenge of participation of 

parents in school governance, is compounded regrettably by, age and literacy levels of 

pose a challenge and limitations for quality of participation (Levy & Shumane, 2017; 

Mohapi & Netshithangani, 2018). Ndebele (2012) asserts that the function of selection 

and recruitment by the SGB is often compromised by the poor level of education of 

members resulting in the manipulation of the SGB to rubber stamp the teacher union‘s 

demands.  Shava and Chamisa (2018) are of the view that the selection process is often 

micro managed by politically aligned union; SADTU, Shava and Chamisa (2018) are of 
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the view that these processes are used to secure promotional posts for their comrades. 

Pattillo (2012:15), in her study of Umlazi in KwaZulu-Natal Province schools, posited 

that some face closure, as they are ―plagued by quiet corruption‖ as a result of poor 

leadership and poor culture of teaching and learning, and experience.    

The SGB literacy levels are exploited by South African Democratic Teachers 

Union (SADTU) to tirelessly promote cadre deployment in schools as per SADTU 

Vision 2030 which seeks to ―establish a cadre of education specialists within the 

SADTU thinking community‖ (SADTU, 2010:5). The cadre deployment policy 

(CDP), is an African National Congress (ANC) policy which was adopted after the 

dawn of democracy to ready itself to govern. With the Tripartite Alliance- Congress of 

South African Trade Union (COSATU) and South African Communist Party (SACP), 

the ANC, deliberately wanted all levels of government to be in the hands and to be 

controlled and run by party loyalists. This was done through the establishment of 

deployment committees in all levels of government (Twala, 2014). Therefore, this 

paper seeks to explore the literature on the genesis, emergence and prevalence of cadre 

deployment and the manifestation of intergroup conflicts in South African Public 

Schools. As experience, qualifications and skills possessed by non-politically aligned 

SADTU are often overlooked for promotional posts.    

 

Objective of the Study 

This paper seeks to explore the genesis of cadre deployment in relation to promotional 

posts in public schools as well as the prevalence of intergroup conflicts which emanate 

from sustained application cadre deployment in South African Public Schools.   

 

Theoretical Framework 

This paper uses several intergroup conflict theories to explore and explain the 

intergroup conflicts as manifested in South African Public Schools as a result of 

sustained application of cadre deployment. These conflict theories are; manipulative 

elite theory, dynamic conflict theory and human needs theory.   

 

Intergroup Conflict Theories 

Tillet and French (2006:10) define intergroup conflict as conflict that occurs between 

―two or more groups as opposed to a single group splitting into factions‖ and explain 

that there are different types of intergroup conflict, such as industrial, public, ethnic, 

class and international disputes.  De Jager (2008) states that, although intergroup 

conflict can be either positive or negative, most intergroup conflicts have more negative 

consequences than positive ones. Intergroup conflict often results in heightened 

anxiety, mistrust and hostility, feelings of incompetence and powerlessness especially 

within the out-group (Koorsen & Wrogemann, 2003).  In terms of the dynamic conflict 

theory, conflict has two competing groups, the out-group and the in-group, with the 

out-group engaging in ―competitive mobilisation‖ (Oberschall 2007:187) with an 

agenda for change, resulting in escalation of intergroup conflict. For the purpose of this 

paper, the out-group refers to the teachers not members of politically aligned SADTU, 

who are challenging cadre deployment policy.  Therefore, as Oberschall (2007) 

explains, out-group members are likely to experience an enhanced need to increase 

their sense of power; in-group members are likely to experience an enhanced need for 

acceptance.  

According to Deutsch (1973:352), the intensification of intergroup conflict goes 

beyond ―increasing reliance upon a strategy of power and upon tactics of threats, 

coercion and deception‖. This means that parties in the conflict exert pressure to each 
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other for a win-loses scenario. As intergroup conflict escalates, the in-group uses less 

persuasion and increases pressure for uniformity. Other determinants of conflict 

escalation is the nature of the conflict, which includes the conflict size and issue 

centrality (ibid: 369). 

The size of intergroup conflict in the schools under study is considerable as it 

affects teachers who have spent years acquiring the necessary skills and qualifications 

with the hope that these will give them a competitive advantage when promotional 

posts become available. Deutsch (1973), defines conflict size as the ―expected 

difference in value of the outcome that a group or person will receive if it wins 

(1973:369). Promotional posts have always been a contentious issue in most South 

African Public Schools. To diminish the perceived opposition, parties have to 

―eliminate misunderstanding‖ through ―open, full direct communication between 

parties‖ (ibid: 370). Promotional posts in the selected South African Public Schools are 

‘bread and butter‘ issues, central to both parties which make the conflict irreconcilable 

thus Hoffman (2016), is of the view that cadre deployment is basically driven by 

competition for salary packages offered by the state. Dovidio et al, (2009), argue that 

once members of a dominant group feel a threat to their group‘s power, they will be 

motivated to defend their status and remove the threat. Members of disadvantaged 

groups, conversely, will be motivated to change the status quo to improve their group‘s 

position. Often unsatisfied human needs for security, identity, recognition, participation 

and autonomy of either group will cause the relations to be unstable and create mutual 

negative perceptions. Specifically, within a school environment, such as that of the 

South African Public Schools, members of an out-group typically experience feelings 

of powerlessness, lack of control, and loss of their dignity if they are consistently 

overlooked for promotional posts.  

On the other hand, the in-group works tirelessly to promote cadre deployment in 

schools as per SADTU Vision 2030 and the out-group‘ s challenge of this policy is 

perceived as a threat to be eliminated. Stephan and Mealy (2010) also mention the 

various types of threats a group can experience in a conflict situations: realistic 

(tangible) or symbolic (intangible) harm to the in-group‘s welfare, such as territorial 

threats, threats to political power, economic threats, and threats of physical harm. 

Symbolic threats include threats to the in-group‘s identity, values, beliefs and norms. 

These threats can evoke strong negative emotions, such as fear, rage, resentment, 

frustration, contempt or feelings of insecurity. In addition, perceptions of threat reduce 

emotional empathy for members of the out-group (Ibid).   

Furthermore, intergroup conflict is influenced by the dynamics of the conflict 

itself.  Mayer (2000) observes that the goals of any group can be achieved through the 

dynamic factors of intergroup conflict, namely, power and group cohesion. Power 

refers to the influence the group has in pursuing the goals and interests of its members, 

and cohesion refers to the level of togetherness and commitment of the group to 

achieving its goals (ibid). Considerations of group cohesion are also significant for this 

paper. De Jager (2008:70) describes group cohesiveness as a ―process whereby a sense 

of ―we-ness emerges‖ over and above individual differences and motives and 

maintains that cohesion can also be visualised as "attraction to collective". In terms of 

the intergroup conflict in this paper, new socio-political group identity is evident in 

SADTU 2030 Vision, which seeks to ―establish a cadre of education specialists within 

the SADTU thinking community‖ (SADTU 2010:5). Furthermore, in this regard, the 

2030 Vision seeks to influence and align the established instruments of the state with 

SADTU‘s strategic objectives (ibid).  Thus through a ―competitive reward system‖ 

(De Jager 2008:46), SADTU seeks to reward loyalty and allegiance by excluding the 
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out-group and distributing the limited available resources, in this instance promotional 

posts, among the in-group members. Zengele (2009:163) notes that deployment of 

active and loyal teachers to the politically aligned SADTU is done to avoid ―disruption 

of schooling by bitter and disruptive teachers‖.   

When there is group cohesion, group members are responsible to each other 

and complete tasks effectively together. In the case of the South African Public 

Schools under study, politically aligned union members are a cohesive group who 

often look after each other‘s interests. Consequently, group cohesion for the politically 

aligned teachers is perceived as a solidarity activity, for example, when an individual 

member is in conflict with the law; support is sometimes expressed by court 

appearances of group members.  The negative consequences of the intergroup conflict 

in South African Public Schools is manifested largely through the reduced 

commitment of the out-group to quality teaching and ultimately the schools become 

dysfunctional, with poor learner performance. This prompts the parents to remove 

their children from these schools to other stable and functional schools.   

 

Literature Review 

 

Genesis and Definition of Cadre Deployment 

The 1985 African National Congress (ANC) Kabwe Consultative Conference gave 

birth to the cadre deployment policy (CDP) and subsequently formally adopted in 

1997 in Mafikeng Conference (Nevondwe 2011). The adoption of CDP was 

underpinned by the ANC‘s ―lack of a deliberate human resource development 

programme, which encourages and creates opportunities for training and gaining 

experience‖ (Nevondwe 2011:47). In the post 1994 election victory, the ANC was 

faced with the challenge of governing country as well the various state departments 

previously run by the National Party with its apartheid policies. The ANC then 

unleashed the National Democratic Revolution (NDR) policy document which was a 

vehicle to overcome South Africa‘s legacy of inequality and oppression of the black 

majority.  To achieve the aims of the NDR, Nevondwe (ibid) maintains that the CDP 

of the ruling party sought to ―assert hegemony by placing its loyal cadres at the helm 

of the government and other strategic institutions‖ (ibid).   

 

According to Hoffman (2010:1), ―cadre deployment is the process by which cadres or 

loyal members are brought into effective action.‖ Similarly, Lodge (2004:193) defines 

cadre deployment as the ANC‘s ―own strikingly militaristic term for the procedure 

through which it fills important positions in government, public administration and 

parastatals corporations‖. He maintains that the practice was initially a careful strategic 

response to limit opportunities for  ―careerism, opportunism and corruption‖ (ibid) as 

it was hoped that the deployment of cadres would discourage infighting and create a 

culture of selfless service to the public (ibid: 214). It is evident that the initial 

intentions of cadre deployment nearly two decades ago were noble. Kane- Berman 

(2012), postulates that deployment was premised on the grounds that the public service 

had to be purged of apartheid bureaucrats in the post-apartheid democratic South 

Africa, whose loyalty was with the apartheid regime. Hartley (2011) further argues 

that the ANC intention with cadre deployment policy was to safeguard the new 

government from any possible sabotage by the opposition parties.  To achieve this 

objective, the ANC wanted to neutralise the sabotage threat by installing loyal and 

politically trusted party members in key government positions (ibid). Public schools 

were not immune from the ANC cadre deployment policy. However, Areff (2012) 
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explains that the practice gradually began to overlook incompetence and under 

qualification in favour of loyalty to the party because the deployed cadres often had 

insufficient skills to perform their designated tasks.  

These cadres are normally drawn from the Tripartite Alliance – the ANC, the 

Confederation of South African Trade Unions (COSATU) and the South African 

Communist Party (SACP). Hoffman (2010) maintains that this practice is carried out 

by ANC cadre deployment committees which at national, provincial and local level 

covertly attend to the business of cadre deployment and makes the point that these 

committees do not confine their activities to party structures but also extend them to 

public administration. For this reason cadre deployment can be perceived as ―political 

interference in the recruitment process of civil servants by party officials‖ (Boyle 

2012:1).   

 

In 2007, Strategy and Tactics document presented by President Zuma highlighted the 

importance of CDP and declared that the ANC:  

…places a high premium on the involvement of our cadres in all centres of 

power. ANC cadres have a responsibility to promote progressive traditions 

within the intellectual community, which includes our universities and the 

media. We also need their presence and involvement in key strategic positions 

in the State as well as the private sector, and will continue strategic 

deployments in this regard (ANC 2007:52nd National Conference chapter 6, 

paragraph129).  

  

Kota, Hendricks, Matambo, and Naidoo (2017), argue that CDP is not exclusive to the 

ANC as provision of state employment opportunities to party loyalists is a global 

phenomenon administered by various ruling political parties. However, Kota et al. 

(2017) noted that this phenomenon in Africa is believed to induce an inferior 

institutional quality or to cause poor execution of policies by the state.  

 

SADTU and SADTU VISION 2030 

The South African Democratic Teachers Union (SADTU) as a member of the 

Tripartite Alliance worked tirelessly during the 1994 elections to ensure victory for the 

ANC at the polls.  After winning the elections in 1994, the ANC government had to 

recompense the SADTU executives with key positions within government, as the 

ANC‘s Secretary General Gwede Mantashe (2011) once admitted in a media 

conference in 2011. Letseka, Bantwini and King-McKenzie (2012), confirm that 

SADTU was a prominent association within the governing party, which had significant 

implications for nominations to major strategic posts in other departments, such as 

Education. Letseka et al. (2012), further state that the jostling for positions, as 

described by Manuel (2011) manifested in behind the scenes canvassing by union 

leaders for their preferred candidates. Similarly, the ‗behind the scenes canvassing‘, 

according to Franks (2014) and Maimane (2017) have inevitably led to crisis in South 

African Public Service (PS) sector. This observation was echoed by Rust (2017) who 

described Public Service as in tatters and South African Public Schools were not 

spared from the crisis. .  

SADTU as part of Tripartite Alliance partner, adopted and incorporated the spirit of 

NDR, and invariably cadre deployment, through SADTU 2030 Vision in 2010. In terms 

of this policy document, the politically-aligned teacher-union strives to assist the NDR 

of the ANC to bring about educational transformation (SADTU 2010). This policy 

document embraces of cadre deployment by resolving to:   
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• establish a cadre of education specialists within the SADTU thinking 

community;   

• ensure that SADTU‘s voice is clearly heard in relation to education and public 

issues to promote educational transformation, social equity and the interests of 

members; and  

• influence and align the established instruments of the State with the strategic 

objectives of SADTU (ibid: 5-8).   

 

The Vision 2030 also took cognisance of the critical and strategic role that parents play 

as partners in ensuring education transformation. In addition, because the same 

document sees teachers as the ‗parents of society‘, an alliance was to be forged with 

the parent constituency to influence ―distribution opportunities that can be beneficial 

to the broader transformation imperatives of SADTU‖ (SADTU 2010: 12). This 

alliance is understood in the context of the legal provision in terms of Section 6 (3) (a) 

of the Employment of Educators Act 76 of 1998, which states that:   

 Any appointment, promotion or transfer to any post on the educator 

establishment of a public school or further education and training institution, 

may only be made on the recommendation of the governing body of the public 

school or the council of the further education and training institution.   

 

Pattillo (2012:59) asserts that CDP was embraced by SADTU to unionise the schools 

and reward loyalty as ―patronage based on political appointments provide incentives 

for leaders (school principals) to prioritize unionism over improving their schools‘.  

Thus, non-politically aligned teachers are disadvantaged when applying for senior 

posts. In addition, schools managed by non-politically-aligned principals are often 

targeted for ultimate takeover by deploying loyal cadres to promote the interests of the 

politically-aligned union and its members in such schools. Such exclusion of non-

politically aligned teachers for promotional posts is part of SADTU‘s strategy to 

honour its commitment that:  

The interest of members should therefore reign supreme in the activities and 

operations of SADTU... through cadre deployment and influence, the 

established instruments of the state need to be in line with the strategic 

objectives of SADTU (2030 Vision:8 & 14).   

 

Recruitment and Selection Processes 

In terms of Section 20 (1)(h) of the South African School Act 84 of 1996; the SGB 

recommend to the Head of Department the appointment of educators at the school, this 

statutory mandate includes the appointment of teachers to senior posts such as HOD, 

Deputy Principal and Principal. This statutory role in selecting, recruiting and 

recommending teachers‘ employment in any position in a school is allegedly micro-

managed and manipulated by SADTU to benefit their members. Dehaloo (2008:4) 

argues that the appointment of education managers (school principals) is ―inherently 

flawed‖ as the SGBs elect managers ―whose experience, qualifications, credibility and 

histories, both in the profession and in the community, can be seriously questioned‖. 

This is so, because, parents do not always understand their roles and duties in 

contributing to building functional schools. Similarly, Ndebele (2012) attributes this 

manipulation to some parents‘ poor level of education who are used to ―rubber stamp 

the teacher union‘s demands‖ (Ndebele 2012:04). According to Zengele (2009), scores 

of former South African Democratic Teachers‘ Union (SADTU) officials occupy senior 
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positions in government and in Department of Basic Education DBE in particular and 

these are the same officials who are tasked with ensuring the filling of promotional 

posts at all levels of the DBE structures. Zengele‘s observation seems to suggest that, 

CDP is entrenched and bound to be perpetuated in favour of SADTU loyalists.   Thus, 

in the challenge of appointing appropriately qualified and experienced candidates to 

senior posts in public schools, manipulation and corruption can occur.  

This sentiment is echoed by Heystek (2011; Mncube, 2009), that some school 

governing bodies are unlikely to succeed due to poor literacy of parent governors. On 

the other hand, Duku and Brown (2008) as well as Xaba (2011) found that the majority 

of the SGBs were not only illiterate but were of pensionable age, a state which 

adversely affects their quality of engagement in governance issues. It is the view of the 

researcher of this paper that the limitations, age and literacy levels of some of the SGB 

parent wing is manipulated during the selection and recruitment of teachers to senior 

posts.   It is the SGB‘s statutory power which the politically-aligned union often seeks 

to usurp in order to recommend their preferred cadres. For example, Zengele 

(2009:163) found that:   

The involvement of the unions becomes contestable when the post in question is 

a promotional one ... individuals come to the business of filling posts at school 

level with varying agendas other than the one of ensuring that the best 

candidate gets the job.   

 

Often non-SADTU teachers applying for senior posts often feel sidelined as their 

interests are not taken care of despite being better qualified and experienced candidates 

as posts are reserved for particular candidates (Alexander 2012:77).  Such conditions 

of job reservation are breeding grounds for conflicts which results in what Anstey 

(2006:3) asserts that all conflict results from attempted change from the status quo in 

favour of a powerful in-group within organisations. In her study of the appointment of 

education managers, Dehaloo (2008:4) found that such conditions demoralise, 

demotivate and make teachers despondent resulting in a ―decline in educator 

performance and service delivery‖.  When CDP was publicly challenged, ANC 

Secretary Gwede Mantashe justified it as ―...not a flawed conceptual system...it would 

not be a sin to give black people operational exposure‖ (Mantashe defends ANC cadre 

deployment: Mail & Guardian 14 Sep 2011). Despite this justification by Mantashe, 

Frank (2015) argues that some of deployees are incompetent cadres who affect service 

delivery adversely.  

 

Conclusion  

SADTU is exploiting SGBs low literacy levels to advance its VISION 2030 at the 

expense of the public schools as some of the cadres deployed are incompetent 

resulting in poor leadership of schools. CDP has undoubtedly exacerbated the 

protracted intergroup conflicts in schools as teachers are splits into in-groups and out-

groups, all fighting for the limited resource - senior posts. In the midst of these 

conflicts, learners‘ education is severely compromised and some schools are 

eventually handed to incapable and unqualified cadres to manage.   

Recommendations  

Literature explored clearly indicates that the CDP of the ANC is here to stay as long it 

is in power. This paper, therefore recommends the review of minimum promotional 

requirements in public schools, taking into account experience and qualifications. 

Secondly, this paper strongly recommends the capacitation of the SGB, particularly on 

the roles selection, recruitment and recommendation of a candidate for promotional 
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post. Finally, this paper further recommends the appointment of independent Human 

Resources Practitioners to assist the SGBs in the selection and recruitment of teachers 

to senior posts.   
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Abstract 

This study investigated relationship between material management, learners‟ 

motivation towards learning and Universal Basic Education (UBE) goals achievement 

in public basic schools of Southwest, Nigeria. The study adopted the descriptive 

research design of survey type. A sample of 4,200 respondents were randomly selected 

from 280 public junior secondary schools. Material Management Questionnaire 

(MMQ) and Learners‟ Motivation Questionnaire (LMQ) and Learners Academic 

Achievement Test (LAAT) were used for data collection r=0.8114, r=0.912 and 

KR20=0.942 respectively. Data collected were analysed using Pearson Product and 

Multiple Regression. Findings revealed there was significant combined influence of 

material management and learners‟ motivation towards learning (F (2, 277)= 7.060; p 

< 0.05) in the achievement of UBE goals,  relative influence of learners‟ motivation 

towards learning on UBE goals achievement (Beta= .235; t= 3.740; p < 0.05) and 

significant correlation between learners‟ motivation towards learning and achievement 

of UBE goals achievement in public basic schools in Southwest, Nigeria (r = 0.197; p 

< 0.05). The study concluded that material management and learners‟ motivation 

towards learning are essential parts that can determine UBE Goals Achievement in 

public basic schools in Southwest, Nigeria.  It was therefore recommended that 

government should provide necessary material (instructional and infrastructural) and 

ensure even distributions of teachers to enhance effective teaching and learning to 

promote learners‟ friendly environment. 

 

Keywords: Material Management, Learners‘ Motivation, Goals Achievement  

 

 

Introduction 

Universal access to basic education has been the prime target of Nigeria in the last four 

decades and Nigeria is also a signatory to World Declaration on Education for All.
1
  

The United Nations Organization (UNO) Article 26 of the Universal Declaration of 

Human Rights states: ‗Everyone has the right to education. Education shall be free at 

least in the elementary and fundamental stages (United Nations, 2019). UBE is an 

educational programme aimed at eradicating illiteracy, ignorance and poverty. 

Therefore, it can be said that at both national and international levels, Nigeria is 

committed to the provision of Basic Education to all its citizens. 

Universal Basic Education (UBE) in Nigeria evolved from the 1955 Universal 

Primary Education Scheme which operated in Western Nigeria. In subsequent years, 

the Eastern and Northern governments also had in place their respective universal 

education.
2
 The federal government came into the scene only in 1976 with the 

commencement of the universal primary education in all the regions within the country. 
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The consequence was the provision of a unified and singular framework for educating 

Nigerians.  

The UBE programme is designed to remove distortions and inconsistencies in 

basic education delivery and to reinforce the implementation of the National Policy on 

Education. It is also Nigeria‘s response to the achievement of Education for all (EFA), 

Millennium Development Goals (MDGs) and the present Sustainable Development 

Goals (SDGs) and one of the seven cardinal points of the present government in South 

West, Nigeria. Basic Education has been described as fundamental education, 

foundation education or bottom-line education upon which every other forms of 

education (formal, informal and non-formal) are built. Without Basic Education, any 

educational structure erected, will not have chances of success
 
(Salihu  &  Jamil, 2015) 

The idea behind Basic Education programme is to give every child formal 

education for a period of ten years (one year of pre-primary education, six years of 

primary and three years of junior secondary education) which would in turn make an 

average child of fifteen years to be self- reliant and able to survive life‘s challenges.  

World Bank (2019) investigated the goals of basic education in line with the 

federal government of Nigeria which are to: ―provide the child with diverse basic 

knowledge and skills for entrepreneurship, wealth generation and educational 

advancement, develop patriotic young people equipped to contribute to social 

development and in the performance of their civic responsibilities; inculcate values and 

raise morally upright individuals capable of independent thinking, and appreciating the 

dignity of labour; inspire national consciousness and harmonious co-existence 

irrespective of differences in endowment, religion, ethnic and economic background; 

and provide opportunities for the child to develop manipulative skills that will enable 

the child function effectively in the society within limits of the child‘s capacity‖.  

The primary target of the UBE aspect of this new educational policy is to ensure 

that every Nigerian child acquires a minimum of 10 years of basic education. Given the 

unstable and consequently unreliable socio-economic realities in Nigeria, one cannot 

but wonder how far the UBE programme can go in meeting its target and achieving its 

set objectives. In every society, including the very advanced ones in Europe and 

America, education has remained the major social structure for capacity building. As 

such, if Nigeria must compete favourably with other societies in today‘s globalized 

world in the area of skilled manpower, the issue of education must be accorded utmost 

priority. Given that basic education provides the foundation for any educational pursuit, 

it becomes necessary for the basic education programme to be given fundamental 

attention. 

The vision of the Universal Basic Education (UBE) is that at the end of ten 

years of continuous education, every child should have acquired appropriate and 

relevant skills and values and be employable in order to contribute his/her quota to 

national development. The UBE Act of 2004 covers one-year kindergarten, six years of 

primary Education and three years of junior secondary education. 

Furthermore, the guideline for the implementation of UBE outlined the 

targets/goals of the policy as follows: ensuring that school-age children are in school; 

100% transition to JSS at the end of six years of primary education, completers of Basic 

Education to possess literacy, numeracy and basic life skills, as well as ethical moral 

and civic values, all teachers in Basic Education institutions to possess the Nigerian 

certificate of education, review of basic education curriculum to conform to the reform 

agenda, achievement of 100% awareness on HIV/AIDS in schools, establishment of an 

effective institutional framework for monitoring learning and teaching, and active 

involvement in and participation and eventual ownership of schools by local 
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communities. As good as this laudable programme is, there is acute shortage of 

manpower for monitoring and evaluation. Many basic schools demand school fees 

termed ‗parents assist‘. There is no free transition from primary to junior secondary 

schools as many have to sit for Common Entrance Examinations into Junior Secondary 

schools. All these and many more coupled with constant changes in curriculum are 

considered impediments to the effective attainment of Universal Basic Education goals. 

The implementation of the UBE programme would necessarily entail the 

commitment of large chunk of resources (human and materials) in order to ensure its 

effectiveness and efficiency. Effective management of these resources in order to 

guarantee the success of the programme becomes imperative and compelling. No 

education plan can succeed without proper planning and implementation. The financing 

of basic education is the responsibility of states and local governments. However, the 

federal government has decided to intervene in the provision of basic education with 

2% of its Consolidated Revenue Fund. The Act also provides for the establishment of 

Universal Basic Education Commission (UBEC) to co-ordinate the implementation of 

the programme at the states and local government through the State Universal Basic 

Education Board (SUBEB) of each state and the Local Government Education 

Authorities (LGEAs). But it is quite disheartening that many states in the country failed 

to access the funds meant to actualize this goal. Funds meant for the provisions of 

educational materials are there lying un- accessed by states at the UBEC accounts
  

(Universal Basic Education Commission, 2018). 

Educational material is very important to the success of education. It is not a 

surprise that the 1955 Universal Primary Education programme in Southwest Nigeria 

failed as a result of perceived improper projection of education resources in terms of 

teachers‘ adequacy, infrastructural facilities, instructional material and finance amongst 

others. Material management is the efficient and effective deployment of organisation‘s 

resources where and when they are needed.  

Wahab, Oshinyadi & Soyemi (2017) expressed that educational materials are 

the totality of the inputs that have impact on the learners. These materials include 

parents, pupils, teachers, administrators, buildings, equipment, time, finance and 

information. Material constitutes a very important factor in the functioning of the 

education system. This is because the success of the system or otherwise depends on 

the manpower and materials made available. Material management in achieving the 

universal basic education goals therefore connotes the systematic harnessing of 

resources at the disposal of the implementers of the programme in order to achieve the 

stated goals and objectives. This suggests that material management requires both 

conceptual and technical skill and competence in order to meet the challenges which 

the jobs of the implementers demand.  

Material management provides a supporting management function to the core business 

of an organization and concentrates on the area of interface between physical 

workplace and people. It requires a multi-skill approach to integrate people, place, 

process and technology in executing its support functions. The function could be as 

complex as strategic planning to menial as cleaning services and a range of services in 

between.  

Considering the meaning of management in the school sector, management 

includes a variety of sequential and related activities that are designed and carried out 

in order to effectively and efficiently achieve the goals of teaching and learning in 

relation to the needs of the society. This achievement could be made through effective 

planning, organizing, coordinating, supervising, directing, motivating, controlling, 
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budgeting and evaluating programmes as well as undertaking risks and handling of 

uncertainty. 

In education institutions, facilities constitute essential inputs, which create 

favourable learning environment, facilitate interaction and enhance organizational 

performance (Edenshaw Worku, 2019). In essence, the school curriculum would not be 

meaningful and functional if required facilities are not provided in adequate quality and 

quantity at appropriate times through the school head with administrative finesse.  

Material management in schools plays a pivotal role in the actualization of education 

goals and objectives by satisfying the physical and emotional needs of the staff and 

students (Faisal Imam, 2017)   

According to Usman (2016), materials are physical input utilized by educational 

institutions in the process of implementing educational programmes. They act as 

ancillaries for the achievement of educational goals and objectives. Educational 

materials are the integral part of a well-organized school system. It could be understood 

to be any material which is used to facilitate the overall teaching and learning process 

in schools. They include textbooks, visual aids, charts, maps, laboratories equipment, 

chalkboard/whiteboard, playground and other materials applicable in education system.  

Wahab (2014) expresses that effective management of school materials requires 

knowledge, skill and expertise in handling different facets of the school system. This 

calls on the ability of the school head to set required objectives, supervise resource 

usage, formulate plans for procurement and ensure actual management and supervision 

of available facilities to attain set goals of the school system. The school head as the 

manager of the school organization therefore has the numerous task of mobilizing 

available resources to ensure a proper running of the school. 

Learners‘ motivation is very important factor in teaching and learning process, 

but it is very sad that much attention is given to teachers‘ motivation without any 

recourse to learners. When teachers are motivated but learners are not, the consequence 

is that teaching and learning situation will still suffer. Towards the achievement of UBE 

goals, learners‘ motivation needs to be given urgent and prompt attention. Motivation is 

a fundamental element of students‘ learning; teachers can assist in increasing and 

developing motivation for optimal achievement in the classroom. 

Through the facilitation of a supportive classroom environment, engaging 

learning experiences, goal setting and teacher enthusiasm, teachers can empower 

students to find joy and excitement in their learning.  Motivation is enhanced as 

students gain a sense of self-satisfaction as they are able to complete the text and task. 

Student motivation refers to a student‘s level of engagement in the learning process. 

When discussing student motivation, Center on Education Policy (2019) typically 

recognizes two major types of motivation: Intrinsic and Extrinsic. Intrinsic motivation 

refers to self-motivation. In other words, it is a student‘s desire to acquire information, 

achieve a goal or perform a task simply because the student takes pleasure in doing so 

and sees the value in it. Intrinsic motivation is believed to be the most powerful type of 

motivation
 
(Venronica Knapper, 2017). When a student is intrinsically motivated, they 

are less likely to be deterred by factors such as peer pressure, complacency or 

indecisiveness. Also when a person is intrinsically motivated or possesses self-efficacy 

skills, he or she believes in his or her ability to organize and execute a plan of action 

that may be required to solve a problem (Center on Education Policy, 2019).  

According to Liu &  Zumbo (2006), extrinsic motivation refers to working to 

achieve a goal because it will produce a certain result. Students who are extrinsically 

motivated do not necessarily take pleasure in the learning process, but they may show 

engagement in school because they want to graduate or because they do not want to 
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disappoint their parents. In other words, these students are motivated by outside forces, 

whereas intrinsic motivation comes from within. Either type of motivation may produce 

positive results. Regardless of the type of motivation a student possesses, a high level 

of motivation is key to academic success
 
 (Venronica Knapper, 2017). Not only has a 

high level of motivation been linked to better academic performance, it has also been 

linked to better conceptual understanding, higher self-esteem, increased satisfaction 

with school, increased graduation rates and better social adjustment. If students are 

unmotivated, it is extremely difficult to improve their academic performance in school 

because motivation affects how students relate to their teachers, how much time they 

devote to studying, and how they go about seeking help when they are having 

difficulties with assignments (Fabien, 2018). 

A review of previous educational programmes in the country shows that 

material inadequacy has long been a central factor in chronic education shortcomings. 

The educational materials provided by state for the execution of education programmes 

are inadequate and irregular. This inadequacy is compounded by the meagre budgetary 

allocations for education in recent years which has been steadily declining over the past 

two decades (Ugochukwu  Agi & Ibene Eremie, 2018).  While in 2007 the education 

sector was allocated 11% of the national budget, this fell to 10% in 2008, 8% in 2009, 

6% in 2010, and 8.7 in 2013 against the international benchmark which is 26%. Both 

the global economic recession and a growing demand for education in all developing 

countries have compounded the already-compromised state of Nigerian education. 

In 2009, there was a near collapse of the education sector in Nigeria as virtually 

all labour groups involved in education embarked on nation-wide industrial actions. 

Learners at all levels were forced to sit at home for several months and wait for the 

resolution of the dispute. The industrial actions were intended to achieve greater 

financial and material support for the school system in Nigeria
 
(Ololube, 2006). The 

questions that emerged included: should children sit at home because the school system 

is inadequate? Should education be abruptly terminated because schools are not 

properly equipped? Should the education sector be expunged from the sectors of 

organized human endeavour because the government is not providing adequate funds? 

Many suggestions have since been put forward by researchers and observers to ensure 

improved funding and more resources for the effective implementation of Nigerian 

education. This outpouring is, in part, a result of the expectation that the education 

sector will facilitate technological advancement and economic development in Nigeria, 

given adequate resources (Ololube,  Ubogu & Egbezor, 2007). 

Furthermore, according to Arop Festus Obun1, Owan Valentine Joseph & 

Ekpang Martin Akan (2018), the totality of internal and external influences surrounding 

a school constitutes its environment. The appropriateness of a learning environment is a 

key both to safety and to effective learning and development. The surrounding in which 

students learn can greatly influence the academic performance and well-being of the 

learners
 
(Asiabaka 2019). The architecture, layout, and facilities of the school play a 

vital role in shaping the learning environment and promotion of effective teaching and 

learning. Again, the learning environment can serve as a tool for influencing behaviour 

and as an aid to the teacher in the management tasks. It was submitted that students 

learn better in a well-managed classroom environment. Conducive learning 

environment can have effect on both the attitudes and achievement of students. 

According to Asiabaka (2019), positive learning environment is relevant for 

students to achieve their educational goals and teachers to meet their instructional 

objectives. The school physical facilities and other elements are the determinant factors 

in the attainment of educational goals. Also the quality of education that children 
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receive bears direct relevance to the availability or lack of physical facilities and overall 

atmosphere in which learning takes place. The school facilities consist of all types of 

buildings for academic and non-academic activities, areas for sports and games, 

landscape, farms and gardens including trees, roads and parts. Others include furniture 

and toilet facilities and packing lot, security, transportation, ICT, cleaning materials, 

food storage facilities and social facilities for the physically challenged persons.  

Positive learning environment needs to be actively created and sustained by 

students, parents,  school personnel groups, and supported by the community at large. 

When the school community works together to understand and improve learning 

environment, collective action powerfully supports positive youth development and 

learning and promotes the underlying 21st century skills and knowledge (Naisujaki 

Sephania, Jaskson Lyimo & Joseph Kipng‘etich Kirui, 2017). 

 

Statement of the Problem 
Over the years, the gap between educational policies and goal attainment due to 

inadequate implementation of these policies has become of great concern to many 

observers. In the day-to-day administration of basic schools, heads of schools face 

myriad administrative problems which militate against the effective running of their 

schools. These may range from lack of qualified and dedicated teachers, insufficient 

funding to maintain schools, inadequate accommodation for pupils, inadequate 

instructional materials and infrastructural facilities, indiscipline on the part of pupils 

and uncooperative attitudes of other school staff. Where the heads fail to arrest these 

situations, the smooth running of basic education is compromised. Despite the huge 

amount invested by Universal Basic Education Commission in the development of the 

basic education system in its quest for quality education, it appears they are not sure of 

what factors really affect student academic performance in the basic education system. 

The educational system in the country is perceived to be faced by a myriad of problems 

among which are material management.  In view of the above, this study had gone a 

step further to investigate material management (instructional and infrastructural), 

learners‘ motivation towards learning and UBE goals achievement in public basic 

schools in Southwest Nigeria.  

 

Purpose of the Study 

The purpose of this study is to investigate the relationship between material 

management, learners‘ motivation towards learning and Universal Basic Education 

goals achievement in public basic schools in Southwest, Nigeria.  

Specifically, the study sought to: 

i. examine the relationship between learners‘ motivation towards learning and 

achievement of Universal Basic Education goals in South West, Nigeria 

ii. investigate the combined influence of material management (infrastructural 

material and instructional material) and learners‘ motivation towards learning 

on Universal Basic Education goals achievements in public basic schools in 

Southwest, Nigeria. 

iii. investigate the relative influence of influence of school material management 

(infrastructural and instructional material) and learners‘ motivation towards 

learning on Universal Basic Education goals achievement in Southwest, Nigeria 
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Hypotheses 

For the purpose of this study, the following hypotheses were postulated for testing: 

 

H01: There will be no significant relationship between learners‘ motivation towards 

learning and Universal Basic Education goals achievement in Southwest, 

Nigeria 

H02   There will be no significant combined influence of material management 

(infrastructural material and instructional material) and learners‘ motivation 

towards learning on Universal Basic Education goals achievements in public 

basic schools in Southwest, Nigeria. 

H03:  There will be no significant relative influence of school material management 

and learners‘ motivation towards learning on Universal Basic Education goals 

achievement in Southwest, Nigeria 

 

Research Design  

This study adopted a descriptive survey research design. The purpose of descriptive 

survey is to collect detailed and factual information that describes an existing 

phenomenon. The researchers investigated Material Management and Learners‘ 

Motivation towards learning as determinants of Universal Basic Education Goals 

Achievement.  

 

Population  

The target population of the study consisted of 2,140 public junior secondary schools, 

2,140 school administrators, 42,964 teachers and 1,081,303 students in the six states in 

South West, Nigeria, consisting of Ogun, Lagos, Oyo, Osun, Ondo and Ekiti states.    

 

Sample and Sampling Technique 

The sample for this study were school administrators, teachers and students in Public 

Junior Secondary Schools located in urban and rural schools in Southwest Nigeria.  The 

first stage of the sampling involved the stratification of the Southwest States into 3 

categories.  The States categorization; group one consists of Lagos and Ogun, group 

two Oyo and Osun while group three include Ondo and Ekiti. The selection was done 

through simple random (balloting) based on similarities, culture, proximity and the 

same boundaries of the States.  From each of the selected state; Ogun, Osun and Ekiti, 

Taro Yamane (Yamane, 1973) @ 95% was used to determine the number of Public 

Junior Secondary Schools to be sampled. 

A total number of 280 Public Junior Secondary Schools with total population of 

four thousand two hundred (4,200) respondents which comprised of two hundred and 

eighty (280) school administrators (Principals), one thousand one hundred and twenty 

(1,120) teachers (4 teachers per school) and two thousand eight hundred (2,800) Junior 

Secondary School 3 students (10 students per school) for the motivation questionnaire 

and the achievement test were used.  

 

Instruments 

Two self-designed questionnaires entitled Material Management Questionnaire 

(instructional and infrastructural) (MMQ) and Learners‘ Motivation Questionnaire 

(LMQ) The MMQ was structured into 2 sections: A and B. Section A was for 

demographic on a 5-point scale consisting of twenty questions ranging from Very High 

Extent, High Extent, Moderate Extent, Low Extent to Poor Extent while Learners‘ 

Motivation Questionnaire (LMQ) consisted of 15 questionnaire ranging from Very 
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High Extent, High Extent, Moderate Extent, Low Extent and Poor Extent and 20 

structured questions on learners‘ Academic Achievement Test (LAAT) were used for 

the collection of data from the participants 

 

Reliability of Instruments 

A pilot study was conducted on a segment of the sample using Cronbach Alpha. The 

reliability coefficient of the instrument was Material Management Questionnaire 

(MMQ) r=0.8114, Learners‘ Motivation Questionnaire (LMQ) r=0.912 and Kuder-

Richardson (KR20) was used to determine the reliability of the Learners‘ Academic 

Achievement Test (LAAT) KR20=0.942 respectively. 

 

Methods of Data Analysis 

Data were analysed using Pearson Product Correlation Moment and Multiple 

Regression Analysis. 

 

Results  

 

Hypothesis One 

There will be no significant relationship between learners‘ motivation towards learning 

and achievement of Universal Basic Education goals in Southwest, Nigeria 

 

Table 1: Pearson‟s Correlation between Learners‟ Motivation and Achievement of 

Universal Basic Education Goals 

Variables N Mean Std. 

Deviation 

df R p-

value 

Remark 

Learners Motivation 280 3.8829 .49792 278 .197 .001 Significant 

UBE Goals 

Achievement 

280 
64.6746 12.15648 

 

Table 1 revealed that there was significant correlation between learners‘ motivation 

towards learning and achievement of Universal Basic Education goals in public basic 

schools in Southwest, Nigeria (r = 0.197; p < 0.05). The coefficient of correlation 

between learners‘ motivation towards learning and achievement of Universal Basic 

Education goals was positive. This implies that the current level of motivation of 

learners towards learning in public basic schools is significantly related with UBE goals 

achievement.  

 

Hypothesis Two: There will be no significant combined influence of school material 

management and learners‘ motivation towards learning on Universal Basic Education 

goals achievement in Southwest, Nigeria. 
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Table 2: Regression Model Summary Indicating the Combined influence of School 

Material Management and Learners‟ Motivation towards Learning to 

Achievement of Universal Basic Education Goals 

 

R= .220 

R
2
= .049 

Adj. R
2
= .042 

Std. Error of the Estimate= 11.90076 

Model Sum of Squares Df Mean 

Square 

F Sig. Remark 

Regression 1999.698 2 999.849 7.060 .000 Significant 

Residual 39230.952 277 141.628    

Total 41230.650 279     

 

Results on table 2 showed that school material management and learners‘ 

motivation towards learning statistically and significantly contributed to achievement 

of Universal Basic Education goals (F (2, 277)= 7.060; p < 0.05). The regression 

coefficient, R (= .220) further indicated that 4.9% of variation in Universal Basic 

Education goals achievement was contributed to by the independent variables (school 

material management and learners‘ motivation towards learning). Hence there was 

significant combined influence of material management and learners‘ motivation 

towards learning in the achievement of Universal Basic Education goals in public basic 

schools, Southwest, Nigeria. 

 

Hypothesis Three 

There will be no significant relative influence of school material management and 

learners‘ motivation towards learning on Universal Basic Education Goals 

Achievement in Southwest, Nigeria. 

 

Table 3: Beta Coefficient and T-Ratio for Relative Contribution of School Material 

Management and Learners‟ Motivation Towards Learning to Achievement of 

Universal Basic Education Goals 

Model Unstandardized 

Coefficients 

Standardized 

Coefficients 

t Sig. 

 B Std. Error Beta   

(Constant) 50.850 6.294  8.079 .000 

Material 

management 
-1.244 .738 -.106 

-

1.685 
.093 

Learners‘ 

Motivation 
5.733 1.533 .235 3.740 .000 

 

Table 2 showed the relative influence of school material management and learners‘ 

motivation towards learning to achievement of Universal Basic Education goals. 

School material management (Beta= -.106; t= -1.685; p > 0.05) showed no statistically 

significant contribution to achievement of Universal Basic Education goals. Learners‘ 

motivation towards learning (Beta= .235; t= 3.740; p < 0.05) showed statistically 

significant contribution to achievement of Universal Basic Education goals. This means 

that in relation to their relative contributions, learners‘ motivation contributed more 

positively to achievement of Universal Basic Education goals in Southwest, Nigeria. 
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Therefore, there was relative influence of learners‘ motivation towards learning on 

Universal Basic Education goals achievement in public basic schools. 

 

Discussion of Findings 

From the analysis of the data collected to test the hypothesis one, it was revealed that 

there was significant relationship between learners‘ motivation towards learning and 

achievement of Universal Basic Education goals in public basic schools in Southwest, 

Nigeria. (r = 0.197; p < 0.05).   This shows that learners‘ interest towards learning 

cannot be compromised. When learners are motivated, teachers will find it easy to 

achieve the stated goals of educational programme. This is in line with the submission 

of Robinson Ritho (2015) title ―the Influence of Student Motivation on Academic 

Performance in Public Secondary Schools in Dagoreti Sub-county, Nairobi, Kenya‖. 

This result is corroborated with the submission Center on Education Policy (2019) 

which stated that when a person is intrinsically motivated or possesses self-efficacy 

skills, he or she believes in his or her ability to organize and execute a plan of action 

that may be required to solve a problem. The conclusion is that there is significant 

correlation between learners‘ motivation towards learning and achievement of 

Universal Basic Education goals in public basic schools in Southwest, Nigeria. 

In testing for hypothesis two, it was revealed that there was significant 

combined influence of material management (infrastructural and instructional 

materials) and learners‘ motivation towards learning on Universal Basic Education 

goals achievements in public basic schools in Southwest, Nigeria  (F (2, 277)= 7.060; p 

< 0.05). The regression coefficient, R (= .220) further indicated that 4.9% of variation 

in Universal Basic Education goals achievement was contributed to by the independent 

variables (school material management and learners‘ motivation towards learning). 

This indicated that all things being equal, the two variables cannot be compromised for 

the successful implementation of Universal Basic Education goals achievement. The 

finding is in line with the report that although there had been marked progress towards 

realizing UBE goal attainment in the country, achievement of the MDG and EFA goals 

continue to experience a number of challenges, mainly socio-cultural and economic in 

nature (Republic of Kenya/UNICEF, 2012). This is further supported that self-

motivation among students is a major factor in good academic performance and that 

student motivation has a positive influence on academic performance (Robinson Ritho, 

2015). 

 

Hypothesis three reveals that there was significant relative influence of learners‘ 

motivation towards learning on achievement of Universal Basic Education goals 

achievements in public basic schools in Southwest, Nigeria. The implication of these 

findings is that out of the three determinants of Universal Basic Education goals 

achievements in public basic schools in Southwest, Nigeria, learners‘ motivation 

towards learning could independently impact positively on achievement of Universal 

Basic Education goals. This is supported by the study that when the students display 

good attitude and better interest in a subject, the teacher is motivated and this may 

cause him to forget whatever hindrances to the teaching of the subject from his own 

part (Liu  &  Zumbo , 2006).  

Good impartation of knowledge of subject matter on the part of the teacher, 

coupled with student‘s interest in the subject, and the display of positive attitude as 

earlier pointed out, are good motivating factors which when combined together is 

assumed will result in better achievement of basic education goals. 
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Conclusion 

The study confirmed that there was combined influence of material management and 

learners‘ motivations towards learning in the achievement of UBE goals in public 

schools in Southwest, Nigeria, there was relative influence of learners‘ motivation 

towards learning on UBE goals achievement and there was significant influence of 

learners motivation on UBE goals achievement in public basic schools Southwest, 

Nigeria.   

In view of these findings, for successful achievement of UBE goals, material 

management and learners‘ motivation towards learning should be given utmost 

attention by the three tiers of governments and all education stakeholders.  

It is thereby concluded that material management and learners‘ motivation towards 

learning are essential parts of determinants of Universal Basic Education Goals 

Achievement in public basic schools. 

 

Recommendations  

On the basis of the findings, the following recommendations were proffered: 

i. Government should provide more instructional material and infrastructural 

facilities to schools as well as renovate old and dilapidated buildings so as to 

improve upon the level of physical facilities and instructional material to create 

a learning friendly environment. 

ii. Professional development training on school management should be provided 

on continuous basis for school administrators to help in the smooth running of 

the schools and bring about improved quality service delivery, and enhance 

academic performance of the learners towards the achievement of the UBE 

goals.  

iii. Data on materials in schools should be accurate, reliable and timely so that 

proper planning could be made on areas of inadequacy (instructional, 

infrastructural and teachers‘) by Planning, Research and Statistics Department 

of every Ministry of Education and State Universal Basic Education Board 

respectively.  

iv. The State Ministry of Education and State Universal Basic Education Quality 

Assurance should intensify effort in the area of establishment of an effective 

institutional framework for monitoring learning and teaching. 
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Abstract 

As instructional supervisors, principals are expected to create a positive learning space 

by providing a healthy clime for teaching and learning in the school. However, some 

secondary schools in South Africa are performing far below the national average when 

it comes to the Grade 12 results. It is for this reason that this study sought to explore 

the perspectives of the School Management Team members on the role of principals in 

supporting teaching and learning. This case study of two secondary schools was 

premised within the qualitative research approach and the interpretivist paradigm was 

used as an epistemological base to investigate the views of the school management 

teams on the role of principals as instructional leaders. Eight school management team 

members were selected from both schools and the data was collected by means of face-

to-face semi-structured interviews. It emerged from the data that School Management 

Team (SMT) members viewed the role principals in supporting quality teaching and 

learning as about guiding teachers in schools, delegating work to the staff and working 

collaboratively with teachers. However, the data also showed SMT members had no 

explicit and clear idea of how school principals should support quality teaching and 

learning. Their views were mainly focusing on control which was characterised by 

giving instructions and fixated on the use of inspection rather than employing strategies 

that are more supportive. 

 

Keywords: School Management Teams; Support; instructional leadership; quality 

teaching and learning; supervision 

 

Introduction  

The structure of a school is communal and participative in nature and a variety of 

elements are present in it (van Wyk & Marumoloa, 2012 and Maponya, 2020). For 

these institutions to develop and move towards achieving educational objectives and 

curriculum delivery there must be persons in authority and persons subject to authority. 

The person who is charged with authority is the principal together with the School 

Management Team (SMT) and should exercise authority over educational management 

and leadership towards enhanced instructional delivery in school (Maponya, 2020). 

This means that a school principal in this case needs to have specific leadership and 

management expertise. South Africa seems to be lagging behind when it comes to 

management training and certification of school principals (Chapman & Harris, 2004). 

School principals are expected to play a pivotal role in enhancing quality teaching and 

learning in their schools. Principals, as leaders of organisations called schools where 

teaching and learning take place, need to possess particular skills to enable them 

effectively deliver on their responsibilities of supporting teaching and learning. This 

means that a school principal is at the centre of any change that must occur at school 

level (Maponya, 2015). A principal is expected to promote a positive learning space by 
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creating a healthy clime for teaching and learning in the school (Van Deventer & 

Kruger 2003; Valentine & Prater 2011; Zepeda 2013; Maponya, 2015). These include 

but are not limited to ensuring that instruction is aligned to academic content standards; 

maintaining continuous improvement in the building and designing of instruction for 

student success; developing partnerships with parents and the community; and 

nurturing a culture where each individual feels valued (Habegger, 2008 and 

DeMathews, 2014).  

The school principal is regarded as a person who should facilitate the sh ap in g  

of a vision for academic success for all students based on high standards and who 

should create a climate conducive to the promotion of education, safety, a cooperative 

spirit, as well as other foundations of fruitful interaction; school principals need to have 

effective instructional leadership skills (Mendels, 2012). Principals need to cultivate 

leadership in others so that teachers and school community members perform their part 

in realising the school's vision. They should strive for the incremental improvement of 

instruction to enable teachers teach at their best and students learn at their utmost 

(Ibid). This means that principals are instructional leaders in their respective schools. 

Hence, this examines the perspectives of School Management Teams on the role played 

by principals as instructional leaders, focusing on two selected secondary schools in the 

Buffalo City Education District in the Eastern Cape Province, South Africa. 

Specifically, the study investigates how principals execute their instructional leadership 

roles that is supporting teaching and learning in two selected secondary schools.  

 

Literature Review 

The instructional leadership paradigm is increasingly gaining significant momentum in 

the education arena worldwide. Instructional leadership is the dynamic management 

delivery of the curriculum in the classroom through strategies based on reflection, 

assessment and evaluation to ensure optimum learning. The idea that principals serve as 

instructional leaders is seen as an alternative to attaining learners‘ outcome within the 

education industry (Prytula, Noonan & Hellsten, 2013). Their main responsibility is to 

focus on learners‘ academic achievement. This new change in principals‘ roles as 

instructional leaders requires that they place learners‘ performance at the forefront and 

are being tasked to develop new competences largely centred around data, curriculum, 

pedagogy and human capital development in order to meet required learner 

achievement (Alvoid & Black, 2014). This means that there is increased emphasis on 

instructional leadership.  Principals, as school leaders, need to help teachers shift their 

focus from what they are teaching to what students are learning (Lunenburg, 2010). 

In the context of the United States, it is argued that effective school leadership 

today must combine the traditional school leadership duties such as teacher evaluation, 

budgeting, scheduling, and facilities maintenance with a deep involvement with 

specific aspects of teaching and learning (US Department of Education, 2005). 

Effective instructional leaders have their focus on teaching and learning that occur at 

classroom level. They are mainly concerned with curricular and instructional issues that 

directly affect student achievement (Cotton, 2003 and Agosto, 2018). Although new 

demands on the work of principals require that principals focus more on instructional 

leadership they still have to perform other traditional principals‘ responsibilities such 

as, management, administration and discipline (DeMathews, 2014).  Instructional 

leaders have insight into ―how teachers understand contented knowledge, how they 

teach the content they understand (pedagogical content knowledge) and why they teach 

in a manner they do. They should understand students' role in learning, and how these 

ideas about knowledge and learning are manifested in teaching and classwork (Elmore, 



GEN 2021, South Africa: Conference Proceedings  

Page - 61 - 
 

1993). Although principals are instructional leaders in their respective schools even in 

the US, there are alarming levels of failure in some schools.  

Some school principals in the United States of America are no longer 

comfortable with their jobs. They feel that they are not sufficiently prepared by their 

pre-service training to successfully meet the demands and challenges of school 

leadership (Alvoid &Black, 2014). They further claim that they are not fully supported 

in their roles by their school districts. As of 2011, about seventy percent of school 

principals reported that their job responsibilities are very different from what they were 

just five years before and that their jobs are now too complex and cause high level of 

stress and job dissatisfaction (Alvoid & Black, 2014). 

In developing African countries such as Kenya, teachers work under very 

difficult conditions. In Kenya, and even Ghana and Botswana, there is low staff morale 

and principals as instructional leaders have to employ innovative strategies to deal with 

these conditions. In Kenya, principal‘s instructional leadership role includes checking 

lesson books, schemes of work, and records of work covered, attendance, class 

attendance records and clock in clock out books (Nzambi, 2012). This means that in the 

country, instructional leadership is seen as checking and control. The principal‘s role 

includes supervision of the approved curriculum, staff personnel, student personnel, 

supervision and promotion of school community relations and supervision of physical 

and material resources (Nzambi, 2012).  

The Department of Education (DoE) in Kenya requires that the principal of a 

school be responsible for all matters pertaining to the smooth running of the school 

(Nzambi, 2012). This includes timetable-organisation to ensure that timetables are 

child-centred and are providing maximum learning opportunities. This means that 

timetables should provide a variety of activities with subjects spaced in a way that 

sustains the interest and motivation of learners. Furthermore, instructional supervision 

is about making sure that there is availability of textbooks, facilities, qualified and 

motivated teachers, as well as teacher and learner punctuality (Ibid). 

In South Africa, principals are compelled by law to account for their academic 

activities. Section 58 of the South African Schools Act no 84 of 1996 (SASA) 

stipulates that principals account for the underperformance in their students‘ results 

(SASA, 1996). This means that the demand for greater accountability requires 

principals to use more outcome-based measures, and to be instruction oriented. It is 

argued that the focus on results, student achievement and the focus on students‘ intense 

learning can only happen if teaching and learning become the central focus of the 

school and the preoccupation of the principal (Blankstein, 2010).  

Instructional leadership involves prioritising teaching and learning on a constant 

basis. This means that instructional leaders‘ scheduled time plan should be dominated 

by activities directed at teaching and learning (US DoE, 2005). Furthermore, 

instructional leadership is about willingness to be well versed and read in teaching 

instruction in order to be able to select teaching materials and monitor teaching thereof. 

Instructional leaders should be able to align curriculum, instruction assessment and 

standards (Ibid). They should also be able to assess performance. Mendels (2012) noted 

that instructional leadership is about school principals assuming their role as ‗principal 

teachers. Mendels (2012) further argued that instructional leadership is the monitoring 

of teaching and learning activities, giving feedback to teachers and guiding them. 

Although principals are expected to guide teaching and learning in their schools, there 

is a significant number of secondary schools in the Eastern Cape that perform below 

sixty percent in their Grade 12 results (DBE, 2014; 2015; 2017). This is in spite of the 

existence of instructional leadership measures to be followed by school principals 
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(Mendels, 2012; Whitehead, Boschee & Decker, 2013) in their endeavour to enhance 

the quality of teaching and learning in schools. Furthermore, Hoadly and Ward (2009) 

noted that principals in South Africa have little experience regarding instructional 

leadership.  

 

Conceptualising Support and Control 

Since this paper focuses on the roles of school principals as instructional leaders which 

involves supporting teaching and learning, it is imperative that the concepts support and 

control be conceptualised. Support can be conceptualised as assistance given to 

something or a person to keep from weakening or failing (de Grauwe and Carron, 

2007.) It is for this reason that the concept of support was of utmost relevance to this 

study since the study sought to explore how SMT members view the role of school 

principals in supporting teaching and learning. In the context of this study, ‗support‘ is 

defined as a concerted and planned effort by the school principal in supporting teachers 

in terms of planning learning activities, teaching methods and assessment of learning 

activities and creating positive learning environment for learners. This means that the 

concept support is used to define the assistance that is given by school principals in 

improving the teachers‘ teaching methods and strategies and assisting learners to know 

how to learn. 

As indicated above, these concepts overlap which may be confusing as in most 

cases they all refer to quality management. However, their modalities are distinct. 

Simple control without support will not easily lead to quality improvement and this 

makes it impossible not to link these concepts. Control may be defined as the process of 

checking whether actions are being taken in the desired way and taking corrective 

action to make them conform to decisions. The control process tries to find out 

deviations between planned performance and actual performance and to suggest 

corrective measures or actions (Win, 2010). Unlike control, support is in most cases 

characterised by advice given to teachers by their supervisors. It also entails other 

characteristics such as individual tutoring, demonstration lessons, in-service training 

programmes and organisation of peer learning that are planned and implemented by 

local district officials (de Grauwe, 2001; de Grauwe and Carron, 2007; Maigari, 2013).   

 

Theoretical Framework: Hallinger and Murphy Instructional Management 

Framework 

Instructional Management Framework (Hallinger and Murphy, 1985) served as 

theoretical lenses for this study. This theory served as lenses of the study as it assisted 

the researchers in explaining the existence of the research problem, and in the 

formulation of the research objectives. It also formed the theoretical grounding during 

the data analyses and discussion of the findings of the study. Instructional Management 

Framework (IMF) emphasises that school principals‘ instructional leadership role is 

focused on defining the school‘s mission, managing the instructional programme, and 

promoting a positive school learning climate (Ibid). Instructional Management 

framework embraces the leadership functions associated with teaching and learning of 

School management Teams (SMTs), including school principals as duties performed 

each day to support teachers and learners in the work toward educational excellence 

(DeMathews, 2014). Hallinger and Murphy Instructional Management Framework 

emphasises numerous leadership activities such as developing a school mission and 

vision; coordinating, monitoring, and evaluating curriculum, instruction, and 

assessments; promoting a safe and supportive learning environment for students; and 

creating a supportive and collaborative work environment for teachers (Murphy 1990). 
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It involves setting directions, developing people, and redesigning the organisation 

around high-quality curricula and instruction (Leithwood, Louis, Anderson & 

Wahlstrom, 2004; and DeMathews, 2014). Instructional leaders develop a system that 

clearly outlines assessments, unit plans, and daily lessons, ensures that these are aligned 

to a set standard and that a clear criterion to evaluate these is in place (DeMathews, 

2014). Figure 1 below summarises how the Instructional Leadership Theory is applied. 

 

 
 

Fig. 5.1 Instructional management framework (Hallinger & Murphy, 1985) 

 

Research Methodology 

This qualitative research paper is premised on the interpretivism paradigm which 

advocates the necessity for researcher‘s understanding of human roles as social actors, 

and the meaning the humans give these roles (Cohen, Manion & Morrison, 2011). In 

interpretivist point of view, humans have subjective perceptions and subjective realities 

of their environment that influence their behaviour (Denzin & Lincoln, 2012). The 

interpretivist paradigm was considered suitable for this paper because it explored the 

views of School Management Teams on the role of principals as instructional leaders. 

The researchers were concerned with understanding the meaning which the participants 

attached to their experiences about the role of principals as instructional leaders.  

Eight participants were purposely selected from two secondary schools. These 

were two principals (coded as Principal 1 and Principal 2); two SMT members (coded 

as SMT1 and SMT2); two Senior Teachers who were part of the SMT (coded ST1, 

ST2, ST3 and ST4). In line with qualitative research approach, participants were 

afforded enough opportunity to talk for themselves (Christensen, Jonhnson & Turner, 

2014). 

The data for the study were collected by means of semi-structured face-face 

interviews. Using thematic approach, the data from the semi structured interviews were 

analysed and relevant verbatim quotation by participant were used to emphasize the 

perspectives of SMT members that came out of the data. There was no chronological 

order that was used to analyse the data from participants as verbatim quotations were 

selected when a certain point was to be elaborated. 
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Findings 

 

Perspectives of School Management Team Members about the Role of Principals 

as Instructional Leaders 

The section presents data of the study and relevant verbatim quotations are used to 

emphasize points raised by participants.  The voices of SMT members were solicited in 

order to establish their understanding of school principals as instructional leaders. 

Different participants gave different views about the roles of the principals as 

instructional leaders and their understanding of instructional leadership.  

When asked about her understanding of the principals‘ leadership roles, Principal 2 

from School B commented that:  

“Instructional leadership refers leading the curriculum. You must 

know what you must do as a leader. It involves giving instructions to 

teachers as to how teaching and learning should occur effectively. It 

is therefore about ensuring quality teaching and learning in a school 

by a school principal. He does not always give instructions he also 

guide teachers”.  

 

This principal indicated that instructional leadership is about leading the curriculum 

implementation by teachers in the classroom. Although she referred to instructional 

leadership as giving instructions to teachers about what must be taught, she also 

indicated that instructional leadership involves guiding teachers in their work. This was 

an indication that this principal understood the role that should be played by a principal 

in ensuring quality teaching and learning in a school.  

When asked about how she ensured quality teaching and learning in her school, 

Principal 1 noted that she controls teaching and learning by using the period register 

which has all the details of lessons, and this helped her to know if the teacher attended 

the class and teach. She reported that the period register was signed by the teacher. In 

analysing the period register, the researcher found out that teachers actually signed their 

period registers whenever they attended classes. This may be an indication that in this 

school, control and management of teaching and learning was practised.  

SMT 1 from School A further commented that:  

“An instructional leader gives instructions as to how teaching and 

teaching and learning process should occur in a school. An 

instructional leader must instruct teachers to sign their attendance 

registers. The principal must remind teachers when they have 

forgotten to sign the attendance register. He must ensure that 

teachers instruct learners to be in class during tuition time. He should 

make sure that learners sign the attendance register”.  

 

It is noted from SMT 1's point of view that instructional leadership is about ensuring 

effective teaching and learning in schools. However, the element of control featured 

strongly in this participant's point of view. This assertion was contrary to what was 

noted by SMT 2 from School B who viewed instructional leadership as having to do 

with general strategic planning by principals in schools. SMT 2‘s point of view was not 

really connected to the teaching and learning process that takes place in the school. 

Although SMT 1‘s understanding of instructional leadership was based on the notion of 

ensuring quality teaching and learning, he referred to instructional leadership as mainly 

concerned with instructions. There was nothing that referred to planning together to 

foster teaching and learning. This means that, according to SMT 1‘s point of view, 
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instructional leadership was just about giving instructions to subordinate teachers about 

what needs to be done in the school in terms of teaching and learning.  

Although the majority of the participants noted that instructional leadership involves 

giving instructions to teachers about how teaching and learning should occur, there was 

no indication that instructions should be written. SMT 1 also reported that the role of 

the principal is to maintain order in the school by ensuring that there is no anarchy. 

However, he did not indicate if the maintenance of the order in his school was the 

collective effort of all the teachers. He remarked that the principal ensures that learners 

and teachers are punctual and that all learners stay at school until the end of the school 

day. This might be an indication that, in this school, the culture and sense of 

responsibility among learners and teachers was lacking, as according to SMT 1‘s 

report, the principal was more like policing teachers and learners. This may also be an 

indication that the principal of this school attributed punctuality to effective teaching 

and learning.  

SMT 1 also reported that in his school teaching and learning is also monitored 

by SMT members who conduct class visits. Although SMT 1 reported that class visits 

featured prominently in the instructional leadership roles of his principal, there was no 

indication that these class visits were planned jointly by the SMT and the teachers to be 

visited, and also there was no indication that after these class visits there were post-

class visit sessions where teachers were given feedback about their performance in their 

classrooms.  

All participants reported that principals are the officials who are delegated by 

the Department of Education to give instructions in schools. They noted that the DoE 

expects principals to give instructions which include, among other things, the signing of 

the attendance register by teachers, that is, their time in and time out, remaining at 

school for seven hours, avoiding the use of corporal punishment, preparing thoroughly 

for lessons, avoiding vulgar language, and signing learner attendance registers. They 

also referred to instructional leadership as mentoring and monitoring teachers in their 

teaching at classroom level. However, the participants did not explain how monitoring 

of teachers at classroom level was done other than just mentioning the fact that 

principals conducted class visits. This may be an indication that even the class visits 

that were conducted by school principals and SMT members were actually meant to 

find fault with the teachers. When asked about his understanding of instructional 

leadership, ST1 from School 1 commented that:  

“Principal should communicate first. A decision should be made 

jointly. He should delegate duties to the staff members, in other words 

he or she should be democratic. He should delegate to the staff 

members”.  

 

In is noted from ST 1‘s point of view that communication is crucial to principals if they 

want to achieve effective teaching and learning in their schools. This means that ST 1 

viewed principals as officials who must delegate duties with the aim to effectively 

manage teaching and learning. When asked about the instructional role of his principal, 

he noted that the principal should make sure that punctuality is observed, meetings are 

scheduled and school committees are functional. This implied that, in his school, 

punctuality was a problem, there was poor planning, and committees did not function 

properly. Although he mentioned the fact that his principal should make sure 

punctuality is observed, he did not say anything about how his principal should ensure 

punctuality.  
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ST2 from School B commented:  

“The principal's instructional leadership role I think it means it is the 

way the principals or managers delegate duties to their 

subordinates”.  

 

From ST2's point of view, instructional leadership was about how school principals 

delegate their responsibilities. Although this participant mentioned this important 

aspect (delegation) of instructional leadership, his comment was based on the general 

leadership of a school principal without specifically referring to teaching and learning. 

In some cases, this delegation was written, as was shown by an instructional book that 

the researcher analysed in School B.  

 

When asked about how she performed her instructional leadership roles as a school 

principal, Principal 1 from School A reported that:  

“First I delegate tasks to educators and then give guidance to 

teachers so that the teaching and learning may run smoothly. I 

monitor teaching and learning, protecting teaching time. If I can‟t 

able to monitor, I do delegate monitoring to the SMT or where there 

is no SMT I delegate to a teacher that I think may be able perform the 

task”.  

 

It can be noted from the above excerpt that Principal 1 viewed delegation as something 

that was needed to assist her in carrying out her roles as instructional leader, and that 

the protection of teaching time was important in achieving good academic results for 

the school. It is also reflected, from her point of view, that she regarded all teachers in 

her school as leaders in their own right as she could even delegate tasks to junior 

teachers in cases where there was no SMT member. Although Principal 1 understood 

her role as instructional leader as involving delegation of duties to other School 

Management Team members, she did not mention any involvement of SMT members 

in planning the management of teaching and learning in her school. Furthermore, she 

did not explain how she guides her teachers in their work. This might also be an 

indication that in this school, planning for teaching and learning at school management 

level was lacking.  

 

When asked about her understanding of her role as an instructional leader Principal 2 

from School B reported that:  

“Instructional leadership is the function of the principal. The 

principal is not only an operations leader but also as a strategic 

leader. The principal works with the staff and leads the group”.  

 

It can be inferred from the above excerpt that Principal 2 understood the role of a 

principal as being that of an operations and strategic leader. Her understanding of 

instructional leadership did not include monitoring and mentoring teachers to 

effectively carry out their teaching and learning responsibilities.  

SMT 2 from School B on the other hand was able to at least relate to the teaching and 

learning process in his understanding of the role of a principal as instructional leader. 

When asked about the role of a principal as an instructional leader, SMT 2 responded 

that:  

“I think principal‟s instructional leadership role entails all the work 

which is done by the principal of a school to make sure that the 
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teachers and students work to get good results at the end of the year, 

the learning and teaching is effectively happening at school because 

that is what is happening at school and he must also make sure that 

his relations with the environment or community in which he is in, the 

departmental people are close to him to be able to help him”.  

 

From SMT 2‘s point of view, instructional leadership consists of all the efforts by a 

school principal, teachers and learners to ensure the prevalence of quality teaching and 

learning in a school. According to him, all that is done at school under the leadership of 

a principal is to the benefit of teaching and learning so that learners get good results at 

the end of the year. When asked about what his understanding of instructional 

leadership is, SMT 2 from School B commented that the principal should deal with 

strategic issues of the school and with her team drive the school in the right direction. 

According to SMT 2, instructional leadership was not only a position but also a 

function of a principal. Although she attributed instructional leadership to a position, 

there was nothing in his comment that linked instructional leadership with teaching and 

learning. This means that, to him, all principals are supposed to be instructional leaders. 

In his comment, there was nothing that indicated that she understood instructional 

leadership as having something to do with leading the teaching and learning process in 

school.  

In essence, SMT 2 regarded instructional leadership as the function of the 

collective with the aim of achieving something greater for the school and the principal 

is part of such a leadership structure which operates with staff members and plans 

together with them. This means that according to SMT 2,the aim of this collective 

leadership is assist the principal in performing those duties that he/she cannot perform 

alone. This also ensures that the objectives of the school cannot be achieved by the 

effort of individuals but by joint operation of those in the work place which are the 

teachers in the context of the study. This also helps in the smooth running of the school.  

He further commented:  

“The principal delegates the work to the teachers. Duties like 

drawing up of time tables, food roster for learners, monitoring of 

attendance registers etc. She makes sure that every teacher honours 

his/her period in class, so as to ensure good results at the end of the 

year”.  

 

ST2 from School A commented that:   

“The principal monitors all school activities in the school such as 

teacher attendances, absenteeism, neatness inside the classrooms, 

that the school starts on time , that the teachers attend their periods 

in class, that teachers attend to their teaching periods and teach and 

that the learners come to school and learn”.  

 

It is deducible from this excerpt that Principal 2 from School B performs her 

instructional leadership by monitoring and controlling teachers‘ work. There was no 

indication that Principal 2 was concerned with the process of teaching and learning 

other than just levelling the grounds for the effective teaching and learning process. She 

was actually more concerned with the input and output than focusing much on the 

process of teaching and learning itself. This means that the core business of teaching 

and learning which occurs at classroom level was left to be dealt with by teachers in 

their respective classrooms without any form of support from the principal. In cases 
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where a principal visited a classroom, there were no details of what she did in terms of 

supporting educators. Even the supervision book that the researcher analysed did not 

show how the principal assists her teachers in their classrooms.  

Although the participants indicated that the principals‘ role as instructional 

leaders was about giving instructions to teachers, it emerged that some teachers disobey 

some of the instructions given by principals. Principal 1 from School A noted that:  

“Some of teachers refuse to obey the instructions and their refusal 

affects the delivery of the core business which is effective teaching 

and learning”.  

 

This excerpt shows that, in School A, the issue of insubordination by some teachers 

was a challenge. This might be an indication that the principal of this school did not 

include teachers in the formulation of procedures of how teaching and learning should 

be implemented. It can also be an indication that these teachers were actually resisting 

the top-down approach that seemed to be imposed on them by their school principal.  

The data also showed that both in School A and School B instructional leadership 

involved giving instructions to learners as well. Principal 2 from School B noted that:  

 “It is also worthy to note the learners are the recipients of 

instructions some of which include but not limited to; early arrival at 

school, attend school regularly, be in class all the time, avoid abusive 

language and the like”.  

 

Principal 2‘s point of view confirms the point already indicated above that the majority 

of the participants viewed instructional leadership as principals giving instruction. This 

means that even this principal does not view instructional leadership as planning, 

organising, mentoring and monitoring the teaching and learning process in her school. 

It is also noteworthy that although there are instructions that are common to teachers 

and learners, there are also instructions that are applicable to learners only, such as 

participating in the formation of the student representative council, keeping the time 

register for the teachers to sign as an indication that they have attended a particular 

period and so on. Even in cases where instructions were directed to learners, there was 

no indication that learners were considered in terms of what the principal was expecting 

from them. This may be an indication that in this school instructions were imposed by 

the school principal with limited inclusion, if any, of learners in the planning of their 

academic work.  

When asked about their views on the role of principals as instructional leaders, 

some participants reported that the role of a principal as instructional leader also 

includes communicating with parents about what needs to be done in school by their 

children. She noted that the principal of her school communicated with the parents of 

the learners in situations such as school meetings and school governing body meetings. 

She also reported that parents were summoned by the school principal to account for 

the misbehaviour of their children. This was confirmed by ST1 from School A that the 

role of a principal as an instructional leader is also about communicating with parents 

about school activities and their children‘s behaviour.  

SMT1 from School A indicated that:  

 “Instructional leader gives guidance to teachers. To me it means that 

a principal need to be an experienced person who knows how to 

impart knowledge to others including teachers so that he may guide 

others instead of misguiding them”.  
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In SMT 1‘s view, instructional leadership is about guiding teachers in their work and 

that for a principal to be able to assist teachers he/she needs to be somebody who has 

sound experience of teaching.  

ST1 commented thus:  

“The duties I can count amongst them is conducting of prayers. That 

is Principal‟s instruction doing the tuition time table, monitoring 

cleanliness at school but it does not mean that he physically monitors 

cleanliness but he delegates duties to teachers to monitor the 

cleanliness, monitoring the duties of the non-teaching staff because 

we have cleaners at school, we have a care taker at school. He sees to 

it that their duties are done, conducting of staff and parents meeting, 

monitoring punctuality, monitoring absenteeism of both teachers and 

learners and also class registers, the completion of assessment plans 

also its exam components”.  

 

In can be inferred from ST1‘s point of view that the role of a principal as an 

instructional leader includes other things such as monitoring cleanliness and monitoring 

of non-teaching staff‘s work which is peripheral to the actual teaching and learning 

process. ST 1 reported that, when there is going to be a meeting in his school, his 

school principal would write the communication in the instruction book and each 

teacher is required to sign next to it in the instruction book. However, there was nothing 

relating to teaching and learning that these instructions carried. This might be an 

indication that this senior teacher does not clearly understand instructional leadership.  

 

ST 3 from School B commented:  

“Instructional leadership is the way the principal delegates their 

instructional leadership roles”.  

 

In ST 3's view instructional leadership was about the ability by a school principal to 

delegate his responsibilities. SMT 1 on the other hand commented that principals must 

encourage their teachers to commit to team work and that his principal was trying to 

instil a sense of team work among her teachers. ST 4 from School B commented that:  

“I think the principal's instructional leadership role entails all the 

work which is done by the principal of a school to make sure that the 

teachers and students work to get good results at the end of the year, 

the learning and teaching is effectively happening at school because 

that is what is happening at school and he must also make sure that 

his relations with the environment or community in which he is in, the 

departmental people are close to him to be able to help him”.  

 

This means that ST 4 viewed the instructional leadership role of a principal as all the 

effort by the school principal aiming to achieve good learner results and that includes 

keeping the good relations with the school community intact.  

 

Discussion  

There were three major findings that emerged from the data. These are viewing school 

principals‘ role as delegating, guiding teachers and working collaboratively with them; 

viewing supporting teaching and learning as control rather than support, and fixation on 

the use of inspection rather than employing strategies that are more supportive. 
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School Principals’ Role as Delegating, Guiding and Working Collaboratively with 

Teachers 

It emerged from the data that the majority of participants viewed school principals‘ role 

in supporting quality teaching and learning as focusing on delegation, guiding and 

working collaboratively with teachers. However, there was no indication of a system on 

which the delegation was based, and even the guidance that was given to teachers did 

not seem to be structured. Working in collaboration with teachers as suggested by 

Hallinger‘s and Murphy‘s (1985) Instructional Management Framework was noted by 

the participants. However, it was not explicitly stated how this collaboration played 

itself out in terms of creating a supportive and collaborative work environment for 

teachers. 

 

Supporting Teaching and Learning as Control Rather than Support 

The majority of SMT members indicated that principals should focus on controlling the 

implementation of curriculum activities by making sure that attendance registers are 

signed and pace setters are adhered to. There was no indication that principals as 

instructional leaders should align with Hallinger and Murphy (1985) Instructional 

Leadership Framework to facilitate the development of a school vision and mission 

which all teachers must share. There was also no indication that SMT members view 

school principals as having to take a leading role in managing instructional programme 

as it did not appear how school principals apart from giving instruction play a role in 

the implementation of curriculum in schools. This was an indication that SMT 

members viewed the school principals‘ role in supporting quality teaching and learning 

as focusing on control rather than support. Van Deventer and Kruger (2003), Valentine 

and Prater (2011), Zepeda (2013) and Maponya, (2015) asserted that school principals 

are at the centre of any change that must occur at school level and are expected to 

promote a positive learning space by creating a healthy climate for teaching and 

learning in schools. However, there was no indication of how principals in the selected 

schools create a positive learning environment. 

 

Use of Inspection Rather than Employing Strategies that are more Supportive 

It also emerged from the data that some school principals are still fixated on the use of 

inspection rather employing strategies that are more supportive. This was evident as 

SMT members indicated that principals ensure that the attendance register is marked 

and pace setters are followed without any support interventions mentioned. This notion 

of fixation on control was incongruent with the ideas of Bush and Middlewood (2010); 

together with Styen and van Niekerk (2007) that, principals need to know that the 

development of their teachers is crucial to enhancing learners‘ performance and good 

principals should identify the weaknesses of their teachers and find ways to address 

them. According to these scholars, the notion of control without looking at ways of 

supporting teachers in their work was inappropriate for effective teaching and learning. 

Therefore, it is a well-developed principal who could easily identify weak areas of their 

teachers which could be easily addressed during staff development sessions. (Steyn 

&van Niekerk, 2007). 

 

Conclusion 

It can be concluded that the SMT members viewed the role of secondary school 

principals as focusing on control and neglecting support which is widely recommended 

for the work of principals as educational leaders. Another conclusion is that SMTs 

members‘ perceptions which were in this case including school principals as 
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instructional leaders was still fixated on the use of inspection method and giving 

instructions to the teachers is an approach which falls within the traditional approach to 

school leadership. Evident from the SMT members‘ views on the role of school 

principals as instructional leaders was collaboration between teachers and school 

principals in supporting teaching and learning. However, no clear collaboration strategy 

was noted by the SMT members which left the issue of collaboration nebulous. 
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Abstract 

In all fields of human endeavour, funding is very fundamental. The reason being that 

resources needed to execute all the activities that make that field vibrant are dependent 

on the amount of fund fed into it. This is separate from time resource which is received 

freely. In view of this, the study investigated funding post-basic education for goal 

attainment in Awka South LGA of Anambra state. Two research questions guided the 

study. A descriptive survey design was employed for the study. The population of the 

study covered the 18 secondary schools in Awka South metropolis. A simple random 

sampling technique was adopted to select 10 schools out of the 18 secondary schools 

which are more than 50% of the entire population. The respondents were principals of 

these selected schools numbering 10. The instrument was structured by the researcher 

and entitled Post-Basic Education Funding Questionnaire (PEFQ). Content and face 

validity was ensured while the test-retest method was used to ascertain the reliability of 

the instrument which yielded a co-efficient of 0.76 using Cronbach Alpha. Mean and 

standard deviation (SD) was used to answer the research questions. The findings of the 

study revealed that the funding of Post-basic education in Awka South LGA which is 

basically from government allocation with Parents Teachers Association (PTA) giving 

a helping hand is grossly inadequate.  The researcher, therefore, recommended that 

stakeholders, non-governmental organizations, etc. should rise and assist the 

government in providing needed funds for bettering academic performance that stands 

to bourgeon our dear State and the entire nation at large. 

 

Keywords: Funding, Post-Basic education, Goal Attainment, Quality, Educational 

resources. 

 

Introduction 

Funding is the monetary involvement in any organization which is the key to success. It 

is one of the material resources provided in running any organization. In actual sense, it 

is the mother of other resources including human resources. Funding is the act of 

providing money for use in an organizational setup. The essence of the fund in any 

organization with education inclusive cannot be over-emphasized. This is evinced 

because virtually all that is required for the running of schools is centered on money. 

Money is needed to purchase the land, erect the structures, hire the workforce, and 

provide the material resources as well as other contingencies that may crop up from 

time to time. Ebong (2013) affirmed the above assertion by emphasizing that goal 

achievement is unrealistic without adequate funding in an establishment such as a 

school. The scholar also reiterated that money is required to install school plants like 

hiring the personnel, fixing the office, classroom, and other furniture, among others. 

Just like in education, money is needed in other sectors of the economy and this 

explains why the provision of the fund is highly insufficient. The education managers 
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are expected to carry out the activities leading to the achievement of educational aims 

and objectives amidst scarce monetary resources.  

Incidentally, many post-basic education principals rely only on the government 

allocation which is too meagre for any meaningful usage in the operation of schools. 

When this happens, every other task that requires funds tends to suffer leading to 

unattainable educational goals. This is so because, amid insufficient funds, the quality 

of other resources needed is short-changed thereby resulting in poor quality output. 

This is why Abraham (2013) noted with dismay that public schools in Nigeria are now 

on the verge of decay due to insufficient funds to upgrade the structures on the ground 

and inspire the teachers through welfare schemes. On the other hand, where principals 

source for funds, aside from government allocation, there is a likelihood of fund 

sufficiency. Quality is thus guaranteed because quality teachers are hired and quality 

educational resources are made readily available in sufficient quantity resulting to goal 

attainment. 

 

Theoretical Framework 

The theoretical framework for this study is anchored on King‘s theory of goal 

attainment which was propounded in the 1960s as cited by Gonzalo (2021). Being a 

medical personnel, King stated that goal attainment is based on the nurse whose duty it 

is to interact with the patient, determine goals jointly then proceed to take actions 

leading to achieving the set goals. The scholar specified that the achievement of goals 

depends on the action, reaction, and interactions among persons with common interests. 

This theory could be reflected in education which involves setting goals and procedures 

(policy formulations) taking action (getting funds with which to procure resources), and 

interact with students (through teaching/learning experiences) such that the 

predetermined goals are realized. It then follows that when goals and procedures are set 

up in education enterprise and no action is taken in respect of funding that makes for 

the acquisition of resources with which teaching/learning behavior is carried 

(interaction) out, goal realization is not attainable. From the above expressions, it can 

be deduced that goal attainment is very feasible amid sufficient funds.  Consequently, 

the fund is, therefore, a major factor in achieving institutional goals.  It is against this 

background that this theory is best suited for the study. 

 

Funding 

Funding in an educational setting is the provision of monetary resources for the 

execution of all the school-related programmes which is goal-oriented. This is very 

crucial because money is used to purchase the land upon which the school is built, 

procure school facilities, and recruit the human elements in the school for goal 

attainment. In the absence of adequate monetary provision, there is a shortage of 

teachers, school facilities, and deterioration of the available ones (Obasi & Madu, 

2016) which in turn reflects on the teaching/learning experiences with its attendant 

substandard product. The scholars also noted that this has been a serious challenge to 

secondary education in particular and other educational levels in general. From all 

indications, inadequate funding culminates into non-procurement of schools‘ statutory 

materials and physical plants (Ayeni, Atolagbe, &Adbulkareem, 2019) which are very 

crucial in the attainment of educational objectives. It then follows that failure to provide 

ample funds cripples the educational delivery process as a result of deficient 

educational resources which encumbers quality output. United Nations Education 

Scientific and Cultural Organization (UNESCO) recognized the importance of funding 

education to foster national development and recommended a benchmark of 26% of the 
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national budget and 6% of the gross domestic products (GDP) (Dipo, 2018). The 

scholar noted with chagrin that Nigeria could only allocate 6% in the funding of her 

education industry. This prompted Mgaiwa (2018) in Dadons, Paul-Great, Adaora & 

Oraedu (2019) to conclude that quality education in Nigerian education as it affects all 

levels is highly dependent on when Nigeria will realize the role of education and start 

adequately funding her education sector. 

 

Sources of Fund in Post-Basic Education. 
Post-basic education is the three-year program that marked the end of basic education 

and the on-set of tertiary education. The post-basic education is meant for children 

between the ages of 14-19 who are in their adolescent period. This explains why the 

level of education is both vital and sensitive owing to the psychological nature of the 

recipients who are undergoing the period of stress and storm (Arnett, 2015).  

Consequently, there is a need for access to relevant educational resources by 

adolescents so as to fully engage them and avoid channeling their boisterous energy to 

social vices. In this regard, the source of the fund becomes imperative if excellent 

educational performance must be obtained.  

 

Based on this, Maduagwu & Nwogu (2006); Ebong (2013) succinctly identified the 

following sources of school funding to include; 

a. Government budgetary allocation, grants, subventions, and loans. 

b. Non-governmental through donations, endowments, appeal funds, and loans. 

 

The Federal Government of Nigeria (2013) in her national policy on education included 

the provision of quality educational resources and services to enhance the achievement 

of its aim and objectives for schools. The government is thus expected to procure and 

supply school facilities through her agencies like the ministry of education and/state 

post-basic education management board or other relevant bodies. The equipment these 

agencies are meant to supply include, computers, projectors, chairs, tables, desks, 

writing boards, generators, printing machines, sporting facilities, workshop materials, 

and a host of others. The extent to which this policy statement is fulfilled is hazy owing 

to the level of ill-equipped and poorly maintained facilities in public schools (Abraham, 

2013) in recent times and calls for proper scrutiny if quality education must be given to 

the beneficiaries. 

Education is a capital-intensive project. However, the monetary allocation to 

education is always grossly inadequate thus negating quality education. It is premised 

on this that Obasi & Asodike (2007) posited that parents, well-meaning individuals, 

non-governmental organizations, and even the students should deem it fit to assist the 

three tiers of government in funding education. Similarly, Wali (2006), while aligning 

with the capital exhaustive nature of the education industry, listed other sources of 

funds to include school fees, investment, sales and services, social activities, and so on. 

In their submission, Madumere (2007) and Obasi & Madu (2016) identified other 

sources of fund apart from government fund to include: agricultural products, local 

crafts, Parents Teachers Association (P.T.A.) levies, uniforms, hiring of school space, 

cultural dance troupe, and taking up minor paying jobs in the community which are 

referred to as bob-a-job. These alternative sources of fund often cushion the effects of 

poor allocation of the fund by the government sequel to this rekindle goal realization in 

post-basic education. 
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Post -Basic  Education 

Post-basic education is the intermediary level of education between the basic and 

tertiary education in the Nigerian educational system. It lies at the center of basic and 

higher education. It is a preparatory level that precedes tertiary education having 

completed basic education. Oluwuo, Anyamele & Akpan (2015) reaffirmed that 

Nigeria's secondary education has two phases namely: the junior secondary school 

(JSS) and the senior secondary school (SSS); these, the scholars stated, last for a six 

year duration. Junior secondary school is the last stage of basic education which 

stemmed from primary school while senior secondary school is referred to as post-basic 

education.  Similarly, WES Staff (2017) affirmed that post-basic education is the last 

three years of senior secondary education. The students under this cohort are mostly 

adolescents who are battling with their growth and developmental challenges coupled 

with their academic burden, therefore, they require adequate attention in all its 

ramifications. There is a need for sufficient provision of necessary educational 

resources which can be made possible by providing needed funds appropriately. 

The Federal Government of Nigeria (2013) was not oblivious of the need for 

post-basic education in achieving its noble objectives and stressed that educational 

materials and services be provided for the smooth running of schools. This is shown in 

her provision of mininmum requirements for teaching such as: a first degree in a 

recognized university as well as knowledge of education to qualify as a professional 

among others. All of these have to be made possible through the provision of funds to 

hire quality teachers and other educational facilities that promote objectives 

accomplishment. 

 

Goal Attainment 

In all organizations, schools inclusive, there are predetermined goals which the 

workforce should ensure their attainment through carrying out of all the necessary work 

schedules as deemed fit by the management. When the goal is achieved, success is 

recorded. In support of the above claim, Oxford reference (2021) defined goal 

attainment as the systematic way of organizing and coordinating both human and 

material resources to achieve a common goal. Goal attainment is therefore the ability of 

the organization to meet up with the expected aim and objectives by utilizing the 

human factors and non-human factors in accomplishing the stated aim and objectives. 

To ensure goal realization, there is a need to provide the needed educational resources 

that should be used to attain that height. It is for this reason that Maduagwu & 

Nwogu(2007) citing Majasin (1997) and Kosemani (1995) explained that educational 

goals cannot be achieved without the provision of adequate resources which can only 

be made possible through adequate provision of the fund. The scholars further 

expounded that no matter how grandiose and juicy an educational policy may be, that 

amid inadequate resources emanating from lack of funds, the educational goal would be 

disillusioned. Regarding post-basic education, below are set goals enunciated in the 

National Policy on Education (Federal government of Nigeria, 2013:12): 

1. Provision of basic education certificate and junior Arabic and Islamic studies 

certificate with opportunity for education of a higher level, irrespective of gender, 

social status, religious or ethnic background; 

2. Offering of diversified curriculum to cater for the differences in talents, 

disposition, opportunities, and future roles; 

3. Provision of trained manpower in the applied sciences, technology, and commerce 

at sub-professional grades; 
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4. Provision of entrepreneurial, technical, and vocational job skills for self-reliance, 

and agricultural, industrial, commercial  and economic development; 

5. Developing and promoting Nigerian languages, art, and culture in the context of 

world‘s cultural heritage; 

6. Inspiring students with a desire for self-improvement and achievement of 

excellence; 

7. Fostering patriotism, national unity, and security education with an emphasis on 

the common ties despite our diversity; and 

8. Rewarding morally upright and well-adjusted individuals who can think 

independently and rationally, respect the views and feelings of others and 

appreciate the dignity of labor. 

 

The objectives of post-basic education in Nigeria are grandiose, magnificent, and 

inspiring (Onuma, 2016).  All these could be realized when there are ample funds 

allocated to education. This is an indication that the level of achievement of these set 

objectives is solely reliant on the amount of money invested into the system.  It is 

premised on this that Nwafor, Uchendu &Akani (2015) in Dadons et al (2019) in their 

findings on the study ―funding and quality assurance of secondary schools in Kwara 

State‖ revealed that financing secondary education is utterly derisory. It follows that 

quality secondary education is highly not feasible amid deficient funding. 

 

The Concept of Quality  

Education is adjudged qualitative when educational goals are met. It is standard or 

qualitative when it is worthwhile and/or valued. This implies that there are set goals 

that must be attained, there are processes to attain such goals which must also be 

standard. Sequel to this, quality transcends from standard products to ascertain the 

standard of the raw materials with which the product is produced bearing in mind the 

laid down principles which the process must adhere to without deviation. It is in the 

light of this that Awulor-Hephzibah (2020) citing Ugwuoke (2010) espoused that 

quality is synonymous with distinctive, usefulness, first-rate, importance, and value. 

The scholar explained that quality is also described as the processes a student 

undergoes in school to be certified as a graduate. The utility of an object informs its 

value in the same way the usefulness of education translates to its value (quality) 

which is enormous. Inversely, a product that lacks utility also lacks quality hence 

worthless and of no value. 

Following the above expression, quality education is obtained when there are 

sufficient educational materials both in-kind and cash. This is so because the quality of 

resources supplied to education determines to a great extent the quality of the 

outcomes from the system. Education is qualitative when it is functional and that also 

defines the goal achievement that leads to national growth and development. This 

could only be accomplished when the adequate fund is provided and judiciously 

utilized.  

 

Educational Resources 

Educational resources fed into the system translate to the quality of the output from the 

system. When quality teachers, instructional materials, furniture, and comfortable class 

size are available in the school, the quality output is sure unlike when substandard 

materials are plunged into the system, achievement of set-goal becomes a mirage. 

Educational resources are categorized into two main groups: human and non-human 

resources (Maduagwu & Nwogu, 2006). The human resources as it were consists of all 
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the school players involved in one way or the other in the process of educating the 

learner. These sets of people are the academic and non-academic staff in the school 

which include the principal, vice-principals, the teachers, typist, gateman, secretaries, 

cleaners, students, etc.  

Non-human resources are material resources that include money and allied 

products. Money is paramount when listing material resources because it is utilized to 

procure other resources. Its adequacy goes a long way to determine the availability of 

other resources like land, buildings, fixtures, generator set, furniture like the chalk or 

marker board, tables, chairs, desks, shelves, and vice versa. To Awwal and Muhammad 

(2020), school facilities include classroom blocks, laboratories, workshops, libraries, 

equipment, electricity, water, visual and audio-visual aids, playground, toilets, storage 

place, and so on. The scholars maintained that previous studies on the state of school 

facilities provision affirmed that the state of school facilities has a far-reaching effect 

on the students‘ teaching/learning effectiveness (Oluwuo et al, 2015). The acquisition 

of all these educational resources no doubt arouses the interest of the workforce and 

that of the learners leading to optimal goal accomplishment. This can only be made 

manifest when funds are amply provided. On the contrary, lack of money results in 

poor procurement of these relevant resources thus leading to ramshackle 

teaching/learning experiences which could lead to inactive class participation, poor 

attendance, low enrolment rate, and eventual withdrawal of the student. Thus, attaining 

quality education goes into shambles.  

 

Statement of the Problem 

The poor academic performance of the public secondary school students in recent times 

has become something to worry about as these students are the future leaders. Many 

researchers have blamed this unattainable goal for lack of material resources, 

incompetent teachers, leadership roles of the principals, insufficient funds, unserious 

nature of the students, and many others. The resultant effect is that these students 

perform poorly in external examinations of the West African Examination Council 

(WAEC), National Business and Technical Examination Board (NABTEB), and 

National Examination Commission (NECO). This educational malady has resulted in 

the inability of the post-basic graduands to gain admission into tertiary education and 

those who manage to gain admission do not catch up with the course work (Eze&Owo, 

2019). Funding as the major source of provision of other educational resources is 

suspected to be unreservedly inadequate in post-basic education thus goal achievement 

becomes abysmal. This assertion was festooned by Obasi & Asodike (2007) when the 

scholars emphasized that it has been observed that inadequate funding in education is 

one of the greatest challenges facing the education industry in Nigeria. The researcher 

is poised to ascertain this pressing factor that is eroding goal attainment in post-basic 

education so that such could be nipped in the bud to save the future of our children; 

hence this study. 

 

The Objective of the Study 

The objective of this study is to ascertain the sources of funding in post-basic education 

for goal attainment in Awka South LGA of Anambra State. Specifically, the study sets 

out to identify: 

1. Sources of fund in post-basic education for goal attainment in Awka South LGA 

of Anambra State. 

2. School facilities available in post-basic education for goal attainment in Awka 

South LGA of Anambra State. 
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Research Questions 

1. What are the sources of funds in post-basic education for goal attainment in 

Awka South LGA of Anambra State? 

2. What are the types of school facilities available in post-basic education for goal 

attainment in Awka South LGA of Anambra State? 

 

Methodology   

The research design adopted for this study was a descriptive survey design. The 

population of the study comprised 18 secondary schools in Awka South LGA of 

Anambra State which has a total of 18 principals. A simple random sampling technique 

was used to select 10 principals who represent 55% of the entire population. The 

respondents are the principals of the selected schools numbering 10. The researcher 

utilized a self-designed instrument titled ―Post-Basic Education Funding 

Questionnaire‘‘ (PEFQ) which has 20 items. Face and content validity was carried out 

through two experts from the educational measurement and evaluation unit, their 

contributions were incorporated into the final draft of the instrument to validate the 

instrument while the test-retest method was used to ascertain the reliability of the 

instrument which yielded a co-efficient of 0.76 using Cronbach Alpha. Mean and 

standard deviation was used to answer the research questions. The instrument has two 

sections A and B. Section A dealt with the sources of funding while B dwelt on the 

availability of school facilities. The instrument adopted a four-point Likert scale of SA 

(Strongly Agree), A (Agree), D (Disagree), and SD (Strongly Disagree). These were 

weighted using 4 for SA, 3 for A, 2 for D, and 1 for SD. The result is determined by the 

weighted mean thus 4+3+2+1= 10/4 = 2.5. Using this process, mean scores from 2.5 

and above are taken as accepted while mean scores below 2.5 are taken as rejected. The 

administration of the instrument was done by the researcher while the retrieval was 

done through physical contact and social media platforms.  All the questionnaires 

distributed were retrieved using the fill on the spot technique and social media 

platforms like WhatsApp where the principals filled at their convenience, snapped and 

sent to the researcher‘s WhatsApp line. 

 

Results 

Research Question 1. What are the sources of funds in post-basic education for goal 

attainment in Awka South LGA of Anambra State? 
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Table 1: The mean and SD rating scores on the opinion of the respondents on the 

sources of funds in post-basic education for goal attainment in Awka 

South LGA of Anambra State. 

 
 

Table 1 shows the opinion of principals on the sources of funds in post-basic education 

in Awka South LGA of Anambra State. Items 1 and 8 showed that most principals 

receive funds from budgetary allocation and the PTA levies with the mean rating score 

of 2.9 and 3.1 respectively with the SD of 0.99 and 0.7 in that order. Other items 

indicated little or no cash in-flow to the school with mean rating scores ranging from 

1.6 to 2.4 and SD of 0.52 to 0.94 on four items. The aggregate mean and standard 

deviation stood at 2.15 and 0.05 accordingly. 

 

Research Question 2.   What are the types of school facilities available in post-basic 

education for goal attainment in Awka South LGA of Anambra State? 

 

Table 2: The mean and SD rating scores on the opinion of the respondents on the 

availability of the school facilities in Post-basic education for goal 

attainment in Awka South LGA of Anambra State. 

 
S/N Item Statement SA A D SD Mean StD Decision 

 The following school facilities are 

sufficiently available in the School 

       

1 Tables and chairs 5 3 1 1 3.2 1.0 Agreed 

2 Libraries 3 1 5 1 2.6 1.7 Agreed 

3 Desks and Shelves 2 3 2 3 2.4 1.7 Disagreed 

4 Equipped laboratories 1 2 5 2 2.2 0.9 Disagreed 

5 Standard toilets 1 3 5 5 2.1 0.8 Disagreed 

6 Sport facilities - 2 3 5 1.7 0.8 Disagreed 

7 Decent water supply - 2 2 6 1.6 0.8 Disagreed 

8 Spacious play ground 3 4 3 - 3.0 0.8 Agreed 

9 Perimeter fence - 4 2 4 2.0 0.9 Disagreed 

10 Good black/marker board 

Total 

3 4 4 - 3.0 

2.38 

1.0 

0.56 

Agreed 
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Table 2 showed the response of the post-basic principals on the availability of the 

school facilities. As indicated in table 2, the analysis revealed that the mean rating 

scores of the available school facilities are 3.2, 2.6, 3, and 3 which are the scores from 

four items. The non-available school facilities like desks and shelves, equipped 

laboratories, standard toilets, etc. occurred in six items with mean rating scores ranging 

from 1.6 to 2.4 with the corresponding SD of 0.8 and 1.7. The aggregate means yielded 

2.35 while the SD is 0.56. 

 

Findings 

It was established by the findings of this study that the post-basic education schools are 

highly underfunded. Most schools dwell only on government budgetary allocation and 

PTA levies which is so skimpy when compared with the acquisition of germane 

educational resources. The implication is that money is not sufficient to purchase 

needed resources or to update the acquired ones when the need arises thereby 

truncating the accomplishment of educational objectives such that quality education 

blows in the wind. In line with the above findings, Onuma (2016) also averred that for 

all the grandiose and magnificent educational objectives to be achieved, school funding 

should be given priority in budgetary allocation. Similarly, Obasi and Asodike (2007) 

recognized the impact of funding on quality education and accentuated that one of the 

greatest setbacks in the education industry is poor funding. 

The second finding of this study is that most schools do not have the necessary 

educational resources as against the stipulations on the national policy on education 

(the Federal Republic of Nigeria, 2013) to facilitate quality education. In the hub of 

inadequate funding, school facilities are crippled while teaching/learning effectiveness 

is jumbled, resulting in the desired goals being disillusioned. Awwal & Muhammad 

(2020) are aware of the dangers of dilapidated school facilities on the teaching/learning 

outcome and stressed that it has an untoward effect on students‘ class participation 

leading to poor performance. Eze & Owo (2019) also aligned with the above assertion 

by emphasizing that insufficient or absence of it reflects in the students‘ poor 

performance in external examinations. It is a truism that adequate funding begets 

quality school facilities which in turn produce quality graduates; an indicator for goal 

attainment. 

 

Conclusion 

Based on the results above, the researcher concludes that the major sources of funding 

in post-basic education in Awka South LGA of Anambra State come from government 

budgetary allocation and PTA levies whereas other sources are measly. Moreso, 

furniture as well as playgrounds are partially available in most post-basic education 

schools with a great number of other facilities lacking and/or in a sorry state. 

Consequently, quality education and goal achievement in post-basic education are 

diminished and will continue to go down the drain unless the adequate fund is readily 

provided for school operations. Only then would the much-desired goals and aspiration 

of education be cherished and utilized and constructive education evinced. 

 

Recommendations 

From the findings of the study, the following recommendations are made: 

1. Given the capital-intensive nature of education, it is recommended that all the 

stakeholders in education, the non-governmental organization (NGO), etc. 

should endeavour to assist the federal and state government in funding 

education in any possible ways so as to give education a facelift. 
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2. The second recommendation is that post-basic education principals should help 

themselves by adopting alternative sources of funding, by making some viable 

ventures in the school and by appealing to well-meaning individuals in the 

community where the school is located to raise money for purchasing some 

essential school materials for improved teaching/learning behaviours that beget 

civilized, cultured and responsible citizens. 

 

References 

Abraham, N.M. (2013). Educational administration in Nigeria.Port Harcourt; Pam 

Unique  Publishers. 

Awwal, I. & Muhammad, B. (2020). Assessment of the availability of facilities in 

senior   secondary schools in Minna educational Zone of Niger state. Studies in 

educational planning and administration, vol. 8(3), 84-90. 

Arnett, J.J. (2015). G. Stanley Hall‘s Adolescents: Brilliance and nonsense. History of 

Psychology,-9(3),-186-197.-Doi:10:10.1037/1093-4510.9.3. 

www.researchgate.net.pub 

Awulor-Hephzibah, B.N. (2020). E-supervision as a tool for quality assurance in school 

 administration: Implications for Nigerian Supervisors. International 

Journal of Educational Management (IJEM) University of Ilorin,  18(1), 77-

92.  

Ayeni, A.O.L., Atolagbe, A.A. & Adbulkareem, A.y. (2019). School improvement: 

Teachers‘ assessment of supervision on quality assurance in Kwara public 

secondary schools. Nigerian Journal of educational administration and planning 

(NAEAP), vol.19(4) 405-420  

Dadons, N.S., Paul-Great, A., Adaora, I.O. & Oraedu, C.C. (2019). Funding and quality 

assurance in secondary school education in Plateau State. Nigerian Journal of 

Educational Administration and Planning, 19(4)124-137. 

Dipo, L. (2018). Funding of education in Nigeria below UNESCO recommended 

benchmark. www.thisdaylive.com/2018/o4/... 

Ebong, J.M. (2013). School finance management in J.D.Asodike, J.M. Ebong, S.O. 

Oluwoo & N.M. Abraham (Eds.) Contemporary administrative  and teaching 

issues in Nigerian schools. Port Harcourt; Alphabet publishers. 

Eze, J.C. & Owo, A. (2019). Appraisal of external evaluation of public schools 

management board as a strategy for quality assurance in Enugu State. Nigerian 

Journal of Educational Administration and Planning. Published by NAEAP, 

ISSN-0795-2201, vol. 19(4). 

Federal Government of Nigeria (2013). National policy on education.6
th

 edition. Lagos; 

 NERDC-Publishers,-ISBN-978-054-216-7 wwweducateolead. 

wordpress.com>2016 

Gonzalo,-A.-(2021).-Imogene-King:-Theory-of-goal-attainment. www.nurseslabs. 

com>...>theories & theories. 

Maduagwu, S.N, & U.J.Nwogu (2006).Resource allocation and management. Port 

Harcourt; Chadik printing press. 

Madumere, S.C. (2007). School plant planning: Facilities management and education 

law. Lagos; Okoye-honey bees enterprise. 

Onuma, N. (2016). Financial allocation to secondary education in Nigeria. Journal of 

research-and-methods-in-education.-E-ISSN-2320-73-vol.6(3),-42-47. 

www.iosrjournals.org>version1 

Obasi, F.N. & Asodike, J. (2007).Resource management in Nigerian schools. Port 

Harcourt; Alphabet Publishers. 

http://www.thisdaylive.com/2018/o4/


GEN 2021, South Africa: Conference Proceedings  

Page - 83 - 
 

Obasi, K.K. & Madu, O.M. (2016). School facilities maintenance for safety in public 

secondary schools in Imo state. African Journal of Educational Research and 

Development (AJERD), conference edition, NAEAP  publication, vol. 8(1)145-

152  

Oluwuo, S.O., Anyamele, S.C. & Akpan, I.F. (2015). Management of hazards arising 

from instructional facilities and incidence of violence in secondary schools in 

Akwa Ibom State, Nigeria. Journal of education in Developing Areas (AJERD), 

vol. 23 (2), 408-417 

Oxford-Reference-(2021).The-meaning-of-goal-attainment. www.oxfordreference. 

com/ view 

Wali, W. I. (2006). Accountability in educational management In J.M. Ebong & J. 

Ezekiel-Hart (Eds.) Contemporary issues in education. Port Harcourt; 

EagleLithograph press. 

WES Staff  (2017).  Education in Nigeria. World Education News+Review (WENR) 

www.wenr.wes.org>2017/03>education-in-n... 

 

  

http://www.oxfordreference/


GEN 2021, South Africa: Conference Proceedings 

Page - 84 - 
 

THE INFLUENCE OF DISCIPLINARY MEASURES ON ACADEMIC STAFF 

RESEARCH PRODUCTIVITY IN PUBLIC UNIVERSITIES IN 

SOUTHWESTERN NIGERIA 

 

 

Kemi Victoria Awofiranye 

Department of Educational Management, 

University of Ibadan, Ibadan, Nigeria 

 

 

Abstract  
The issue of poor research productivity which manifested itself in the poor ranking of 

Nigerian universities globally has been a grave concern for stakeholders. Nigerian 

universities appeared to be unimpressive in global ranking. Extant studies on factors 

enhancing research productivity in Nigerian universities concentrated more on facility 

and resource factors than on factors like disciplinary measures. This study, therefore, 

investigated the influence of disciplinary measures (DM) on academic staff research 

productivity (ASRP) in public universities in Southwestern Nigeria. A descriptive 

survey design was used. Three federal universities were purposively selected. The 

proportional sampling technique was employed to select 1300 academic staff. The 

instruments were trial-tested, and the result was analyzed using Cronbach alpha which 

yielded coefficients of 0.75 and 0.81 respectively. Descriptive statistics and Pearson 

Product Moment Correlation were used to analyze data at a 0.05 level of significance. 

The result showed that disciplinary measures influenced academic staff research 

productivity negatively. Based on the findings, it was recommended that the 

management of various universities should be fair in their judgement so that their best 

brain will not be dismissed unjustly. 

 

Keywords: Disciplinary Measures and Research productivity, Academic staff in 

Nigerian public universities 

 

Introduction 

The Nigerian Universities have the prime aim of improving and imparting knowledge 

through teaching, research, and community services (Okiki, 2014). Over the years, the 

issue of poor research productivity which manifests itself in a low rating of Nigerian 

universities internationally has been a grave concern for stakeholders.  Every discipline 

has a system of evaluation of its members‘ professionalism and productivity. 

Universities are among the organizations that emphasize productivity. The productivity 

of any university institution is usually based on achievements in teaching, research, and 

community service. In Nigeria, society judges the productivity of a university in terms 

of the number, quality, and categories of graduates produced per session. However, 

from a stricter professional and international perspective, the productivity of a 

university is judged first by the quality of the research conducted under the auspices of 

the institution and the quantity and quality of the academic staff's research and 

publications. Correspondingly, research and publications have been and will continue 

to be the critical factors in determining the productivity of the academic staff of 

universities. The phrase ―publish or perish‖ appears to be popular among academics in 

the Nigerian university setting. This phrase emphasizes the importance attached to 

research and publications in any university. The research productivity of the academic 

staff is worthy of attention as the quality and quantity of their publications are the 
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determining factors in their performance evaluations, promotions, tenure, research 

grants, and salary increments. The research output of academic staff is widely regarded 

as the main source of esteem, as a requirement for individual promotion, as evidence of 

institutional excellence, as a sine qua non for obtaining competitive research funds. 

Supporting this, Williams (2012) opines that research productivity plays a major role in 

attaining success in academia as it relates to promotion and tenure, salary, and the 

fringe benefits of the profession. Williams indicates further that research productivity 

varies widely from institution to institution depending on the emphasis that is placed on 

the three key aspects of higher education, namely, teaching, research, and community 

service. 

However, the Nigerian university system was highly regarded both at home and 

abroad for being one of the best in the past. Its products were greatly valued and 

accorded enviable status among their counterparts worldwide, while views and findings 

from the system were taken with all seriousness, and the nation used to look up to the 

system for direction. Consequently, in recent years, this position has become altered 

and the confidence of the public has waned greatly. The quality of the graduates 

produced has continued to be questioned by all stakeholders, especially industries and 

employers who have to resort to spending fortune to re-train the products of some 

Nigerian universities. The NUC report of 2016 showed a serious decline in research 

productivity of the Nigerian universities in which the recent ranking was nothing to 

write home about for the Ivory towers in the country since no Nigerian university was 

ranked among the first five hundred in terms of research productivity in the World. 

Only five Nigerian universities made the list of the first 50 tertiary institutions in 

Africa. The only Nigerian university that made 801st position in the world out of the 

best 978 was the Nation‘s premier university, the University of Ibadan. This is 

worrisome and seems unimpressive because the majority of the universities are found 

wanting in this regard. (Hartnet 2003 in Akuegwu ,Udida &  Bassey 2016). 

It appears that several factors could be responsible for this unhealthy trend of 

low research productivity of Nigerian universities globally which manifests itself in 

poor rating or absence of most universities in a global ranking.  Such factors include 

lack of adequate funding, inaccessibility of research grants, unconducive intellectual 

environment, inadequate library facilities, and low priority accorded to research and 

development by government and the private sector, and above all, ineffective 

disciplinary measures. There is no doubt that the universities‘ rich culture and ethics 

have been affected (Akuegwu, et.al 2016). 

The consequences of this could be traced to the poor relationship between the 

local and foreign authors, reduction in research grants from foreign bodies, and lack of 

recognition for local researchers by the federal government (Petermode, 2015). This 

might be responsible for most of the government research projects being given to 

foreigners and foreign institutions or agencies. The implications of this could be that 

employers might prefer graduates from abroad while the universities abroad find it 

difficult to absorb visiting lecturers from Nigeria on sabbatical. The issue of poor 

research productivity which manifested itself in the poor ranking of Nigerian 

universities globally has been a grave concern for stakeholders. Nigerian universities 

appeared to be unimpressive in global ranking considered along bibliometric, and web 

metric indices. The latest worldwide universities' ranking shows that Nigerian 

universities have dropped out of reckoning because of the poor quality and scope of 

research conducted by indigenous academics.  

The National Universities Commission report of 2016 and World Education News and 

Reviews (2016) showed that the recent world ranking was not encouraging for the 
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Ivory towers in the country as no Nigerian university featured on the world's best 500 

universities list. Indeed, from the African continent, only the University of Cape Town, 

South Africa made the list. More embarrassing was the fact that even among the 

contending universities in Africa, the best and the nation‘s premier university was 

ranked number 801st, trailing behind some universities in Kenya, South Africa, and 

Ghana, and unfortunately, there are other 250 universities in the same 801 position with 

the University of Ibadan. Only five Nigerian universities made the list of the first 50 

tertiary institutions in Africa: the nation‘s premier university, the University of Ibadan, 

came first in the country and 13th in Africa, the University of Lagos which came 

second in the country but 21st in Africa came a distant 2, 266 in the World. Other 

universities which were poorly rated despite being seen as the cream of the country‘s 

university system and well sought-after by candidates included the University of 

Nigeria, Nsukka which was in 6th position in the country but 44th in Africa and came a 

distant 1,433; Obafemi Awolowo University came 4th in the country but 29th in Africa 

and 2,473 in the World. All other universities did not feature at all.  

There is no gainsaying the fact that numerous problems besetting Nigerian 

universities amidst several other factors could be attributed to this low research 

productivity which manifests in the low rating of Nigerian universities. These problems 

include lack of adequate funding, inaccessibility of research grants, unconducive 

intellectual environment, inadequate library facilities, and low priority accorded to 

research and development by the government and the private sector, and above all, 

ineffective disciplinary measures, poor or unavailable infrastructure, epileptic power 

supply, and paucity of funds to attend international conferences. According to Umar 

(2017), in universities that are well ranked, funds are routinely available for scholars to 

attend conferences where their findings and contributions to knowledge are presented 

and discussed. The sound quality of research made their essays to be accepted and 

published in international reputable journals.  Consequently, the quantity and quality of 

the research output of the academic staff might negatively affect the universities‘ rating 

and recognition globally. Such ratings may in the long run negatively affect the 

allocation of budgets from governments and international grants and funding of the 

institutions. The ability to attract the best students and professors was also affected, as 

most universities are largely teaching institutions and have limited, if any, research 

missions or profiles.  

The foregoing calls for an in-depth investigation of the Nigerian universities' 

research productivity since the global ranking did not exempt even the highly regarded 

universities in the Nigerian ranking framework. Studies on research productivity in 

Nigeria have considered various factors as the determinant; institutional and colleague 

support, self-concept, information communication technology and departmental 

differences, information literacy skills (Okenedo, Popoola, 2012; Oduwole & Ikhizama, 

2007; Okafor, 2011; Okon & Nnaji,2014; Mabowonku & Okiki ,2013) and many more 

in relation to the research productivity. Nevertheless, not much literature has 

considered the place of disciplinary measures in relation to the research productivity of 

the academic staff in Nigerian universities.  

Disciplinary measures could be defined as a punishment given to defaulters of 

an organizational policy. Employee discipline is described in a variety of ways. Some 

explain it in terms of improving productivity or achieving the values of an organization 

(Franklin & Pagan, 2014). However, there are different types of discipline. It is the 

specific function discipline performs that determines its type. They are preventive 

discipline, corrective discipline, and progressive discipline.  
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According to Alegbeleye and Idris (2015), preventive discipline could be 

regarded as preventive when an organization designs and puts in place programmes or 

measures that discourage or dissuade organizational members from coming late, 

absenteeism, redundancy, disobedience to a superior officer, insubordination, among 

others. Preventive discipline is meant to prevent violation or deviation. Therefore, it is 

usually stated expressly without ambiguity in simple terms for the high and the low in 

the organization to understand the message. This form of discipline is an act against 

violators and nonconformists. It emanates as a result of flagrant disobedience by a 

member of an organization to what the management frowns at in their rules and 

regulations or violating standards. While preventive discipline is preemptive, corrective 

discipline serves two purposes which are (i) to reform or discourage further violation 

by sanctioning the violator and (ii) to prevent future or forestall future recurrence of the 

undesirable behavior among other employees (to serve as a deterrent). The tool of 

corrective discipline is penalty or sanction while the preventive discipline can be 

regarded as a threat. 

They further described progressive discipline as a disciplinary system that 

employs the use of higher or stronger penalties for offences that are repeatedly 

committed. The penalty graduated from the minor to the major. As the offender repeats 

the same offence, the subsequent penalty increases in severity until it gets to the most 

severe. The number of times an employee can commit an offence and the number of 

levels and nature of reprimand vary from one organization to the other. Most 

organizations do spell out what constitutes indiscipline and the procedure for penalizing 

erring employees. However, it should be noted that managers regulate the number of 

times discipline is inflicted on employees by their supervisors or management. This is 

because there are instances where these are maliciously done (Alegbeleye & Idris, 

2015) 

In Nigerian universities, there are disciplinary committees that administer 

disciplinary measures to defaulters of institutional ethics. Some of the behaviors put up 

by academic staff that might attract disciplinary committee correction are: giving 

students mark for money, having sexual affairs with students, plagiarism, ganging up 

against the university, faking examination scores, stealing intellectual property, 

absenteeism, and so on. Disciplinary measures sometimes do not give room for 

correction in the University system. This sometimes might not be fair enough. It can 

sometimes reduce the productivity level of the academic staff and they might not feel 

secure on their job because some of the allegations on the so-called offenders might not 

be true. This might have led to the dismissal of their best brains in terms of research, 

teaching, and community services. An empirical study reported that one in seven 

organisations which dismissed employees experienced an unfair dismissal claim from 

an employee tribunal in the United Kingdom (Knight & Latrielle, 2010). Studies also 

reported that few managers were able to clearly articulate the outcomes they expected 

to achieve from disciplinary actions and that there was an assumption (often unspoken) 

that the punishment would cause a performance improvement (Cooke, 2013). 

Disciplinary issues in most organizations have been handled in a way that creates 

conflict and hatred in the workplace. In most cases, disciplinary measures are being 

used for punitive rather than corrective purposes. This implies that when a disciplinary 

measure is not rightly administered, the purpose will be defeated; and this might cause 

more harm than good. Nevertheless, disciplinary measures might for example help in 

making more academic staff original in their research output rather than plagiarizing. 

Kuggundu (2009) examined the influence of discipline management by 

headteachers on students‘ academic performance.  The purpose of the study was to 
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establish the influence of discipline management on students‘ academic performance. 

Punishments were found to be unfairly administered and that caused dissatisfaction, 

anger and thus induced acts of indiscipline such as strikes, vandalism of school 

property as well as violence among students. The study came up with the following 

conclusions based on the study‘s findings: much as school rules helped in controlling 

students‘ behavior, their awareness was lacking among students. Punishments were also 

found to be poorly administered to students leading to chaos in schools characterized 

by school property destruction and thus affecting students‘ general academic 

performance. The study also proposed some recommendations to deal with the 

widespread and increasing levels of indiscipline among adolescent youths in secondary 

schools in Uganda. These include: strengthening school rules and regulations, 

strengthening counselling and guidance in schools rather than expelling them, having a 

uniform discipline code which will assist parents, students, and other stakeholders to 

appreciate the role of punishments in schools. 

Ehiane (2014) conducted a study on the discipline and academic performance of 

some selected secondary schools in Lagos. The study was carried out to establish the 

relationships between schools‘ discipline and students‘ academic performance. The 

study employed a cross-sectional research survey design in which the questionnaire 

was the main instrument for data collection in addition to interview guide and 

document review. Simple percentage and Chi-square statistical methods were used to 

analyse the data. However, the findings of the study clearly showed that effective 

school discipline should be encouraged in controlling students‘ behavior which affected 

students‘ general academic performance. 

 

Purpose of the Study 
The general purpose of this study was to examine the influence of disciplinary 

measures on academic staff research productivity in southwestern Nigeria. Specifically, 

this study intends to: 

i. investigate the level of research productivity in the universities in 

southwestern Nigeria. 

ii. examine the relationship that exists between disciplinary measures   and 

academic staff research productivity in the universities in Southwestern 

Nigeria 

   

 Research Question 

To achieve the purpose of this study, the following research questions were answered. 

1. What is the level of research productivity among the academic staff of 

universities in Southwestern Nigeria? 

 

Hypothesis 

The following hypothesis was tested at a 0.05 level of significance. 

H01: Disciplinary measures will not significantly have a relationship with academic 

staff research productivity in the universities in southwestern Nigeria. 

 

Methodology 

 

Population of the Study 

The population consists of all the academic staff in the six (6) universities in 

southwestern Nigeria which amounted to 7,197. 
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Sample and Sampling Techniques 
This study adopted a multistage sampling procedure in selecting the respondents. The 

first stage involved purposive sampling techniques in selecting three federal 

universities (University of Ibadan - UI, University of Lagos - UNILAG and Obafemi 

Awolowo University -OAU) and three State universities (Olabisi Onabanjo University- 

OOU, Adekunle Ajasin University-AAU and Ekiti State University– EKSU) making a 

total of six universities from the public universities in Southwestern Nigeria. This is 

appropriate based on the ground of their age and the conventionality of their 

programme since they are the oldest leading universities that have a long history of 

academic research productivity profile; all the faculties in these six universities were 

used so as to ensure adequate representation. The second stage involved a proportionate 

to size sampling technique that is the more the population the more the respondents 

sampled: UI=239, OAU=279, UNILAG=236, EKS= 169, OOU= 209 and AAU= 168. 

A total number of one thousand and three hundred (1300) academic staff members 

were selected across the six States. This sample size is considered a representative 

sample for the study. 

 

Instrument for Data Collection 

The questionnaire was divided into two sections, namely, A, B, and C described as 

follows  

 Section A. Demographic Indicators. This section contains demographic 

information of the staff such as age, gender, marital status, and academic rank. 

 Section B. Research Productivity Scale. This section is a 10-item scale 

measuring academic staff research productivity. The scale is a 4-point Likert-

scale response. The reliability coefficient recorded in this section was 

Cronbach alpha = 0.74  

 Section C: Disciplinary Measures Scale.  A 13-item scale adapted from Vaden 

(2004) was used. The scale has a 4-point Likert-scale response format ranging 

from strongly disagree (scored 1) to strongly agree (scored 4). A high score on 

the scale indicates that high disciplinary measures are applied for unethical 

conduct, while low scores indicate low disciplinary measures for unethical 

conduct. The reliability coefficient recorded in this section was Cronbach alpha 

= 0.81 

 

Validity of the Instruments 

 The face and content validity of the instrument were determined by lecturers from 

different departments. They were requested to assess the instrument in terms of clarity 

of expression, suitability of items, the accuracy of answers, and content coverage. They 

made suggestions and amendments where necessary.  

 

Reliability of the Instruments 

The disciplinary measure scale of 13 items was trial tested on the academic staff of one 

of the universities that was not under the sampled universities. The result of the trial 

test was analyzed with the aid of Cronbach alpha and reliability coefficient of   0.81 

was obtained. 

 

Method of Data Analysis 

Data collected were analyzed through the aid of Descriptive statistics and Pearson 

Product Moment correlation at a 0.05 level of significance. 
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Data Analysis and Discussion   

This section presents the testing of the research question as follows. 

 

Research Question 1: What is the level of research productivity among academic 

staff? 

 

Table 1: Distribution of Academic Staff by Number of Publication 

  In your 

estimation 

what is: 

>5 

5<x≤ 

10 

> 10 

10<x≤2

0 

> 20 

20<x

30 

> 30 

30<x≤4

0 

> 40  

40<x≤5

0 

No 

response 

Mea

n 

1 the number 

of your 

empirical 

publication 

294 

(25.3%) 

215 

(18.5%) 

263 

(22.6%) 

102 

(8.8%) 

57 

(4.9%) 

231 

(19.9%) 

2.37 

2 the number 

of your 

analytical 

papers 

255 

(21.9%) 

334 

(28.7%) 

215 

(18.5%) 

147 

(12.7%) 

13 

(1.1%) 

198 

(17%) 

2.30 

3 the number 

of your 

position 

papers 

500 

(43%) 

233 

(21.1%) 

111 

(9.6%) 

22 

(1.9%) 

0 

(0%) 

296 

(25.5%) 

1.60 

4 the number 

of your 

journal 

articles 

275 

(23.7%) 

288 

(24.8%) 

198 

(17%) 

149 

(12.8%) 

47 

(4.0%) 

205 

(17.6%) 

2.38 

5 the number 

of your 

conference 

proceeding

s 

494 

(42.5%) 

229 

(19.7%) 

121 

(10.4%) 

100 

(8.6%) 

13 

(1.1%) 

205 

(17.6%) 

1.86 

6 the number 

of your 

chapters in 

books 

544 

(46.8%) 

225 

(19.4%) 

64 

(5.5%) 

22 

(1.9%) 

10 

(0.9%) 

297 

(25.6%) 

1.53 

7 the number 

of your 

papers in 

local 

journals 

415 

(35.7%) 

349 

(30%) 

142 

(12.2%) 

45 

(3.9%) 

45 

(3.9%) 

166 

(14.3%) 

1.95 

8 the number 

of your 

paper in 

internationa

l journals 

372 

(32%) 

278 

(23.9%) 

210 

(18.1%) 

76 

(6.5%) 

47 

(4.0%) 

179 

(15.4%) 

2.13 

9 the number 

of journal 

articles you 

are 

targeting in 

the next six 

months 

522 

(44.9%) 

240 

(20.7%) 

180 

(15.5%) 

35 

(3.0%) 

0 

(0%) 

185 

(15.9%) 

1.72 
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1

0 

the number 

of journal 

articles you 

are 

targeting in 

the next 

one year 

160 

(13.8%) 

531 

(45.7%) 

181 

(15.6%) 

47 

(4%) 

35 

(3%) 

208 

(17.9%) 

2.23 

Source: Field survey data 2020 

 

Table 1 indicated that 25.3%  of the respondents confirmed that they had more than 

five empirical publications, 28.7%  also reported that they had more than 10 analytical 

papers, most of them reported that they had more than five position papers (43%), 

23.7% said they had more than five journal article, another 42.5% revealed that they 

had more than five conference proceedings papers,  46.8% confirmed that they had 

more than five chapters in books, 35.7%  of the respondents reported that they had 

more than five local journal articles,  32.0% reported that they had more than five 

international journal article, 44.9% of the respondents are targeting more than five 

publications in the next six months, while in the next one year, 45.7% of them are 

targeting more than 10 publications. These implied that when considering the views of 

the majority (by 40%), it can be inferred that the majority of the respondents prefer to 

write chapters in books, target more than 10 publications per year, more than five 

position papers in six months, write position papers for conference proceedings. 

  

H01: Disciplinary measures will not significantly have a relationship with 

academic staff research productivity in the universities in southwestern Nigeria. 

 

Table 2: Analysis of disciplinary measures and academic staff research 

productivity 
Variables Mean Std.Dev 1 2 3 4 5 

Research Productivity 19.6702 4.32749 1.000     

Disciplinary Measures 37.9073 4.53641 -.137
**

 .074
*
 .219

**
 .046 1.000 

 

Table 2 showed the relationship between disciplinary measures and research 

productivity, the disciplinary measure was found to negatively predict research 

productivity.  The said hypothesis that disciplinary measures have no significant 

relationship with academic staff research productivity is rejected. This implied that the 

lower the disciplinary measure, the better the research productivity of the academic 

staff. 

 

Discussion of Findings 
The study examined the extent to which disciplinary measures influence academic staff 

research productivity. Research Question One sought the level of academic staff 

research productivity. It was found out that the research productivity of the academic 

staff is generally on average. This study corroborated the study of Kyaligonza (2015) 

who established that the total research productivity of academic staff is on average. 

This study established that the research productivity of the academic staff is on the 

average in chapters in books which contradict the submissions of Okiki and 

Mabawonku (2013) that the research productivity of the academic staff in Nigerian 

Universities was lower in chapters in books and that of Okiki (2014) that the research 
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productivity of the academic staff of Nigerian universities was high in chapters in 

books. The result showed that there was a significant negative relationship between the 

disciplinary measure and academic staff research productivity; r (1160) = - 0.137, 

p<0.05, r
2
= 0.018. Therefore, an increase in the disciplinary measure will lead to a 

reduction in academic staff research productivity.  

 

Conclusion 

The study investigated the influence of disciplinary measures on academic staff 

research productivity in the universities in Southwestern Nigeria. The result showed 

that disciplinary measures significantly correlated with academic staff research 

productivity, though the disciplinary measures inversely correlated with research 

productivity of academic staff. By implication, it could be concluded that in the long 

run the higher the disciplinary measures the lesser and poorer the quality and quantity 

of academic staff research productivity and vice versa. Therefore, if all these are taken 

into consideration, the academic staff research productivity will improve, the students 

will gain a lot and more qualitative graduates will be produced for the nation. 

 

Recommendations 

Based on the findings of this study, the following recommendations were made: 

 Various rewarding strategies and policies should be created to make the 

academic staff to be research-oriented rather than the ―publish or perish‖ 

syndrome. 

 The National Universities Commission is enjoined to include quantity and 

quality in their yardstick for the accreditation of any department in any 

university in Nigeria. They are also expected to rate the internet presence of 

those research publications. 

 The universities should adhere to the maintenance of a disciplinary procedure in 

the institution through consultation or negotiation, communication with 

everybody concerned regarding the exact way in which the system operates, and 

training of the individuals involved in a disciplinary process.     

 The universities or the management should be fair in their judgement so that 

their best brain will not be sent away most often.                       
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Abstract 

Literature acknowledges the significance and the strategic position of community 

participation in school governance. As a result, nations including South Africa have 

legislated their participation in order to promote school and education ownership by 

the communities and therefore promoting democracy and quality education. Literature 

also indicates how communities make use of the already existing institutions and socio-

political resources to participate in school governance. Many such debates are almost 

silent on how African Tradition 
1
  especially the Traditional Leadership may be used to 

encourage community participation in school governance. This paper explored how 

Traditional Leadership Institutions complemented and contradicted community school 

governance participation agenda in two Eastern Cape rural villages. Data were 

collected by means of in-depth interviews and participant observations. Guided by the 

Decolonization Theory, the paper reveals the uniqueness of how African Tradition and 

Traditional Leadership shaped and sometimes encouraged participation using their 

unique rules which are rarely reflected in policy documents. These rules occasionally 

contradicted the values of the South African Schools Act (1996) and the tool that 

legislated democratic community participation in school governance. Even with its 

occasionally hesitant legitimacy, Traditional Leadership still manages to influence and 

help communities manage modernity in unique ways that may not even reflect in policy 

documents. This paper therefore demonstrates the uniqueness of African communities 

in understanding and embracing modern tools such as democratic school governance. 

The paper therefore recommends theories and perspectives that use the African 

Theories and Knowledge systems in the implementation of modern policies.  

 

Key words: School Governance, African Culture and Tradition, Traditional 

Leadership, Participation,  

 

Introduction 

The South African Schools Act (1996) describes ideals for stakeholder participation in 

school governance. Whereas school governance used to be characterized by 

authoritarian and exclusive practices, the new policy requires broad and democratic 

participation by parents, teachers and learners in the life of the school through the 

medium of School Governing Bodies (SGBs), composed of teachers, non-teaching 

staff, parents and learners (in the case of secondary schools), (Mabasa and Themane, 

2002). The fundamental aim of SGBs is to achieve transformation goals in the 

education sector. It attempts to give shape to the principles of access, equity, redress, 

democratic governance and national development (Naaidoo, 2004).  Among others, it 

                                                           
1
The author is aware of ongoing debates and contestations around African tradition and traditional 

leadership in African societies “that have been penetrated by Christianity, Western education and 

capitalism” (Ntsebeza, 2006 : 28).   
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provides for the establishment of SGBs with considerable powers at all public schools. 

These are comprised of the principal and elected representatives of parents, teachers, 

non-teaching staff, and (in secondary schools) learners. A basic set of functions is 

stipulated for all SGBs, including determination of admissions policy, setting language 

policy, making recommendations on teaching and non-teaching appointments, financial 

management of the school, determination of school fees and fundraising. This new 

governance model is designed to give schools greater autonomy to: manage resources; 

determine the delivery of educational resources; democratize local control of education 

decision-making; and respond to community needs. It is expected that greater 

autonomy would bring several benefits for learners, educators, educational 

administrators and school communities. This may be experienced differently in 

different contexts.  

Significant studies have been conducted on school governance in South Africa 

(Mavuso; 2009; Mavuso & Duku, 2014; Duku & Salami, 2017; McCrone, Southcott & 

George, 2011, Mncube, 2009, Chikoko, 2008, Peacock, 2006, Duku,Mavuso and 

Mkhomi, 2021 and others). These studies mostly explored the micro politics of 

participation.  Whilst some reflect on the challenges of community participation and the 

challenges during Covid-19 context, majority of the studies made use of western lenses 

of democracy to explain and justify community participation. No substantial work has 

been done from the perspective of establishing a possible relationship between 

Traditional Leadership and community participation in school governance. It may be 

due to what seems as a silence in South African Schools Act of 1996 No 84 (SASA) on 

the role of traditional leaders in school governance. Consequently, they do not 

automatically have a formal role in SGBs. Additionally, school policies are largely 

silent on culture and tradition (Gqeba, 2021). Yet traditional leaders continue to 

influence, albeit contested, rural local education (Nelson Mandela Foundation, 2005). 

For instance, in the Rural Education Survey, Eastern Cape ranked the Chief as having 

the most influence on schools (Ibid). This article therefore aims to reduce the dearth of 

knowledge on traditional leadership and school governance despite their authority and 

influence in rural areas. Specifically, this paper seeks to respond to the following 

questions: 

 

 How do the selected communities make use of Traditional Leadership in school 

governance participation? 

 How is SGB membership construed in the three research sites and why? 

 What guides community approaches to school governance participation?  

 

Theoretical Framework of this study 

This paper is informed by Decolonization as a theoretical framework which aims at 

addressing school governance participation from the decolonized view. This theory 

assisted in understanding why school governance was approached in the selected sites 

the way it was. Decolonization aimed at addressing the embedded legacy and 

hegemony of colonialism. It also sought to address the ripple effects of colonialism, 

that is, derogation, dehumanization and deculturation (Sitas, 2017). In essence, 

decolonization seeks to develop amongst other things a form of consciousness that 

prioritized Afrocentricism (African discourse). Smith (2015) concurred with the above 

and added that decolonization struggles are aimed at addressing issues of pedagogy, 

curriculum aesthetic and the composition of teaching staff. Thus, the decolonization 

discourse was also meant to address the alienating nature of institutions both 

―psychologically and physically‖ (Smith, 2015; Sitas, 2017). In the South African 
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context, decolonization has meant challenging residues of colonialism and apartheid 

that were still very visible through school-based policies. Their approach shows how 

people interact with one another to construct, modify and maintain what their societies 

hold to be true, real and meaningful (Zeeman, Poggenpoen and Van Der Linde, 1998). 

Part of what they hold true is the African Culture and Tradition, which is of course 

evolving. And therefore mixing the African tradition with modernity and exposing the 

complexity of the postcolonial identities (Nyamnjoh, 2002; Duku&Salami, 2017). 

According to Bhabha (1994), post-colonial reconstruction is not simply about 

the negation of a marginalised other identity, but the negotiation and the renegotiation 

of spaces and temporality between self and others. Similarly, Nyamnjoh (2002) and 

Alhuwalia (2002) point to the impracticality of trying to neatly dichotomise 

postcolonial identities as either subjects or citizens and with nothing in between. This 

view can be juxtaposed with that of Laclau and Mouffe (1985) who assert that subject 

positions are interpellated by discourses which are by nature discursive. In simple 

terms, identities, just like notions of society and community, are not fixed, complete or 

total. They are always open and fluid, though not absolutely so (Laclau & Mouffe, 

1985).  

Taking the line of thought that identities and culture cannot be hermetically 

sealed from each other, Nyamnjoh refers to culture as a product of interactions which 

have diverse cultural points of departure. This means, ―there is always something old in 

the new even if the new cannot be reduced to the old‖ (Nyamnjoh, 2001:3). This 

implies that even if ‗new‘ culture is introduced, the individual‘s old familial habits, 

especially those valued and rewarded, are more likely to guide his or her interaction 

with the ‗new‘. This is an important perspective and will be used in conjunction with 

Bourdieu‘s theoretical approach, particularly his concepts of habitus, field and capital. 

These will provide a framework with which to analyse and develop a description of 

how parents make decisions about their involvement in school governance. The 

engagement between the habitus of school governance and the socio-political context in 

which they live form a key part of this study as parents learn and renegotiate the ―rules 

of the game.‖   

  The sense one can make following the above affirmation is that identities in the 

post-colonial state are a ‗mix between the individual legacy of liberalism and collective 

legacy of ethnicity‘ (Lieres, 1999:143). This could be compared to Ferguson‘s 

description of African identities as being made up of a ‗full house‘ of cultural styles 

that combine the local and the cosmopolitan in the same space as a survival strategy 

(Ferguson, 1999:82-122). These ‗full house‘ identities cannot be distinctly referred to 

as traditional or modern. Following the same line of thought, Nyamnjoh explained that 

―being African is neither exclusively a matter of tradition and culture, nor exclusively a 

matter of modernity and citizenship. Being African can be defined as ―a melting pot of 

multiple identities‖ (Nyamnjoh, 2002:3). In other words, no space can be defined as a 

single homogenous space. Even a rural space is a multiplicity of social spaces that 

overlap within the same geographical area with each having its own logic, its own 

institutions and its network of actors (McDonagh, 1998:49). ―Identity therefore is not 

static,‖ said Said, ―rather it is something that each age and society re-creates… it is a 

historical, social, intellectual and political process that takes place as a contest 

involving individuals and institutions‖ (Said, 1995:332).   

Their identities cannot be rigidly divided ―into simple traditional-modern, rural-

urban binaries, but are complex, incomplete and contradictory‖ (Nyamnjoh, 2001:367). 

Drawing on the same point of departure, Bhabha (1996:2) suggests that the identities of 

many people in the world exist in ―a third space or in-between-cultures‖. This study, 
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through the interviews conducted and the observations made, attempts to show that 

African identity is neither exclusively a matter of tradition and culture, nor exclusively 

a matter of modernity and citizenship, but a ―melting pot of multiple identities‖ 

(Nyamnjoh, 2002). Given individuals‘ multiplicity of identities, the parents‘ approach 

to school governance participation could neither be described as distinctly traditional 

nor absolutely modern.   

 

Methodology  

Research Design 

This is an interpretive design that followed a qualitative research approach. The 

research sites were purposefully selected on the basis that they were primary schools 

based in rural villages. In each school are parents with children attending the local 

primary schools. These parents were selected in order to gain insights into their 

experiences in school governance participation.  

Respondents were identified through their children at school. All children 

whose parents were SGB members were automatically selected. To ensure gender 

balance, the selected learners whose parents were non-SGB members were requested to 

disclose whether they stayed with both parents or with one. In cases where learners 

stayed with both parents, male parent participation was requested. This was done as 

experience indicated that children in African communities generally stayed with a 

female parent (Statistics South Africa, 2018). . A total of 16 parents participated, 12 

women and 4 men.  

 

Data collection and procedure 

Data were collected through phenomenological interviews, and through participant 

observation of the school and community meetings.  The aim was to collect rich data of 

participants‘ participation in school governance, in which they would criticize and/ or, 

how they participated and justify their actions. Interviews were conducted periodically 

over a three year period in four phases. Each interview took, on average, 45 minutes 

tape-recording with the respondents‘ permission. In instances where respondents were 

uncomfortable with the recording of their comments, I took notes.  I later transcribed 

them verbatim and translated into English.  

 

Negotiating entry 

To get access into the field, I visited the research sites and made contact with 

gatekeepers who introduced me to the learners. This was after the initial permission 

was granted by the local Department of Education Offices. Following initial contact 

with the learners, I requested them to ask their parents to participate. On one occasion, 

the consent form was returned with hostile comments and threats of pulling out of the 

study. In instances where respondents expressed discomfort in signing the consent form 

because of fear of getting into trouble, I made the decision to discontinue with it and 

instead relied on verbal permission. To ensure anonymity, pseudonyms for the 

participants and research sites were used.  

 

Data Analysis 

Data was analysed using the constant comparative methods of narrative analysis. 

Comparisons within and between transcripts were made and these resulted in common 

patterns emerging. Interviews were transcribed and coded responses were grouped 

together and themes were developed. 
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Exploring the Research Sites 

Two rural Eastern Cape communities participated in this study. According to 

Hartshorne (1992), rural represents areas that are geographically isolated, whose social 

lives were characterized with the African Philosophy of Ubuntu. In both communities, 

according to the respondents, there were limited employment opportunities, hence the 

economically active males were reportedly migrant labourers either in Johannesburg or 

Cape Town . Importantly, the rural communities are the repositories of African culture 

that include Ubuntu. Rurality also refers to communities traditionally administered by 

traditional authorities and to some extent politically, socially and intellectually on the 

periphery (Ibid). Some of these characteristics were observed and experienced in some 

of these communities.   

  In discussing the participation of the communities in school governance, it is 

important to provide a brief context so that their participation is understood within 

these contexts. The following is the brief description of each context: 

Village 1i. It was established as a result of the 1820 Frontier Wars (Stapleton, 1993). It 

is about twenty kilometres from one of the South African historic universities. The 

villagers boastfully reported that some of the villagers spent time on Robben Island due 

to their participation in liberation politics. Owing to its historical roots, respondents 

described the village as schooled, characterized by ‗bright people‘. Mayer (1971) 

described schooled people as the products of the mission and the school, supporting 

Christianity, literacy and other Western ways of ideals, and who were opposed to the 

‗Red People‖. As a result, this village boasts of three schools which include a 

secondary school. The building of the secondary school had reportedly been as a result 

of the community initiative (bright nature of the village). The school was reportedly 

supposed to have been built in a ‗Red‘ village and ―we snatched it as our children could 

not attend school in a Red
2
 village.‖ This may explain the degree of apathy parents 

from other villagers showed during this research study
3
.  

 

Village 1  

(b) Village 2 Village: situated on the West Coast of the Transkei Region, Village 2 

provides an illustration of Chieftaincy resilience whose population is somehow 

polarised between Amabomvane, regarded as the Reds 
4
 and Amamfengu

5
, regarded as 

the Schooled and ‗foreigners‘. Despite their common language which is isiXhosa, 

Amabomvane used a dialect which is known as isibomvane. This linguistic divide has 

historical roots that go back to the 1820s, with the arrival of education and religion in 

the village. The Red includes persons who historically came from the category of 

villagers who rejected the Missionary Agenda of Western Christianity and Western 

Education while the schooled includes persons who historically came from the category 

                                                           
2
 Mayer (1971:4) describes Red People as the “traditionalist Xhosas, the conservatives who stand by the 

indigenous ways of life, including the pagan Xhosa religion.” These people clung tenaciously to  

traditional values, e.g. respecting Chiefly authority even though their authority had been taken over by 

the missionaries. The “schooled” by contrast embraced Western mannerisms, dress codes, language 

forms that were influenced by their acceptance of Western schooling and religion.  
3
 Parents meeting I observed was visibly ill-attended, no parent from other villages that are feeder 

villages for the secondary school, attended.                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                                           
4
 Villagers described Amabomvane as historically the original inhabitants of the village. 

5
 According to Mafeje in Ntsebeza (2006:42) these were originally destitute, feminine striken and 

helpless amaMfengu who came to Southern tribes with their never forgotten cry of „siyamfenguza‟…to 

wonder about seeking service… 
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of persons who embraced Christianity and missionary education system. As a result, 

this category was regarded as an educated well off elite.  

During this study, Chieftaincy played a major role of managing land tenure, 

local justice and the implementation of customary laws. The villagers reportedly rallied 

behind the traditional than modern law enforcing institutions. An illustration of this fact 

was that an aggrieved villager would normally report to the chief rather than the police. 

It was clear whether this is the reflection of the Chief‘s legitimacy or respect driven by 

his control over the land and other resources, or the villagers‘ lack of trust in the police.  

Even with regards to education-related matters, the Chief was very active and some of 

the school governance meetings were held at the Great Place.    

 

Research Findings 

How is SGB Membership Constructed in the Two Research Sites? 

More women than men served as SGB members, as ―the economically active men were 

away in cities such as Johannesburg and Cape Town”. Even though women dominated 

numerically, there seemed to be an overwhelming suggestion that the SGBs were 

structured in a gendered form with men dominating positions of authority. Discourses 

on masculinity by some respondents were common such as men “brought dignity” to 

the SGB and ―were wiser”, “traditionally men have to lead” were evident in how 

SGBs operated in both sites.   

Furthermore, the majority of the men were elderly who had reached the pension 

age. It is important to note that these elders were in most cases the guardians to the 

grandchildren whose biological parents were reportedly in Cape Town and 

Johannesburg as migrant workers. Regarding the age of the SGB members, some 

teachers reportedly preferred elders for Chairpersons as they were “more respectful and 

obedient towards teachers and authority generally.” The participation of the old, in 

both sites, coupled with their unemployment status, suited the teachers‘ schedules, as 

SGB meetings were held between eight and twelve o‘clock in the morning.   

The issue of age and gender was not an isolated issue but one that is rapped up 

into other valued African traditional factors such as entitlement and traditional 

leadership. Consequently to some elderly males, linked to chieftaincy, their 

participation in school governance was a ‗birthright‟. This is despite the fact that there 

is no formal role assigned to Chiefs and traditional leaders by SASA. Mr Khanyo, 

explained ―…I am a SGB member because I am a traditional leader;… it is my 

birthright to participate in school governance…” Similarly Mr. Ntshangase, the 

Village Councillor, was co-opted to the SGB specifically to represent the Great Place. 

An SGB educator was of the view that co-opting Mr. Ntshangase‘s SGB participation  

was a strategic move in mediating influence in the broader communities ―as the 

villagers recognised and respected traditional institutions more”. What seems to be an 

illustration, the uncooperative parents (those who did not attend school meetings, pay 

building funds, etc) ―were fined by the Great Place, which included payment of an ox 

or being prevented from ploughing for a season.” The threat of a ―fine‖ may be 

associated to Mamdani‘s (1996) analogy of ―a clenched fist‖, which he used to describe 

the authority of the traditional leaders. According to Mamdani (1996), the authority of 

the traditional leaders was rooted in the fusion of various powers that were judicial, 

legislative, executive and administrative. Exploring from another angle, a fine of this 

nature for a school related ―offence‖ may be indicative of the ―cultural hybridity‖ (Hall, 

1996:207) or hybrid institutional spaces of these communities (Asbu-Kle, 2000 in 

Ntsebeza, (2006:31).  
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The claiming of school governance participation as a birthright or entitlement implies 

that for some male parents in the communities, aspects of their identity in school 

governance can be negotiated or ascribed (e.g. roles), while other aspects (e.g. 

membership) can simply be claimed. But Jorgensen and Phillips argue that the ―logic of 

equivalence‖ (cf. theoretical framework) give men a common platform to claim 

supremacy over women in these matters. Even under such circumstances, none of the 

women who participated in this study were ―itching to escape the chauvinistic influence 

of the tradition‖ (Loga, 2008:7). For them instead, it seemed commonsensical for the 

institutions of tradition and democracy to co-exist (Ibid), (cf Nyamnjoh Theory).  

 

What are the Approaches of Participation? 

As the previous section has indicated, ―the logics‖ of tradition complemented and at 

times contradicted the modern democracy (Cook, 2005:126). On the latter aspect, the 

manner of SGB membership was largely determined by old age, masculinity and 

traditional leadership (birthright). All these promoted conformity, obedience and fear of 

authority of the tradition (cf Mamdani theory). These values are in contrast with SASA 

which introduced decentralization, and thereby aimed to foster values of democracy, 

redress and equity. Taking this line of argument, decentralisation has created new forms 

of exclusion (Sayed and Soudien, 2005). Consequently, parental dispositions produced 

a weak form of parent identity, in contrast to the SASA ideals. This was apparent with 

women parents. The following are some of the approaches to participation: 

 

Reluctant Participation and Women SGB Membership  

As has been indicated earlier, more women than men participated in all three SGB 

organizations that were studied. 60% of the surveyed parents noted that most 

households were headed by women due to natural attrition, and migrant labor system. 

The composition of SGBs in the study appeared to bear out this reality. However at 

times, women‘s traditional role identities as home makers clashed with that of being 

school governors. For instance, Mrs. Nosiqithi expressed feeling of uneasiness when 

she had to make a ―hegemonic intervention‖ (Laclau and Mouffe, 1985) in favour of 

her role identity as a school governor:  

(Showing emotions) Nothing made me unhappy during my reign as 

treasurer…except for during the arrival of my livestock, bought by my husband 

from Johannesburg, competed for my attention. Teachers called for me… They 

insisted and I had to go. 

 

Although age and gender were defining elements of the ‗who‘ and ‗how‘ in SGB 

processes, there were instances where these were violated. A few women used 

micropolitics to navigate their way in school governance. The main bargaining chip for 

these individuals was related to what Bourdieu (1992) labelled social capital. The only 

female SGB chairperson from Emahlubini drew on her identity as educated and married 

to negotiate her way into leadership. She  noted ―Women are the strongest contributors 

in meetings because they are educated”. Some women identified women‘s maternal 

identity as another social capital. As two women explained ―Men do not understand 

parental problems. No, they do not understand children and learner issues…” 

 

Apprehension and self-doubt also characterised the manner in which some women 

SGBs undertook leadership school governance related roles. Perhaps as a consequence 

of these experiences, when women were elected to SGB membership, especially 

leadership positions, they would often reject them, as echoed by Mrs Nomzi ―People 
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did not want to follow me. Whenever I called a meeting, they would not turn up. Even 

when they did they would be very few…I thought they undermined me because I was a 

woman…” 

 

Women Silence as a Weapon for Participation 

The silence had meaning, more than the mere absence of ideas, or the assumption of 

having nothing to say. It meant respect, honour, and duty. Mrs Nosiqithi shared that 

some women delegated their male relatives or their husbands to raise issues and views 

on their behalf in meetings. There were reportedly informal meetings before meetings, 

as “we do not want to be seen to be disagreeing with men in public”. Women‘s silence 

was also conditional; a typical response was ―…When a question is asked, we give the 

opportunity to elder men to speak first…the elders are like our fathers-in law and we 

have to respect them ….” Another approach of women participation was silence. 

Silence was a marker of female identity in the SGB process as a bargaining chip to gain 

respect. A typical comment was ―… Sometimes it happens that when men are 

discussing we would keep quiet. You must remember that we are people of rule and 

custom; we make men believe that we are under their guidance…” Sometimes, women 

would match out of the meeting whenever they felt their positions were not accurately 

presented, it was also reported.  

  The power and authority roles under African tradition seemed dominated by 

elderly males. The gendered politics in school governance was clearly steeped in favour 

of male for what appeared also to be attributes that men brought to the position of 

authority, that is, dignity. It revealed important social stereotypes reflecting the 

participants‘ lived experiences. It had nothing to do with the competence of women as 

leaders. While the respondents‘ loyalty to the tradition may be perhaps unsurprising, 

given the inclination of black Africans to show loyalty to traditions, it however 

contradicts the premise and aspirations of equity posited in the SASA and other policies 

developed to education management in the new South Africa (cf. social identities and 

school governance).   

 

How does Traditional Leadership Influence Participation?   

As has been indicated, Chiefs, the custodians of the tradition (Logan, 2008), were a 

dominant feature in school governance participation in both sites. Chieftaincy played a 

complementing and mediating role with modernity. Community meeting Imbizos 

attended showed signs of the tradition completing modernity. During these imbizos, 

where a few (elderly) women also debated issues, school related issues were also 

raised, debated and contested. 

Even though the above paragraph shows the Great Place promoting modernity, 

it also competed with modernity by working towards the reproduction of the tradition. 

It assigned explicitly gendered and age differentiated roles. This was apparent in sitting 

arrangements as well as the concentration of power during the debates. This was 

despite the almost balanced gender representation in these meetings. Yet the presence 

of women in traditionally male social spaces of imbizos may be indicative of these 

communities moving between modern and tradition (cf Nyamnjoh Theory). The silence 

participation of women during the meetings also reflected the uniqueness of democracy 

in these communities, whereby women delegated their voices to men, who would 

present their views and concerns in the meetings. It may then stand to reason that there 

is more space to debate tradition and modernity in a more middle ground than casting 

the debate either or for modernity or tradition (Logan, 2008).  
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The perspective of the middle ground debate on tradition and modernity may also be 

relevant in the two researched communities which also connected the Chieftaincy 

authority with their performance. Significantly, the participants saw the Traditional 

Leaders as catalysts in promotion and sometimes enforcing community participation. 

They seemed to acknowledge and link the Great Place participation with the Chief‘s 

land ownership where the school is built. Some regarded their Chief to be instrumental 

in fundraising for a proper school building. Even in communities where chieftaincy 

importance was not explicitly acknowledged, they considered it as a resource to 

strengthen the community as noted: ―Ever since we turned against the Chiefs, there is 

no respect anymore, people do as they please…” Such comments may suggest that 

communities saw Chieftaincy as intermediary to ensure that change occurs in an 

orderly and familiar way‖ (Logan, 2008:6).  

 

Discussion and Conclusion 

The findings reflect what seem to be a male dominated school governance 

participation. As a result, the principles of free and open participation seem 

contradicted in all the research sites, undermining the transformative principle of 

equality as espoused in the South African Schools Act of 1996. It is also important to 

note that school governance is implemented the way the communities saw fit, and 

therefore was contextual. As much as the participants could sometimes be frustrated by 

the policy, they did not seem to be rejecting modernity, as represented by SASA. 

Instead they seem to make use of the African discourse of the tradition, in approaching 

school governance participation (Sayed, et al, 2017). As a result of the perspective 

followed, the study seems to reflect the co-existence of modernity and the tradition, 

albeit tensions, where the logics of the tradition dictated the rules of engagement in 

school governance participation (Bhabha, 1994). Local people in the selected 

communities appeared to have adapted their political situation into a hybridized model 

similar with Bhabha (1994)‘s Third Space. This is despite the diverse ways in which 

traditional leadership was upheld in these communities. The power and control of the 

local education, albeit diverse views, is also felt and acknowledged despite the SASA‘s 

silence on their roles as well as the role of the traditional leaders which Ntsebeza 

(2006) regards as vague. This paper works against the historiography of apartheid 

which aimed at creating singular and unitary identities for subordinate subjects. As this 

paper indicates, modernity has been recomposed using the tradition and traditional 

leadership which may also be complex and fluid. 
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Abstract 

This paper examines the challenges and way forward of Nigerian Educational 

Leadership. Education is the bedrock of development. But unfortunately, education in 

Nigeria is faced with myriads of problems. These problems include: paucity of quality 

teachers, polluted learning environment, poor funding, poor educational 

infrastructures, inadequate classrooms, inadequate teaching aids, and social vices such 

as cultism, hooliganism, corruption and examination malpractices. The need to 

engender purposeful leadership and good governance for the achievement of 

sustainable development of the Nigerian educational system is specifically canvassed. 

The spill-over effects of pervasive social corruption, political power struggle, the 

pursuit of wrong priorities in governance, the lack of transparency and accountability 

as well as problems arising from official mismanagement, nepotism and ethnicity are 

also particularly chronicled in this paper within the wider context of the analysis of 

scenarios. For meaningful development to take place in the Nigerian Education Sector, 

the government needs to readdress the issue of funding and private educational 

investors, teachers, parents/guidance and students need a reorientation towards 

achieving the goals of education. Effective, visionary and competent leaderships are 

necessary catalysts for the long-term development of the educational system in Nigeria.   

 

Keywords: Educational leadership, leadership challenges, education sector, 

educational system, stakeholders, policy inconsistency. 

 

 

Introduction 

One of the foremost challenges of nation-building and national development in Nigeria 

is associated with the leadership variable (Gambari, 2008). The concept of leadership 

has been variously defined in related literature. For example, the UNESCO-Nigeria 

Project for Revitalization of Technical and Vocational Education in Nigeria (2008) 

defined leadership as ―the exercise of influence by one member of a group or 

organization over other members in order to help the group or organization to achieve 

their goal‖. This definition of leadership revolves around an exercise of 

influence/power over others in the pursuit of goal attainment. Power in this context is 

the ability to exercise influence and influence is the ability to bring about positive 

change such as in behavior, opinions, attitudes, goals, needs, values, and all other 

aspects of the person‘s psychological field. Power, therefore, can be seen as the ability 

to induce change in one‘s environment (NRC, 1995).  

Education is generally regarded as the singular most important instrument for 

the pursuit of holistic human development and the empowerment of the populace of 

any nation (Ajayi, 2016). The quality of development and the kind of society that a 
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nation has depend on the kind of education that the people therein have and the quality 

of education that exists in the country. The purpose of education is to produce 

professionals and entrepreneurs that will provide leadership and sustain national 

economic growth in various aspects of the society. In order for a nation to meet this 

important target, it needs a leadership that is committed to the fulfillment of a strategic 

vision; a vision that is capable of leading to the building of new skills in the 21
st
 

century for economic growth and competitiveness. The importance of leadership can 

hardly be overstated as the development and progress of any nation tends to be very 

much hinged on peace, harmony and unity of purpose which a good leadership must 

promote. In the present day view, the development of a nation has to do with growth in 

terms of human capital, economy, social improvement, democracy building, and 

national defence. If there is a spark of leadership function at all, it must lie in the ability 

to assemble a clearly articulated vision of the future that is at once, simple, easily 

understood, clearly desirable and energizing. Any leadership that lacks these abilities is 

bad and unprogressive (Ryan, 2016). 

 

Concepts of Leadership and Leadership Styles  

On face value, the concept of leadership appears simple. However, arriving at a simple 

definition of leadership is difficult because of the variety of ways that the concept has 

been envisioned and the complexity of its multiple dimensions. It is a dynamic concept, 

given the fact that change is ubiquitous in the human society, particularly in the 

continuous craving for the fulfillment of human needs (Hunt, 1996). And it takes a 

committed leadership to accomplish a propitious change in a society (Kehoe, 1995). 

Furthermore, the direction of change in a society depends on the manner in which 

resources are mobilised by the leader, and the attitude of the people toward change. 

Nations are developed by exemplary and patriotic citizens as well as sustained by 

institutions that promote good governance and socio-economic development. Nations 

are built by people who exhibit the will and vision to greatness, not for themselves, 

their immediate families and friends, but for their country (Hunt, 1996).  Nation-

building is always a work-in-progress; a dynamic process in constant need of nurturing 

and re-invention. Nation-building never stops and true nation-builders never rest 

because all nations are constantly experiencing new challenges (Fiedler, 1976). 

Leadership is a process by which a person influences others to accomplish an 

objective and directs the organization in a way that makes it more cohesive and 

coherent. Another popular definition of leadership is that it is a process whereby an 

individual influences a group of individuals to achieve a common goal (Northouse, 

2007). One thought process that is common to all the foregoing definitions is that a 

person influences others to get something accomplished. A leadership‘s main function 

is to produce movement and constructive or adaptive change through processes such as 

establishing direction through visioning, aligning of people, motivation, and inspiration 

(Fagge, 2014).  A leader must be trustworthy and be able to communicate a vision of 

the ideal destination of the organisation. The implication is that leadership contributes 

to a large extent to the success or failure of any organisation or nation. Therefore, there 

is a great need for the leaders of various educational institutions and other facets to be 

equipped with the skills of utilising education as the major leadership instrument for the 

attainment of sustainable development. 

Omenyi (2009), identified eight leadership styles that are required in a human 

organisation. These include: human leadership, visionary leadership, supportive 

leadership, situational leadership, transformational leadership, political leadership, 

charismatic leadership, and educational leadership. A leadership style is usually the 
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behavior of a leader which he exhibits in the course of directing, guiding and 

coordinating educational organisation of human resources in an appropriate direction 

(Technorati, 2011). According to this line of thought, the adopted behavior must be the 

type that could influence staff to willingly contribute immensely to the achievement of 

educational and national goals. Leadership styles are available for leverage and usage 

by leaders such as: ministers of education, state commissioners of education, vice-

chancellors, deans of academic faculties, heads of departments, organizational 

managers, administrators, sectional heads, subject heads, teachers, and all stakeholders 

in the education sector. A leader who feels his power is threatened or diminished will 

not perform effectively and efficiently. Leadership quality may be evaluated through 

some of those embedded attributes such as: technical competence, conceptual skills, 

judgment, character, track record, and taste. A leader must possess the qualities of 

courage, confidence, must be authentic, and provide a sense of purpose. 

 

Framework of Education in Nigeria 

Education generally is regarded as the most important instrument for the achievement 

of holistic human development and the empowerment of the national populace (Ajayi, 

2016).  It is not only an investment in human capital but also a pre-requisite for 

economic development. The quality of development in the society depends on the kind 

of education that people have and the quality of education that exists in the country. 

Education equips a person with the capacity to think and reason so as to be able to 

provide theoretical solutions to present and future problems. According to the national 

policy on education of the Federal Republic of Nigeria (FRN, 2014), education has 

been described as ―an instrument par excellence for affecting national development‖.  

The philosophy behind the Nigerian educational system is geared towards achieving the 

following: 

a. Inculcation of the right type of values and attitudes for the survival of the 

individual and the Nigerian society; 

b. Inculcation of national consciousness and national unity; 

c. Training of the mind in the understanding of the world around; and 

d. Acquisition of appropriate skills and the development of mental, physical and 

social abilities and competences as equipment for the individual to live in and 

contribute to the development of the society (FRN, 2004). 

 

It is thus imperative that educators and educationists in the educational institutions in 

Nigeria should strive to inculcate the above philosophies into Nigerian students for 

onward reflection in the various sub-sectors of the Nigerian economy. The learners 

(students) should not be forced to accept the above goals against their wishes but be 

made to see reasons for inculcating them. Education is the bedrock of any thriving 

society, but unfortunately, ours is in a serious dilapidated state and needs urgent 

revolution and transformation. For us to achieve this, we need to look at it from a 

holistic view. 

 

Educational Leadership 

The notion of educational leadership is universally acknowledged as an authoritative 

source of information about teaching and learning, new ideas and practices relevant to 

practicing educators, and the latest trends and issues affecting education (Omenyi, 

2007). In other words, it is the process of enlisting and guiding the talents and energies 

of teachers, pupils, parents, administrators and other stakeholders towards achieving 

common educational aims. Omenyi (2007) sees educational leadership as leadership 
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influence through the generation, dissemination of educational knowledge and 

instructional information. He also maintains that the leader should encourage 

professional development of teachers and other staff. 

In the education sector, all those who have the capacity to effect change in the 

sector (including those holding non-executive positions, such as chairman and members 

of council, staff unions and student union leaders, as well as those who are completely 

outside the sector but who can influence change, such as the head of a National Quality 

Assurance Agency) can be categorized as leaders (Holbeche, 2006). The success and 

future of the Nigerian education system depends on the quality, commitment and 

stability of its leadership. A good leader in the education sector is one who can be able 

to couch a vision for his/her institution and bring about change in a consultative 

manner. The person should be a strategic thinker, has reputation for integrity, fair but 

equally bold and firm in making final decisions. The person should be able to defend 

academic freedom and promote accountability, ensure meritocracy, strive for 

excellence, and have a strong personality and capacity for hard work. 

Education leadership is a duty and call to service which is fundamentally 

enshrined in giving qualitative and functional public services (both to the school and its 

environment). Technorati (2011) affirms that educational leadership is multifaceted and 

involves various challenges and approaches at different times. The need for effective 

and efficient educational leadership in moving third world nations forward cannot be 

over-emphasised. It is really an imperative, if success and breakthroughs must be 

achieved in teaching and learning, and facilitation of variables for the attainment of 

national goals, globalisation and stimulating knowledge and technology based 

economy. 

 

Qualities Expected of an Educational Leader 

The success of any nation hinges on the quality of educational leadership provided by 

the educational leaders. A leader with vision has a clear, vivid picture of where to go, 

as well as a firm grasp on what success looks like and how to achieve it. The vision 

should be simple, easily understood, clearly desirable and energising. But it is not 

sufficient to only have a vision; leaders must also share that vision and act upon it. Jack 

Welch, former chairman and CEO of General Electric Co., did mention that "Good 

business leaders create a vision, articulate the vision, passionately own the vision and 

relentlessly drive it to completion" (Tichy and Charan, 1989). Therefore, any 

educational leadership that lacks these abilities is bad and unprogressive. A leader must 

be able to communicate his or her vision in such a manner that causes followers to buy 

into it. He or she must communicate clearly and passionately, as passion is contagious. 

A qualitative educational leader should be effective. An effective leader proves 

him/herself through performance in the running of the educational organisation. A good 

leader must have the discipline to work toward his or her vision single-mindedly as 

well as to direct his or her actions and those of the team towards the goal. Action is the 

mark of a leader. A leader does not suffer "analysis paralysis" but is always doing 

something in pursuit of the vision and inspiring others to do the same. 

 

Present Leadership of the Nigerian Education System 

It is evident that a major challenge to the Nigerian nation is the shortage of good 

leadership. There is a deficit of role models: people who are ready to serve, to impact 

on lives positively and to achieve results right from the family to the national life. Lack 

of basic amenities and infrastructure as well as bad educational system and violation of 

professional standards had inhibited growth in the nation. The country‘s leadership is 
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consistently mortgaging the future of its youth by promoting primitive wealth 

acquisition, cultural devaluation and erosion of values. In the present day and age, the 

development of a nation has to do with growth, in terms of human capital, economy, 

social improvement, democracy-building, national defense, to mention just a few. Good 

Leadership is needed as a key to sustainable economic growth and development. It is 

public knowledge that, for decades, leadership of the Nigerian education system has 

often displayed lack of efficiency, competence and quality. Indeed, excessive and 

unnecessary bureaucracy as well as issues of kinsman-ship (parochialism), ethnicity 

and mediocrity had been allowed to predominate in, as well as encumber, the country‘s 

education sector. The main motive of the Nigerian leadership appears to have been self-

enrichment rather than self-less service in the overall interest of public good.   

The leadership of the Nigerian education system uses their position to force 

unqualified teachers on the system, thus sacrificing merit for mediocrity. A sensitive 

issue that crippled the development of education is the manner and the way politicians 

influence the recruitment of teachers   (Clark, 2013). It is also disheartening that, rather 

than seek to possess relevant professional competencies, the generality of learners in 

the training institutions tend to be more attracted to sheer paper certificates and 

qualifications. It is also pertinent to note that contemporary Nigerian politics is hardly 

anchored on ideas, values and imagination, but rather as a function of manoevres, 

intrigues, plots, paranoia, betrayals, cynicism and game-playing. Leaders have not been 

able to generally incorporate values of probity into their private and public lives. They 

do not serve their nation truthfully and honestly. In Nigerian schools today, admission 

into universities, polytechnics, colleges of education, secondary and primary schools 

are sometimes guided by politics and not academic performance. Parents today use 

their political offices or influences for the education of their children. Policy 

inconsistency, the dearth of qualified teachers, poor and inadequate infrastructure, 

inadequate funding, exorbitant tuition fee regimes, among others, have contributed 

towards lowering the educational standard in Nigeria. A number of factors have 

contributed towards the increase in bad leadership in virtually all political offices of the 

federation. These factors include: illiteracy and corruption.  

 

The Effects of Bad Leadership on the Nigerian Education System 
 If education is always to be conceived along the same antiquated lines of merely 

transmitting knowledge, then perhaps there is little to be expected from it in terms of 

improving a nation‘s future. It is futile to merely transmit knowledge, if the nation‘s 

total development potential is under-achieved. The trouble with the Nigerian education 

system perhaps lies simply and squarely with the failure of leadership. It must be noted 

that Nigeria as a nation has never been in short supply of leaders, but what has been in 

short supply are patriotic leaders who can provide the nation with a clear sense of 

direction. Real leaders look for the best and the most qualified personnel/applicant for 

official responsibilities. Such leaders tend to think in terms of unity, rather than to 

selfishly balkanise the people or suppress their best talents. They do not use emotion, 

ethnicity, gender or religion to mystify or manipulate.  

The Nigerian problem is the unwillingness or inability of her leaders to rise to 

the responsibility and challenge of personal example which is the hallmark of true 

leadership (Achebe, 1983:1). The following factors contribute to the leadership 

problem in the education system: the pervasive corruption in the land; erosion of the 

value system, the lack of good governance, bad policy implementation, and the undue 

importance placed on sheer paper qualifications. Almost all the stakeholders in the 

nation‘s education system have a share of the blame; that is, including the government, 



GEN 2021, South Africa: Conference Proceedings 

Page - 110 - 
 

administrators, students and the society. The contemporary Nigerian society no longer 

respects merit and hard work but rather, easy access to, and admiration for, 

unaccounted wealth, the culture of lawlessness, and a faulty value system. Students and 

other stakeholders adopt short measures towards addressing the myriads of problems. 

This can be seen in the rather high prevalence of examination malpractices, the 

recruitment of unqualified teachers, inadequate funding and, where funding is 

available, outright embezzlement and corruption.  

Stakeholders in the educational system, other than the leadership, are equally 

guilty. The teachers and the school administrators try as much as possible to survive 

from the difficult larger economic environment by compromising standards. This is 

compounded by the fact that most of them are not qualified or trained to be educators 

and teachers. They found their way to the classrooms by accident. Moreover, they are 

equally products of the same faulty education system. As for the students, they see what 

the elders do and the value system common in the society. Their parents and the 

society do not see anything wrong in falsehood, seeking short cut to success, 

corruption, lying, cheating and over reliance on results instead of a sustainable process. 

A society that sees certificate as sources of status symbol, assess to wealth and 

recognition. A society that does not question the process but accepts the product no 

matter how ethically wrong or bad they appear.  Much emphasis is placed on certificate 

as against morals, skills, values and knowledge. Leaders in the society are not ready to 

make tangible contribution to improve the education system. This is because their 

wards are scattered in virtually all the universities around the globe in United Kingdom, 

United States America, Canada, Australia, New Zealand, South Africa, United Arab 

Emirates, Ghana and Malaysia. The rate of failure of the candidates in the educational 

system is a reflection of not only the students, their teachers, the government and the 

parents but also the society (Ayodele, 2004). The students have neglected reading and 

preparation for examinations but have depended more on examination malpractice. It is 

also criminal for the government to fail to observe or implement any known 

recommendation by relevant international bodies concerning appropriate or realistic 

funding of education. It is accepted that the recommendation by such international 

bodies represent acceptable standards in terms of productive investments in the 

education system and establishing an acceptable mechanism for monitoring and 

standardisation of the entire system. Demographically, the bulk of the Nigerian 

population is comprised of youths. Incidentally, they also constitute a large chunk of 

the country‘s labour force and the bedrock upon which to build on in competitive ways 

within an increasingly globalized economic and political system, but they are neglected 

and not adequately catered for by the society. 

Bad leadership is a major factor affecting the Nigerian education policy 

framework and the genesis of the challenges facing the country‘s education sector 

within the past 60 years of post-independence. Consequently, Nigeria‘s education 

sector had witnessed missed opportunities. Education is potentially an engine of growth 

and development that can give the required stimulus to the Nigerian economy. Nigeria 

has neither innovated nor invented the right approach towards tapping the full benefits 

of the education sector (Ayodele, 2004).  There is a nexus between visionary leadership 

and comprehensive national education policy as the roadmap to salvaging Nigeria from 

the current dysfunction of the education sector (Lai, 1995). Nigeria cannot make 

progress without improved education system. Also, the sector cannot advance without a 

well-planned public education system. On the national political front, education should 

become one of the key issues of demand by the electorate. The paradigm must change 

to accord it with the national aspiration demanding a better and more functional 



GEN 2021, South Africa: Conference Proceedings  

Page - 111 - 
 

country. There is the need to canvass that education and in this context, efficient and 

effective national education agenda must become one of the issues that the electorate 

should demand from the country‘s political leadership in the next election. Given the 

deplorable state of the nation‘s public education system, the extent to which those 

bestowed with leadership and governance role responsibilities have evolved credible 

mechanisms of enduring policy, programmes and projects to resolve the multifarious 

challenges, and so forth, is highly questionable. 

 

Suggestions and Recommendations 

For Nigeria to join the emerging global powers and develop her economy, Nigerian 

leaders must look at her educational system. The leadership must do a critical 

assessment of the educational system, look at the problems, and try to find a solution. 

This is the path towards achieving a sustainable, productive and competitive work 

force. The following steps must be taken to resolve the leadership crises in the Nigerian 

education sector. First, an audit or survey of all existing constituent parts of the public 

education system along with the evaluation of the vast potentials must be conducted. 

Such evaluation is necessary to determine what is available, establish the area of their 

weakness and strengths, their potentials and prospects in designing a coherent, 

coordinated and comprehensive strategic developmental plan.  

Secondly, the investment and financial needs of the education sector must be 

determined. This will make the leadership better informed on the nature, characteristics 

and methodologies of running public education business. More importantly, the 

leadership needs to seriously look at our value system and some of the things the 

society promotes knowingly and unknowingly like materialism, pervasive corruption in 

all segment of the society including family units.  

Apart from the country‘s value system, the existing corrupt practices pervading 

the entire system from the government to the teachers and all other stakeholders should 

be arrested and terminated. The leadership should carry out a comprehensive 

restructuring of the education system to lay emphasis on skill, values, scientific and 

technological training, as well as apprenticeship and entrepreneurial training. The 

emphasis on certificates and paper qualifications must be reduced. The ability of an 

individual to solve problems confronting humanity should be given priority rather than 

higher education qualification. Individuals need to seek knowledge and ensure they 

utilize same in solving problems in the larger environment. Whatever is imparted to the 

student in the classroom must be transferrable for the purpose of national development 

in general. There is a corresponding need to build and strengthen social institutions for 

the skill development of the workforce especially in the informal sector. This will 

gradually and ultimately reduce the level of poverty and high rate of unemployment. It 

is becoming increasingly noticeable that the informal sector is the engine room of 

economic development and emancipation.  

Parents and the society should also find a way of encouraging students to 

cultivate a reading culture and the establishment of community base libraries. In 

addition to the educational or training centres catering for the entire population, 

organisations in the private sector should also invest in research and development – as 

the engine of organisational development and competitiveness. The underlying and 

critical foundation must be gotten right, in the wider context of the guarantee of an 

ideal enabling environment for education to thrive and benefit the society. For the 

education sector to grow and develop in qualitative sense, the leadership must end the 

vicious circle of mediocrity, corruption and ethnicity that has been ravaging the sector.  
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It is absolutely necessary for the government, house and business to act affirmatively 

without further delay and also, particularly, investing massively in human capital 

development as the bedrock of national socio-economic growth and sustainable 

development in the long term. 
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Abstract 
The paper reports that managing human resources in education is an essential factor of 

production in a school system which is capable of ensuring other efficient use of 

physical and material resources that are dependent on how well the human factor is 

productively used and in turn identify rudiments of proper management of school 

resources that will lead to speedy growth and development. It further ascertained that 

staff and students' welfare is an important feature of the education system and it is the 

responsibility of the administration of any educational organisation to ensure the 

proper motivation and well-being of its staff. The government should select and train 

principals as human capital managers who will carry out effectiveness and efficiency 

tests that review the performance of educational workers. The paper concluded with 

strategies for improving headteachers and principals and for ensuring a healthy mind 

for the human resources in the administration of educational workers. 

 

Keywords: Managing Human Resources, staff, Administrators. 

 

Introduction 

Education is considered paramount among all human activities, especially in this period 

of Coronavirus pandemic, stagnated unemployment, economic globalization, and 

technology-driven environment. Education is no doubt, a major tool for the 

development of human capital and personal socio-economic empowerment. It is in 

recognition of this that both State and Federal governments are committing immense 

resources to ensure adequate provision of education for their citizenry. This calls for the 

effective administration of educational resources, especially human resources, if the 

aim of education would be achieved.  

It is in high demand by many educationists in Nigeria to have dynamic 

principals who possess the ability to search for professional growth. This growth 

coupled with development becomes necessary for school administrators to know the 

rudiments of proper management of school resources. This is because education serves 

as a power-catalysing agent. It provides mental, physical, ideological, and moral 

training to individuals, to enable them to have full consciousness of their purpose in life 

and equip them to achieve that purpose. 

Many Nigerian youths are idle and some are involved in various vices due to 

unemployment. The Ministry of Education noted that the poor quality of graduates is 

worrisome since secondary education could not guarantee development, self-

employment, and professionalism among the secondary school leavers. To address 

these issues, many factors must come into play, as the success of any educational 

system depends on the quality and quantity of its factors of production, human and 

material resources. Of all these factors, human resources appear to be the most 

important because without human efforts, all other factors remain inept.  

mailto:Muyiwa.ajmuse@fuoye.edu.ng
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The Concept of Human Resources  

Historically, the term human resources was first coined in the 1960s when the value of 

labour relations began to garner attention and when notions such as motivation, 

organizational behaviour, and selection assessments began to take shape. Specifically, 

‗human resource(s)‘ has been used to describe both the people who work for an 

organization on one hand and the department in an organisation that is responsible for 

managing the resources related to employees on the other hand.  

 

1. Human resources as the people who work for an organization 

Human resource as a term does not have a single universal definition. Thus, authors and 

human resource professionals have variously defined the concept. 

 A human resource person is a single person or employee within an organization 

and part of the overall personnel or workforce of the company (Hearthfield, 

2020). A human resource is one person within a company's overall workforce, 

with each person lending their skills and talents to the organization to help it 

succeed. Any person willing to trade their labour, knowledge, or time for 

compensation to improve the organization is a human resource. It doesn't matter 

if they're part-time, full-time, freelance, or contract employees. 

 Also, a human resource is the entire workforce of an organisation that makes 

use of other resources such as raw materials, funds, equipment, facilities, and 

technology to achieve the set goal.  

 Human resources refer to the set of people who make up the workforce of an 

organisation, business sector, industry, or economy.  

 This is the term the economists referred to as ‗human capital.‘ Human capital is 

a term that economists invented to refer to the productive skills and technical 

knowledge of workers. It includes individuals‘ knowledge, skills, abilities, 

values, and motivation that they have to apply their skills to the organization‘s 

goals.  Economists and business professionals call these individual 

characteristics human capital to emphasize the importance of employee skills 

and abilities and the need for organisations to invest in them, just as they do in 

physical capital to enhance their success. As we move into the knowledge 

economy, human capital has become far more important than physical capital 

(machinery and equipment) in producing value. 

 In public education, human capital is likely to be even more important to 

organizational performance.  Education is a human-capital-intensive enterprise, 

with around 80% of most school district budgets spent on staff salaries and 

benefits. Most of the key processes of learning are guided and influenced by the 

staff that interacts with children daily. In particular, teachers are a key source of 

value in public education. After more than a decade of research on ―value-

added‖ measures of teacher effectiveness, most researchers believe that the 

quality of a student‘s teacher is the most important influence a school can have 

on its students. In turn, it is also becoming clear that school administrators – 

especially principals - play a key role in attracting, retaining, and developing 

quality teachers. 

 

Thus, employees must be hired, satisfied, motivated, developed, and retained to achieve 

a set goal. 

2. Human resources as a department in an organisation 

Human resources can also be viewed as a department that is responsible for employee-

related matters in an organisation. 
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 Cambridge Dictionary defines a human resource as the department in 

a company that is responsible for dealing with employees, for example, by 

employing them, training them, dealing with their problems, and managing their 

records.  

 The human resources department is the department that takes care of the most 

important assets (employees) of an organisation in its day-to-day activities. 

 Also, the human resources department referred to the department or support 

systems responsible for personnel sourcing and hiring, applicant tracking, skills 

development, and tracking, benefits administration, and compliance with 

associated government regulations. 

 A human resources department is the section in an organisation that manages its 

human resources. Some organisations call this department Human Resource(s) 

Department (HRD) or Personnel Management. It is a Department that oversees 

everything related to an organisation‘s human capital on behalf of the 

organisation. The Department is headed by a senior professional staff often 

referred to as Human Resource(s) Manager, Human Resources Director, or 

simply Personnel Officer/Manager. In large companies, different functions are 

managed by different HR professionals who report to the HR Director or 

the HR Manager - Senior HR Manager, HR Executive, Payroll Manager, HR 

Analyst, HR Assistant, Recruitment Manager, Talent Acquisition Manager, HR 

Advisor, HR Recruiter, HR Generalist, HR Specialist, HR Administrator, HR 

Administrative Assistant, etc.   

 

It is very important to stress that humans (employees) in organisations need more 

management than other resources. This is why a whole department is often devoted to 

them for effective management. The human resources department is trained to handle 

issues that are related to recruiting and hiring employees, compensation and benefits, 

training and development, promotion, upgrading, transfer, retirement plans, employees‘ 

relations, and so on. 

 

Human Resources in Education  

The resources of an organization or person are the materials, money, and other things 

that they have and can use to function properly. A country's resources are the things 

that it has and can use to increase its wealth, such as coal, oil, or land. Resources refer 

to a stock or supply of money, materials, staff, and other assets that can be drawn on by 

a person or an organization to function effectively. Human resource division is an 

essential part of any organization. The members of staff working in this section are 

usually called human resource managers. The responsibilities of these managers are 

planning, recruiting, selection, induction, training, developing, ensuring safety, 

determining compensation packages, and smoothing the career path of personnel 

working in the organization.  

Human resource managers in educational organizations also perform these 

common jobs. Apart from these, there are other human resource managers in education. 

The core responsibilities of human resources managers in education are unique and 

different from other organizations.  

In education, the human resources are principals, their deputies, Heads of 

Department, teachers, parents, and guardians. Their core responsibilities are to manage, 

nurture, educate and prepare the prospective human resources of the society. These 

prospective human resources are the students who will lead the country, society, and 

family. Their innovation will take the country to its great height. The prosperity of a 

https://dictionary.cambridge.org/dictionary/english/department
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country is largely determined by the quality of these resources. The people who are 

responsible for developing these prospective human resources are the greatest persons 

of the country and society.  

 

Different Groups of Human Resources (Personnel) in Schools  

The personnel in schools are otherwise known as human resources or human capital. 

These members of staff are hired to make use of other resources to attain the goals of 

education in their respective schools. The resources they make use of include materials, 

facilities, funds, infrastructures, and Information Communication Technology. The 

personnel groups in a school are two as explained below: 

1. Students: There are different categories and levels of students in a school. 

Ideally, students are not supposed to be categorised as part of the human 

resources in schools because they are not personnel or employees yet; they are 

more of raw materials or trainees. However, students are enlisted into the 

human resources in schools because they are humans or personnel-in-training. 

Thus, schools cannot function without them. The members of staff are 

employed in schools because of the students and not the vice versa. They need 

to be carefully managed within the ambit of law more than the inanimate 

facilities in schools.  

2. Staff: The members of staff are made up of two groups:  

i. The Skilled Staff: The skilled members of staff are made up of the 

workers who have acquired degree certificates through rigorous 

academic training from universities, Polytechnics, mono-technics, or 

Colleges of Education. They include: 

a. The school Head. 

b. The Vice-Principals (Academic and Administration) and Assistant 

Heads Teacher. 

c. Heads of Department of various disciplines.  

d. Teachers of various subjects. 

e. Non-teaching staff – such as Bursar, Librarian, Farm Manager, etc.  

ii. Unskilled Staff: These are members of staff whose jobs require no 

degree or simply the acquisition of certificates of training. They include 

drivers, night guides, gardeners, cleaners, clerical officers, among 

others. 

iii. Contract Staff: There are members of staff that are hired as skilled and 

unskilled labour in schools. Contract members of staff are not on the 

payroll of the school. They are simply hired to augment the inadequate 

number of permanent staff in the school.  

 

The students are the recipients of education given through the various contributions of 

the skilled and unskilled members of staff in schools. It is the responsibility of the 

school head to supervise other members of staff and make use of other resources to 

ensure compliance with the teaching-learning process in the school. Management of 

human resources in school is not an easy task. For members of staff to give learning 

instructions efficiently and effectively, they need to be managed by making provisions 

for their professional training and development. This will enhance their skills and 

teaching methods for the objective of education to be achieved. The above assertion 

invariably depends on the school administrators‘ ability to harness the human resources 

available in school organizations. More so, the global challenge of unemployment 



GEN 2021, South Africa: Conference Proceedings  

Page - 117 - 
 

demand much skill acquisition. Looking at the environmental factors around us, 

Nigeria society may not deliver without human empowerment. 

In education, the effectiveness of principals in managing the recruitment and 

advancement of teachers will contribute to improvements in student learning. One of 

the key ways these managers influence performance is through human capital 

management: the attraction, development, and retention of the employees towards the 

school's needs.   

 

The Roles and Importance of Human Resources Management in Schools  

Human Resource Management can be defined as: 

 the effective management of people in an organisation. Human Resource 

Management helps to bridge the gap between employees‘ performance and the 

organisation‘s strategic objectives.  

 the practice of recruiting, hiring, deploying, and managing an organization's 

employees.  

 the process of employing people, training them, compensating them, developing 

policies relating to them, and developing strategies to retain them. 

 a strategic and comprehensive approach to managing people, the workplace 

culture, and the environment. 

 the organizational function that manages all issues related to the people in an 

organization. It includes compensation, recruitment and hiring, performance 

management, organization development, safety, wellness, benefits, employee 

motivation, communication, policy administration, and training (Heathfield, 

2020).  

 planning, organizing, directing, controlling of procurement, development, 

compensation, integration, maintenance, and separation of human resources to 

the end that individual, organizational and social objectives are achieved 

(Edwin 2014). 

 that part of management which is concerned with people at work and with their 

relationship within an enterprise. It aims to bring together and develop into an 

effective organization of the men and women who make up an enterprise and 

having regard for the well-being of the individuals and working groups, to 

enable them to make their best contribution to its success (The National Institute 

of Personnel Management of India 1986). 

 

Human resources are the most valuable assets of any organisation. This is because 

employees are the most valuable capital that have different abilities, skills, and 

knowledge that create added value for organizations. Investment in education often 

leads to greater efficiency of employees and the development of society. Thus, the 

importance of investment in people cannot be overstressed.  

 

The Roles of Human Resources Management in Schools  

Human resources management is a key to the attainment of the goals of schools. Some 

of the roles of human resources management in schools are the following: 

 

Strategic Role: Human resources are critical for effective educational functioning. 

Strategically, human resources must be viewed in the same context as the financial, 

technological, and other resources that are managed in any organization. Specifically, 

the strategic roles of human resources management in schools include recruitment, 

selection, supervision, induction, motivation, provision of facilities and conducive 
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environment, as well as training, development, appraisal, and promotion of staff. These 

activities are to enhance the commitment of the staff for effectiveness and efficiency in 

schools. It also represents a significant investment in educational efforts. If managed 

well, human resources can be a source of competitive strength for education.  

 

Operational Role: Operational activities of human resources management in schools 

are both tactical and administrative. Human resources management is interested in 

compliance with equal employment opportunities and observation of labour laws. For 

example, applicants must be oriented to the organizations, supervisors must be trained, 

safety problems must be resolved; wages and salaries must be administered. A wide 

range of activities typically associated with the day-to-day management of people as 

provided by laws and regulations must be performed efficiently. It is this collection of 

activities that have often been referred to as the personnel function. 

 

Functions of Human Resource Management in Schools 

Human resource management performs the following functions in schools: 

 Procurement of staff 

  Staff maintenance      

 Staff relations 

 Staff development 

 Job performance reward 

 

Procurement of Staff: Human resource management functions start with the process 

of recruitment and selection by which educational institutions get the best personnel 

to interpret and implement the curriculum programmes. Staffing of schools is a job 

performed by the ministry of education through its agencies in the Federal and State 

government. Procurement of staff in education deals with obtaining people with 

appropriate and necessary skills, abilities, knowledge, and experience to fill the vacant 

teaching positions in schools. 

 

Staff Maintenance: Staff maintenance is all about making the work environment 

conducive for workers in terms of promotion, transfer, motivation, staff safety, 

security, and health services. It is pertinent that educational establishments have sound 

policies in respect of staff transfer and promotion to ensure that justice and fairness 

prevail in dealing with staff. As the works to be performed in the school are important, 

the moods of the employees to perform the jobs are equally important. For maximum 

and productive goal attainment, the school head must ensure the comfort and happiness 

of the workers. This can be done through prompt payment of salary and ensuring a safe 

and healthy working environment. 

 

Staff Relations: There must be a good communication network in the school to 

enable workers to be constantly informed of the progress being made. Workers should 

be encouraged to participate in planning and decision-making in the school. Workers 

should be encouraged by recognizing the staff as human beings with feelings, interests, 

needs, and emotions and treating them as such with fairness and respect. 

 

Staff Development: This is the process of appraising staff performances and identifying 

their key skills and competence that need development or training to improve their 

skills for better performance. It involves providing development programmes and 

training courses that are suitable for the programmes. The success of an educational 
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organization hinges on the strengths and qualities of the staff members. There is a need 

to change through training and to improve and grow incompetence. This can be done 

through in-service training, conferences, workshops, and seminars. 

 

Job Performance Rewards: This involves the design and administration of rewards 

for jobs performed. Management, the ministry of education, and its agencies must take the 

issue of the reward system very seriously. Staff performance would increase 

substantially if they are adequately compensated according to the quality and quantity 

of work done. Members of staff that are not motivated are prone to corruption.  

    

Importance of Human Resource Management in Schools 

1. Strategic Management: This is an important aspect of any organisation that 

plays a vital role in human resource management. Human Resources (HR) 

managers manage strategies to ensure the organisation reaches its business 

goals, as well as contribute significantly to the corporate decision-making 

process, which includes assessments for current employees and predictions for 

future ones based on business demands. 

2. Benefits Analysis: HR managers work towards reducing costs, especially, with 

recruitment and retention. HR professionals are trained to conduct efficient 

negotiations with potential and existing employees, as well as being well-versed 

with employee benefits that are likely to attract quality candidates and retaining 

the existing workforce. 

3. Training and Development: HR managers contribute significantly to training 

and development programmes. They also play a pivotal role in strengthening the 

employer-employee relationship. This contributes to the growth of employees 

within the company, hence enhancing employee satisfaction and productivity. 

4. Interactivity within Employees: HR managers are responsible for conducting 

activities, events, and celebrations in the organisation which gives way to team-

building opportunities. Moreover, it enhances interactivity within employees 

and instills a sense of trust and respect among peers. 

5. Conflict Management: The department to go to when any kind of professional 

conflict arises between employees is HR. They ensure that issues and conflicts 

are resolved effectively, approaching the problem with an unbiased attitude and 

encouraging effective communication to reach a solution. In addition, they help 

employees to understand various ways of developing effective work 

relationships and the importance of not letting personal judgement affect their 

behaviour. 

6. Establishing a Healthy Work Culture: A healthy work culture is pivotal to 

bringing out the best in employees. HR managers contribute significantly to 

setting up a healthy and friendly work culture which further translates into 

better productivity among employees. 

7. Compliance: HR professionals work towards making the organisation 

conformable with employment laws, as well as maintaining records of hiring 

processes and applicants‘ logs. 

8. Other Importance of Human Resources Management in Schools are: acting as 

the intermediary between the Government or the employer and the members of 

staff, curb of indiscipline, security of lives and properties, etc.  
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The Roles of Head Teachers in Human Resource Management 

 

In loco parentis 

In loco parentis refers to the legal responsibility of the Headteachers and other 

members of staff to take on some of the functions and responsibilities of a parent. ‗In 

loco parentis‘ is a Latin word that simply means to be acting in the place of a parent. In 

other words, it means to assume parental obligations and duties and exercise rights of 

parenthood over young people without necessarily going through the formalities of 

legal adoption. It describes child-parent relationships between the students and the 

teachers. Parents send their children to schools intending to be given formal education 

under the care of teachers. The school heads are to play the roles of parents in their 

absence. Headteachers are stewards of learning and managing supervisors of their 

schools. They provide vision and leadership to all stakeholders in the school and create 

a safe and peaceful environment to achieve the mission of learning and education at the 

highest level. They guide the day-to-day school business and oversee all activities 

conducted by the school. They bear the responsibilities of all decision-making and are 

accountable for their efforts to elevate the school to the best level of learning 

achievements for the students, best teaching skills for the teachers, and best work 

environment for support staff. In other words, they are to act in the best interests of the 

children who are pupils or students under them as if they are their parents. They are to 

ensure their protection and non-violation of the student's civil rights and liberty.  

Human resource management in education is a set of practices and methods 

of integrating and maintaining the staff in schools so that they can achieve the purposes 

and goals of their establishments. Also, human resource management is the motivation 

and coordination of the activities and effort of the teachers in schools to obtain 

maximum output from them and consequently achieve the goals of education 

optimally. 

The word ‗head teacher‘ is synonymously used as headmaster, headmistress, or 

school head. A headteacher is the most senior teacher and leader of a primary school 

who is responsible for the education of all pupils, management of staff, and policy-

making for the school. The headteacher is the staff member of a school with the 

greatest responsibility for the management of the school. 

 

The Head Teacher performs major roles to facilitate teaching-learning processes to 

ensure the attainment of educational goals. These roles include:   

a. Planning: Planning is the first and foremost duty of the head of a school. The 

school head has to plan several things in the school with the co-operation of the 

teachers, the pupils, the parents, and the general public. Planning is a process 

that goes on throughout the year. It consists of the following phases: 

(i) Planning before the Opening of the School: The headteacher has to plan 

several things in the school. He will chalk the policies and rules of 

admission. Dates of admission are to be publicized. He should convene 

the meetings of the staff and discuss with the teachers their activities and 

programmes for the whole year. Thus, the school calendar may be 

prepared in advance. When the need arises, the school head will have to 

arrange the recruitment of new staff before the resumption of the school. 

The school head must also check that the whole school plant is in proper 

shape and the equipment is adequate. He must also see that various 

registers needed for different purposes are there in the school. 
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(ii) Planning during the First Week: In the beginning, the school head has to 

set the school machinery into motion. Work allotment to the teachers is 

an important function of the headmaster. He should urge the teachers to 

balance class sizes and classify students into suitable groups or sections. 

Preparation of time-table general, teacher-wise and class-wise, is another 

important activity to be done. Unless the timetable is prepared, it is not 

ideal to start school works. A general assembly of the students may be 

convened and instructions need to be given to the students. Also, the 

prescribed textbooks are to be announced. 

(iii) Planning During the Year: As the classes start, the school head starts 

attending to each activity to be done. The headmaster has to prepare the 

budget for the year keeping in view the estimated expenditure in the 

session. 

(iv) Planning at the End of the Year: The school head will ask the teachers to 

prepare reports of the activities done during the year. Various records 

have to be completed. Holding of valedictory and annual functions have 

to be planned. 

(v) Planning for the Next Year: The school head should convene staff 

meetings and appraise the new year‘s work. In light of this appraisal, 

next year‘s work has to be planned. 

b. School Organisation: The school head is not only to plan activities theoretically 

but he has to give them practical shapes in the following areas:  

(i) Organizing Instructional Works: The head of a school must organize the 

instructional works. He has to direct the teacher to divide the year‘s 

work into smaller units. This will also involve the formulation of 

objectives, selection of methods of teaching, classification of pupils, 

framing of time-table, among others. 

(ii) Organizing Co-curricular Activities: The school head must organize the 

activities of the school with the co-operation of staff and students. There 

are so many school activities like sports, scouting, girl-guiding, red-

cross, Parent-Teacher Association (PTA), a celebration of religious and 

social functions and festivals, etc. 

(iii) Organizing the School Plants: The school head is to organize the school 

plants so that they will be properly maintained, equipped, and put to 

maximum use. Classrooms, libraries, and laboratories are to be well 

furnished. Repairing may be done whenever needed.  

(iv) Organizing School Office: The office work must also be properly 

organised. Routine work, registration, correspondence, maintenance of 

accounts, and the like have to be organised so that office work will be 

done regularly and efficiently. 

c. Teaching: The school head must share instructional works with the teachers. He 

should consider himself the first and the last teacher. His teaching should be 

exemplary. Through this exemplary activity, he keeps in touch with the work of 

the teachers and the achievements of students. The school head should 

understand the problems of the teachers and the pupils better when he teaches.  

d. Supervision: The head of a school should not simply sit in his office. He should 

supervise the work of the school here, there, and everywhere. He should 

supervise instructional works. He may have a round of the classrooms. 

However, it is not to be a fault-finding business. The school head should 

supervise the activities going on in the playground, hall, art room, library, 
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workshop, etc. He must supervise the proper use and upkeep of school 

materials. In general, he should supervise the behaviour of students; provide 

facilities for them to maintain the cleanliness of the school premises, etc. 

e. Guidance: The school head is not simply a fault finder. Wherever he finds 

defects, errors, and inefficiency, he should show the correct path to the teachers 

or students. He must guide the teachers in the methods of teaching and 

organisation of activities. Besides, students are to be guided by him in matters 

of study, activities, and personal difficulties. A guidance cell may be organised 

in the school. Besides, the headmaster has to guide parents and higher 

authorities, among other stakeholders. 

f. Maintaining Good Relations: The reputation of the school head and the school 

mostly depend on the relations that he maintains with the staff, students and 

their parents, and the host community. 

i. Relations with the Staff: The head of a school must work with a team 

spirit and he should regard the teacher as his co-worker. He should not 

have a bossy tendency. He must give due regard to the teachers, their 

views, and their problems. 

ii. Relations with the Pupils: The school head should remember that the 

teachers, the school and he are all meant for the pupils. He must attend 

to their genuine difficulties and render necessary assistance. He must 

provide proper facilities for their learning. 

iii. Relations with the Parents: The headmaster must maintain the link 

between the parents and the school. They may be invited to the school 

on important occasions. He should organize a parent-teacher association 

in the school. When the parents come to school they should be treated 

with courtesy and be given due respect. 

iv. Relation with the Community: The school is meant for the community 

and must be made a community centre. Several community activities 

may be launched by the school head on behalf of the school. Community 

members may also be invited to the school on certain occasions. 

g. Role in General Administration: As the head of the school, the school head is 

responsible for all that is being done in or by the school. He is to issue 

necessary orders and ensure compliance. He must see that the teachers and the 

pupils attend their duties punctually and regularly. He must ensure that the 

human and material resources of the school are adequate. Purchases should be 

made wherever needed following the prescribed official information and 

correspondence. 

 

The Roles of School Principals as Human Resource Managers in Schools  

School principals are stewards of learning and managing supervisors of their schools. 

They provide vision and leadership to all stakeholders in the school and create a safe 

and peaceful environment to achieve the mission of learning and educating at the 

highest level. They guide the day-to-day school business and oversee all activities 

conducted by the school. They bear the responsibility of all decision-making and are 

accountable for their efforts to elevate the school to the best level of learning 

achievements for the students, best teaching skills for the teachers, and best work 

environment for support staff. 

The school Principals are responsible for the management of human and 

material resources under their jurisdictions to ensure effective teaching and learning in 

the schools. Generally, the Principal is responsible for the following:  
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 The detailed organization of the school. 

 The development of the instructional programme. 

 The assignment of duties and the supervision of members of his staff. 

 The general operation of the school facilities. 

 

The amount of time a Principal devotes to administrative duties varies according to the 

size and grade level of the school, the amount of time released from teaching, and the 

demands of a particular year.  

Specifically, the roles and responsibilities of secondary school principals as human 

resources managers are the following:  

 

1. Leadership and Climate: 

a)  Continually endeavour to improve the operating effectiveness of the school for 

which he is responsible. 

b) Being informed of current practices and techniques relating to school, 

programmes, teaching, and administration by attending meetings and 

professional development conferences and reading professional materials. 

c)  When not involved in teaching duties, to devote as much time as possible to the 

supervision of the school; observing methods of instruction and endeavouring to 

improve the efficiency of the staff and the school in general. Keep the Ministry 

fully advised as to the conditions and needs of the school.  

d)  Suggest appropriate changes in and ensure adherence to approved policies, 

practices, and procedures within his area of responsibility. 

 

2. Programming: 

a)  Co-ordinate and foster the development of programmes within the school to 

best meet the needs and interests of the students. This includes the 

establishment, supervision, and evaluation of special education programmes 

where a child needs one. 

b)  Assist the teaching staff in the development, implementation, modifications, and 

selection of curriculum materials and keep the Ministry informed as to any 

modifications in or substitution of approved courses. 

c)  Develop and support a high degree of student morale through curricular and 

extracurricular activities and services and coordinate the participation of all 

members of the teaching staff in the extracurricular programme. 

 

3. School Organization and Staffing: 

a)  Participating in the selection of professional, clerical, and support staff. 

b)  Be responsible for the preparation of timetables, class lists and schedules, and 

supervision schedules and be responsible for their functioning. 

c)  Hold regular staff meetings to discuss educational and administrative matters. 

d)  Be responsible for the proper registration and transfer of students in the school 

and the maintenance of up-to-date student cumulative records. 

e)  Maintain or direct the maintenance of other records and files and the preparation 

and submission of reports as required. 

f)  Establish appropriate procedures for the control of all school textbooks, 

materials, equipment, etc. 

g)  Where there is no Vice-Principal, designate a member of the teaching staff of 

that school to assume the duties and responsibilities of the Principal in the 

Principal's absence and inform the staff of the person designated. 
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4. Professional Development: 

a)  Promote the professional and academic growth of his staff through staff 

meetings, in-service training, and personal contact. 

b)  Take an active role in the selection, planning, and implementation of 

professional development activities for the staff in cooperation. 

 

5. Staff Supervision and Evaluation: 

a)  As building administrator the Principal is responsible for the daily supervision 

of the school, its students, facilitators, professional and support staff, volunteers, 

and personnel from outside agencies. 

b)  See that every teacher shall be on duty in the school. 

c)  Evaluating the effectiveness of each member of the staff following the 

establishment plan and shall forward written reports to the Ministry. 

d)  See that instructions are prepared for the guidance of substitute teachers. 

 

6. Student Control and Supervision: 

a) Establish a climate in which students can develop self-discipline. 

b) To have disciplinary authority over each student while on school premises, while 

going to and from school, while riding on school buses, and while taking part in 

authorized school activities. 

c) To have authority over activities sponsored and conducted by the student 

organizations of his school. 

d) Be responsible for the provision of supervision of students and student activities 

in the school buildings, on school grounds, while loading or unloading from 

school buses, or involved in field trips or other student activities sponsored by 

the school. 

e) Work cooperatively with outside agencies such as Community Health Services, 

Children's Aid Society, Child Care, and Development Services, etc. 

f) Refer to the Public Health Centre any child who appears to have a communicable 

disease or to require attention for other health reasons. 

g) The Principal shall be present with Police Officers if they interview pupils in the 

school. 

h) See that no pupil is allowed to leave the school grounds on errands without his/her 

express permission. 

 

7. Student Evaluation and Reporting: 

a)  To familiarize himself with the general pupil progress and to assist in its 

improvement. 

b)  Co-ordinate and/or direct the evaluation of student progress and achievement 

and the provision of regular reports to parents as required by Board Policy. 

 

8. Communication and Public Relations: 

a)  Maintaining communications with parents or guardians regarding the total 

school programme, student achievement, placement, and behaviour. 

b)  Informing parents of school activities through newsletters, information nights, 

parent/teacher conferences, etc. 
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9. Budgeting and Buying: 

a)  Be responsible for the administration of the instructional supplies budget for the 

school and the safekeeping of monies or materials that belong to the school or 

the school division. Establishing the procedures for the purposes and receipts of 

materials and supplies necessary to support the instructional programmes. 

Ensuring that there is a system of accounting for monies from student activities, 

student fees, gifts, or other funds belonging to the school or any student group 

within the school. 

 

10. Health, Safety, and Plant Supervision:  
a)  Develop and foster a sense of pride and respect for school property so that the 

facility is an attractive place. 

b)  Ensure that all reasonable precautions are taken to safeguard the health and 

general wellbeing of his staff and pupils in his school. To this end, he shall see 

that pupils and staff are adequately trained to make effective plans necessary for 

their safety. 

c)  Establish procedures whereby the access of visitors to the school can be 

monitored and controlled. This would include access by salespersons, guest 

speakers, and former students. 

d)  Organize and supervise patrols where applicable, make readily available first 

aid supplies and treatment. 

e)  Inspect the school grounds and school buildings to see that they are free from 

hazards that might cause accidents and he shall notify the proper authorities of 

any conditions which need to be remedied. 

f)  In the event where damage is serious and appears to have been deliberate, it 

shall be reported to the police in addition to the Ministry. 

g)  Establish effective controls governing the use of any medication and pain killers 

by students in the school. 

h)  Assume responsibility for the general cleanliness and maintenance of his 

school.  

 

Best Practices to Manage Human Resources 

Recent research shows that: 

 the leadership that makes a  difference is both position-based  (principal)  and 

distributive (administrative team and teachers). However, both are only 

indirectly related to student outcomes; 

 organisational learning or a collective teacher efficacy is the important 

intervening variable between leadership and teacher work and then student 

outcomes; 

 leadership contributes to organisational learning, which in turn influences what 

happens in the core business of the school - the teaching and learning.  

 pupils‘  positive  perceptions  of  teachers‘  work  directly  promote  

participation  in  school, academic self-concept, and engagement with school;  

 pupil participation is directly and pupil engagement is indirectly (through 

retention) related to academic achievement. 

 

Onele and Ogbo (2013) revealed some techniques one need to adopt in the personnel 

aspect of management:  

 Conducting job analysis - i.e. determining the nature of each employees‘ job. 
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 Planning labour needs - i.e recruiting job candidates, selecting job candidates, 

orientating and training new employees. 

 Managing jobs and salaries - i.e compensating employees. 

 Appraising performance, communicating - i.e interviewing, counseling, and 

discipline. 

 Training and developing manpower and building employee commitment. 

Human resource development is the development which meets the present need 

of the workers (teachers) as an individual and that of the society at large without 

compromising the ability of future generation to meet these needs. 

 

This calls for the attention of all the stakeholders on the necessity for the effective 

administration of human resources in schools. In the school system, human resources 

deal with both staff and students who come together for the realization of educational 

goals.  

 

Barriers to Human Resources Management in Schools  

There are a lot of barriers to human resources on teaching and learning in schools some 

of which are identified as follow:  

 

i. The Wrong Societal Perception of Teachers: The wrong perception of society 

towards the teaching profession is a major concern and challenge to education. 

Aside from that many parents do not practically want their children to become 

teachers because it is not a lucrative job due to low salaries, the expected respect 

is not given to teachers by the people in the society unlike the honour teachers 

earned during the Colonial era. Many landlords are not even ready to 

accommodate teachers as their tenants.   

 

ii. Indiscipline: There are cases when a student would beat and assault their 

teachers. Some students who indulge in cultism do drink alcohol, smoke 

marijuana, and fight with other students and staff. It is not uncommon that some 

bad students have been caught with dangerous weapons such as daggers, 

cutlasses, guns, and charms to assault teachers for not condoning indiscipline. 

Thus, students‘ misbehavior is one of the major challenges that distract the 

attention of the school heads.  

 

iii. Inadequate Facilities: Inadequate facilities are some of the major problems 

that affect not only the performances of teachers but also effective teaching and 

learning processes in schools. There are inadequate classrooms, laboratories, 

tables, chairs, computers, etc. 

 

iv. Challenges from Parents: Unfortunately, parents who are part of the key 

stakeholders in schools and who are expected to be contributing to the teaching 

and learning process are often found to be accomplices to their children‘s 

misbehaviours in schools. Unfortunately, parents usually do not give maximum 

supports to teachers and school heads towards ensuring the good conduct of the 

children they put in their care. For instance, there have been several cases where 

parents would arrest headteachers for disciplining their children who were 

found guilty of committing some offenses. Some parents even hired thugs to 

beat up teachers or threatened the school heads. Unfortunately, many parents do 
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not see teachers and school heads as in loco parentis. Some parents also do 

withdraw their children at will.  

 

v. Non-Implementation of Policies: Governments' attitudes to teachers are not 

encouraging. In most cases, Federal and State governments are not usually 

truthful to the agreements reached with teachers to curb industrial strikes or 

protests.  

 

vi. Political Interference: Government‘s undue interferences with education is one 

of the major concerns in Nigeria‘s education sector. The government has no 

regard for the rule of law in the Nigerian education system. There have been 

cases where school heads have been removed at will just because they are not 

the favourites of the incumbent government. It is disheartening that selection 

and promotion processes are mostly based on whom you know and not on 

merits. According to Olujuwon (2006), there are situations when a teacher 

would punish a student and the parent, who is an influential person in 

government or a politician would issue an order restraining or querying the 

teacher not to punish the child again. 

 

vii. Socio-cultural and Religious Factors: Nigeria is a multi-religious and multi-

ethnic country as a result of the amalgamation of 1914 by the Colonial masters. 

Thus, religious, ethnic, political, and socio-cultural factors have constituted 

barriers to the effectiveness of the school heads and the attainment of 

educational goals in Nigeria. For example, the use of hijabs by Muslim students 

has caused rancour in some schools in States like Oyo, Osun, and the Northern 

part of the country. Also, when a Christian teacher cites a Biblical example 

during teaching, the students might say he wants to turn the school into a 

Christian school. If it were a Muslim that cites the Quran, they might accuse 

him of attempting to turn the school into a Muslim school. All these militate 

against effective leadership roles in our schools.  It is lamentable that religion is 

being used as a weapon of mistrust among colleagues to violate the principles of 

the Nigerian Constitution of 1999 which provides for religious tolerance. 

 

viii. Poor Working Condition: It is not out of the way if staff expects to be paid 

finance rewards commensurate with the services performed. The ideal thing is 

to have a systematic procedure for establishing a sound reward system and 

structure. A good remuneration tends to reduce inequalities between staff 

earnings, raise their morale, motivate them to work for a pay increase and 

promotions, reduce inter-group friction and employee grievances. Teachers‘ 

salaries are not paid alongside other civil servants and in some cases, teachers are 

owed many months of salary. 

 

ix. Problems of Staffing: The problem of staffing is enormous. There are 

problems with the quality and quantity of staff recruited for schools. 

Particularly, the challenge of whom-you-know is one of the major challenges to 

the recruitment, selection, and transfer process. For example, teachers do lobby 

to stay in the urban areas for self-convenience.  
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Conclusion and Way Forward 

We have considered managing human resources: the roles of headteachers and 

principals. The various functions of headteachers and principals as well as the 

challenges facing them and education in Nigeria, among others, have been observed. 

On this fulcrum, the government can help principals‘ development as human capital 

managers in the following ways:  

1.  The Government should communicate clear expectations about the importance 

of human capital management. 

2.  The Government should develop a best human capital practice model for 

principals. 

3.  The Government should select and train principals for human capital 

management competencies. When assessing principal candidates, selection 

committees can look for examples of leadership activities the candidates 

demonstrated as teachers for indications of potential (e.g., how a teacher helped 

another develop). Some likely competencies hiring teams might consider are: 

i. Ability to analyse school goals and translate them into what staff needs 

to know and be able to do. 

ii. Knowledge of what good teaching looks like, how to assess it, and talk 

about it. 

iii. Ability to provide specific, honest, and useful feedback about job 

performance. 

iv. Understanding how to coach and motivate people to improve 

performance. 

v. Ability to understand and respond to the different developmental needs 

and interests of teachers based on their performance and their stage of 

career. 

vi. Ability to learn about and understand individual staff members‘ 

interests, concerns, and values. 

vii. Ability to share leadership and decision-making. 

viii. Ability to assess and act to improve school working conditions. 

ix. Knowledge of the basic principles of employment law and labour 

relations. 

x. The ability to analyse data and metrics and use them to drive 

improvement. 

4.  Evaluate and reward principals for effectiveness as human capital managers.  

5.  Review policies and practices at the high leverage points for school human 

capital management. 

6.  Finding ways to free up principals‘ time and energy for effective human capital 

management.  

7.  Ensuring that the educational agencies are effective partners. 

 

Hopefully, the school heads will perform better if the recommendations mentioned 

earlier are made use of by the stakeholders and the Governments at all levels.  
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Abstract 

The study investigated digital literacy skills and the use of social media among registry 

staff in selected universities in South-West, Nigeria. The study adopted the ex-post-

facto type survey research design while the questionnaire was used as the data 

collection instrument. Five hundred (500) copies of the questionnaire were 

administered to the respondents, out of which 354 copies of the questionnaire were 

returned with valuable and useable responses. Findings from the study revealed a high 

level of digital literacy skills among the registry staff in the selected federal universities 

in South-West Nigeria. The registry staff's primary social media sites are Twitter, 

Facebook, and LinkedIn while e-mail, text, audio, video, and images were the most 

regularly used tools. It was also revealed that registry personnel in the selected 

universities have a very high level of digital literacy. The registry staff use social media 

to support research by colleagues and professionals, attend workshops, seminars, and 

conferences, and communicate with students and school clients. Other purposes include 

exchanging files, photos, and videos on behalf of the University, calling for meetings 

inside and outside the University, and staff recruitment. This study recommended that 

universities facilitate the training of registry personnel to enhance their digital literacy 

skills and social media use. The study recommended that Nigerian universities need to 

improve their registry staff's digital literacy skills as periodic training improves the 

effective use of social networks. 

 

Keywords: Digital literacy skill, use of social media, Universities in the South-west in 

Nigeria 

 

Introduction 

The registry staff in Nigerian universities provide core administrative and support 

services to enable university governance to be carried out smoothly and for university 

purposes. Therefore, the registry is considered the university's nerve center, responsible 

for administering university records, maintaining university records, and coordinating 

university's administrative operations. Registry staff have roles such as policy 

formulation and implementation, recruitment of personnel, meeting recording, 

managing staff and students, and administering colleges, faculty, and other university 

systems. 

Okebukola (2017) states that the role of the registry staff is critical to achieving 

the highly cherished ideal of academic excellence of the university. The Registrar 

mailto:sundayladipo@gmail.com
mailto:segunladipo@yahoo.com
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provides the Governing Council, its Committees, the Senate, and other key committees 

of the university with valued secretariat services. The registry has a hierarchy, at the top 

of which is the Registrar, followed by the Deputy Registrar down to Administrative 

officer II. Administrative officers constitute a critical component of the administrative 

arm in the Nigerian university system.  Other support staff in administrative settings 

include: executive cadres, secretarial cadre and clerical cadre. They play essential role 

in the efficient and effective running of the university. They are expected to discharge 

their duties with an increasingly high-level of professionalism for the smooth running 

of the university (Oyebisi, 2008). According to Oyebisi (2008), they are career officers 

with academic training expected to guide the appropriate decision-making organs of the 

university, provide requisite guidance through the quality of papers prepared for the 

various committees meetings, communicate decisions of such committees to various 

organs of the university as well as concerned individuals. They also play prominent 

roles in the execution of decisions and policies made by the universities.  

Preliminary research shows that social media tools have gone through a host of 

usage through instrument, such as text, e-mails, video, audios, and the Internet, in the 

personal and workplace.  Social media is a form of modern communication that 

promotes social networks (interactive) communication and rapidly gains popularity for 

social, education, and corporate activities among young adults. Different platforms 

such as Facebook and Twitter have become essential elements in interpersonal 

communication and organisational communications that penetrate work or leisure and 

are gradually influencing traditional media. This has led to the proliferation of digital 

devices and communication tools that engender the efficiency of organisational 

communication (Herlle and Astray-Caneda, 2012; Munene and Nyaribo, 2013; 

Yeshamebel, Belete, and Mulualem, 2016). Digital literacy skill and use of social 

media is a phenomenon that has augmented information technology use in this 21
st
 

century. Administrative officers in the university which is the ivory tower of 

knowledge needs to be abreast of this. (Okoro, Ladipo and Chizoba, 2020). 

Social media is a tool for communication that reaches a broad audience and has 

transformed information exchange. Kaplan and Haelein (2011) view social media as a 

group of Internet-based applications based on web 2.0's ideologies and technologies 

and allowing content generated by users to be created or exchanged. It also consists of 

websites that enable users to build networks and communicate messages and 

audiovisual material to a broader public. (Jue, Marr, and Kassotakis, 2010). In relation 

to this study, social media include online platforms where registrars can share 

information on communication and interact with staff and students both inside and 

outside the university system. There are numerous web-based tools and services for 

social media. E-mail, documents, text, audio, video, pictures, podcasts, weblogs/blogs, 

instant messenger, Internet, and cell phones are all included (Edosomwan, Prakasan, 

Kouame and Watson 2011). Social networking platforms or social media sites like 

Facebook, Twitter, Myspace, LinkedIn, Google Plus, WhatsApp, Flickr, Instagram, and 

YouTube facilitate the application of the tool. The use of gadgets or devices such as 

computers, laptops, cell phones, tablets, and any other digital device enables access to 

these platforms or sites. It has been pointed out that cell phones and social media would 

allow people to interact far and wide, support identity development and collaboration, 

and foster better sharing and communication (Durban, 2012). 

Social media provide participatory and collaborative communication that allows 

individuals to generate multiple and broader contents. Participation and information 

exchange among individuals and groups are essential for social media activities 

(Mohammed and Suleiman, 2013). With social media in place, people can become 
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creators or producers of information and not merely consumers of information and 

knowledge as in traditional media. This implies that social media enables people to 

communicate and share information on the web, which was previously impossible 

before the advent of social media, easily using its multimedia components (visual, text, 

and sound). Although social media is not new globally, this statement is not true in 

Africa (Nigeria inclusive), since it is established that we are in the era of artificial 

intelligence and augmented technology. Literature had revealed that social media is a 

new tool because it is interactive, collaborative, user-led, and multimedia, it is widely 

used and increasingly adds value to the conventional form of communication. Social 

media are increasing by the day in developed and developing countries and among 

public sector institutions such as universities, professional associations, and other 

sectors. Studies have shown that all age groups are considering using social media but 

Nigerian authorities and institutions still underestimate the use of social media, Opeke 

and Onua (2011). Although there is little research in Nigerian public institutions on the 

use of social media, developed countries make interpersonal communication, 

organisational communication, and public relations available on social media sites such 

as Facebook, Twitter, Linkedin, and YouTube. 

Social media allows people to work together and enhance costs and 

organizational efficiency in a virtual environment. It enables the smooth and free flow 

of information between individuals and organizations while also providing an 

opportunity to express opinions about the acceptability of products and services. Social 

media creates a new form of social interaction that fosters networking and removes 

isolation through online interaction (Hantula, Kock, D bisArcy and DeRosa, 2011). 

The use of social media by registry employees in universities could help 

networks between subsystems in the university community, universities, and external 

communities. The use could enhance increased involvement in the sharing of 

information and knowledge which could lead to enriched and robust expertise in 

addition to conventional practice. The provision of timely and effective university 

services is also helpful for social media. With its reduction of paperwork in 

communication processes, it facilitates cooperation and decision making and therefore 

speeds up and saves valuable hours of staff (Tyagi and Kumar, 2011). 

Universities use social media to inform staff because the tools support 

individual and multiple forms of communication. Social media promote efficiency at 

the office and reduce costs according to Nkechi and Nche (2014). This enables people 

to connect to the world in personal and professional development and increases 

knowledge exchange between people and teams. In cases of emergencies, the 

University can reach many students with speed using social media. It can improve the 

access, process, and communicate information effectively across ranks of university 

staff through social media tools and websites such as e-mail, text, audio, video/images, 

Facebook, and Twitter. More importantly, it can also improve the efficacy of registrars 

in the main functional areas: general administration, hiring, university students records, 

personnel records, public relations faculties, and alumni, career and counseling with the 

ultimate aim of achieving the university objectives as a whole (Opeke and Madukoma, 

2011). By its nature, the employees can be likened to one of the critical pillars 

underlying the structure of the University. Even with the listed advantages, very few 

studies have shown that University Registry and Administrative staff have tapped into 

these numerous advantages mentioned. This may explain why research on registry 

personnel is flawed. It has been argued that the promotion of digital literacy is desirable 

in the university sector and essential to personal and business development to succeed 

and be competitive in today's world, acquiring digital and media literacy skills through 
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knowledge and the use of social media. Digital literacy is gaining more attention and is 

becoming a global concern.  

In Malaysia, Brazil, and China, 54 percent of people have intelligence 

telecommunications and the Internet. In contrast, in the USA, Canada, Australia, Japan, 

South Korea, and Israel, 87 percent use the Internet and own intelligence telephones. 

Internet World Statistics (2016) reported that two-thirds of the worldwide internet users 

use less than 28.7% in Africa and 9.3% in Nigeria. Moreover, the National Bureau of 

Statistics has reported a tremendous increase in internet access and use as the number 

of Internet accesses by mobiles has increased by 97 million Nigerians and the ability to 

understand and correctly use, evaluate and apply information to all fields of life through 

various digital devices, including intelligence handsets, laptops, desktop computers, 

and internet access services (Maharana and Mishira, 2007).  

Employees must have basic digital skills to adapt social media to ease 

communication and the sharing of information. The purpose of this study is to examine 

the digital literacy skills and social media usage among registry staff in Nigerian 

Universities. The universities selected for this study are the University of Ibadan, 

Ibadan; University of Lagos, Lagos;  Obafemi Awolowo University, Ile-Ife;  Federal 

University Agriculture, Abeokuta, Federal University of Technology, Akure;  and the 

Federal University of Oye-Ekiti. 

It was observed by the researcher that these communication methods are old-

fashioned and declining but criticized for causing feedback and measures delay 

resulting in communication gaps and bureaucratic bottlenecks, and waste of time and 

inefficiency. The question then is, do registry staff have the digital skill to use social 

media? What is the extent of the use of social media in their registry tasks? For what 

purposes do registry staff use social media in their operation and activities? Therefore, 

the research questions posed and answered by this study were: 

1. What is the level of digital literacy skills among registry staff in selected 

universities in Nigeria?     

2. What are the purposes of social media usage by registry staff in selected 

universities in Nigeria?  

3 What is the frequency of use of social media among registry staff in selected 

universities in Nigeria? 

 

Literature Review 

 

Digital Literacy Skill of Registry Staff in Nigerian Universities 

Many authors and universities have defined the concept of digital literacy. Digital 

literacy also refers to locating, evaluating, using, and creating information using digital 

technology, communication tools, or networks. It can also understand and use 

information from various sources in multiple formats when shown on computers or any 

digital device. Digital literacy refers to the skills required to achieve digital skills, trust, 

and critical use for work, leisure, learning, and communication of information and 

communication technology (ICT) (ELINET, 2016). In the 21st century, digital literacy 

has grown to be a significant competence. This is because technology transforms the 

way people work, live, and have fun. Digital literacy is capable of finding, evaluating, 

using, sharing, and developing content using information technologies and the Internet, 

according to Cornel University (2015). 

Pre-study test shows that the majority of devices and gadgets are often 

underutilised, mainly by low numerical education. This suggests that ICT skills must be 

acquired to make effective use of devices (Elegbede, 2015). Effective employment of 
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skills is a key to productivity and expertise through training and experience (Lauby, 

2013). Osterman (2012) points to the need for specific digital capabilities for 

communication and administrative, educational, or personal tasks regardless of the 

status of a single pensioner employed or approaching retirement. In the 21st century, 

digital skills are invaluable because, thanks to advances in modern technology that 

affect every sector of the project, reading, writing, and arithmetic have to expand. 

Elegbede (2015) says that the right skills would provide Nigeria University 

Registry staff the possibility of safely finding, managing, and storing digital 

information and content and reducing unnecessary registration tasks and costs for 

university systems in Nigeria. A person needs exposure and training and learning to 

achieve a superior level of digital literacy skill because a lack of digital skills can lead 

to social exclusion. According to Park, social exclusion (2012) is the gap between those 

who use digital tools and those who do not. There is also a misconception about the 

natural acquisition of skills by those born in the technological age. 

Registry staff in Nigeria need digital training to update their digital skills. In 

addition to guaranteeing effective involvement, it will increase access to the public 

services for registry staff in universities in the south-west of Nigeria. University 

registry staff that cannot access vital information had failed to acquire digital skills 

leading to low performance. The gifts  of ICT skills are a cornerstone for a functional 

employee who wants to survive within a digital environment because they allow people 

to use digital media for problem solving and competitive workforce development 

(Gibbs, 2008; Digital Inclusion Survey, 2013). 

Digital literacy skills would also increase Nigerian University registry staff's 

economic status and career progressions. The Slovak Institute of Public Affairs 

emphasised that digital literacy is a must for the general population of organisations 

such as Nigerian universities and is not a choice for individuals or the younger 

generation. It is therefore essential to provide workers with resources to further enhance 

digital literacy skills so that they can fully realize the benefits of digital media in their 

workplace as increased exposure and training with digital tools bridge the digital 

divide. Human Resources and Skills Development Canada, (HRSDC, 2015) has stated 

that governments and other stakeholders have a responsibility to facilitate digital 

literacy through employee formal training. 

 

Use of Social Media by Registry Staff of Nigerian Universities 

The study of Treem and Leonard (2013) revealed that no rate of change in the way that 

social media works and manages their communication is without precedent. This is 

because work processes are complex and no person can operate in a vacuum. Social 

media have thus become an increasing phenomenon and its use in organisations, 

including universities, becomes widely accepted. Treem and Leonard (2013) note that 

managers are optimistic about the new media to improve organisational processes in the 

area of increasing adoption. Social media are mainly used for communication, 

collaboration, multimedia and entertainment, such as blogs, microblogs, wikis and 

social media sites like Facebook, Twitter and LinkedIn. Adzovie states (in Nyieku and 

Keku, 2017) that universities, due to their influence on how information has been 

gathered and exchanged, use social media in reaching and spreading news of their 

activities. With these new media, no organisation can function efficiently without the 

use of ICT in its daily communication. This implies better interaction and faster 

communication with social media. However, social media transforms communication 

and changes the old sender-box-channel-receiver model for internal communication 

(Badea, 2014). 
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Several studies confirm that, unlike traditional media, social media is participatory in 

nature and cost-effective and can quickly be deployed. Social media has redefined 

interaction and communication between human beings (Onyebuchi, 2009). They found 

that almost 92 percent of adult employees used Facebook to meet their information 

needs. Miller (2009) also avers that social media increases the number of face-to-face 

meetings that exist because they are adopted by organisations. Many employees at the 

universities use Web 2.0 technologies in teaching and at work as it improves the 

organisational processes (Tyagi and Kumar, 2011). Similarly, social media supports 

communication between teachers and parents, enabling parents to interact with schools 

without meeting face to face (Onyebuchi, 2009).  

Social media are said to be instrumental to achieving university goals and to 

open up innovative possibilities for creativity in Wochester University. For example, 

the use of different tools like blogs, wikis, social media sites like Facebook, Twitter, 

LinkedIn, Myspace or Flickr is nomore restricted to virtual environment, it is also 

physical. Helsper and Gerber (2009) report that 85 percent respondents used e-mail, 

desktop computers, Internet and organisation intranet while 12 percent of respondents 

had access to social media sites such as Facebook and 13 percent had access to blogs. 

The University registry staff need to use the new media because of its inherent 

opportunities for communication and collaboration within and outside the university 

community. Without access to the Internet enabled computer/digital devices, 

employees may not be able to access information or use the resources effectively. This 

may hinder access to employment and e-governments that is provision of services via 

the Internet, as well as restrict participation in the digital world. This is because digital 

literacy creates a platform where users can access information on the Internet as 

occasion demands. Access and use of digital devices cannot be over emphasised in the 

contemporary society because life without media is difficult to imagine in the present 

age. 

 

Digital Literacy Skills and Use of Social Media among Registry Staff 

Basically, the university environment is undergoing transformation through ICTs that 

have dramatically affected human activities, including communications organisations. 

It has been observed that digital literacy would also help to improve the quality and 

effectiveness of government services, aside from the fact that digital literacy will allow 

people and organisations to interact and communicate with people around the world. It 

improves employment productivity and allows employees to take part in civic and 

governmental activities. In a study of digital literacy, the MacArthur Institute (2010) 

said that the ability to use technology is crucial to understand social media information. 

Purcell and Rainie (2014) have found that 87% of online adults have reported better 

information about internet and cell phones than five years ago, 81% said accessing the 

Internet and mobile phones raised awareness of products and services, 72% preferred 

Internet users to have a lot of information and 26 perceived it. Itsekor and James (2011) 

note that white collar jobs on computer or laptop equipment are increasing and many of 

the jobs require knowing basic features in computers, the Internet and social media. It is 

more obvious and necessary to use social media because there is more access to the 

Internet for both young and old people. Hsekov and James (2011) stated that employees 

from the ages of 55 years and above do not only have internet access, they also use the 

web and have e-mail accounts. They found that 90% of jobs in the UK require a certain 

level of digital literacy. The study reported that 22 percent of adults entering the labor 

market possess the digital skills needed to obtain 60 percent of new jobs, according to 

Gupta and Ndahi (2002). McArthur (2010) has recently found that 96 per cent of the 
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working Americans use social networks for their daily lives, that 62 per cent use the 

Internet for jobs and conclude that jobs have increased by 26 per cent. He justifies the 

necessity of digital literacy in today's work. Similar studies in other parts of the world 

have shown that professionals have a low level of digital literacy (Safahieh and Asemi, 

2008; Matthew and Baby, 2012). NOVA has recommended the need to increase 

employees' access to digitised literacy training in order to promote workforce access to 

jobs requiring ICT skills.  

 

Research Methodology 

The study adopted survey research design. The population for the study comprised all 

the 500 registry staff in six selected federal universities in south-west, Nigeria. Since 

the population of the registry staff was not large, the total enumeration or census 

method was used to include all the 500 registry staff in the sample size for the study.  

The questionnaire was used as the instrument of data collection for this study. The 

questionnaire which was tagged ―Digital Literacy Skills and Use of Social Media 

Questionnaire‖ (DLSUSMQ) was developed by the researcher and comprises of 3 

sections. Section A focuses on demographic information such as name of the 

Institution, department/units/divisions, age, gender, marital status, work experience, 

academic qualification and salary grade level (optional). This section consists of 8 

items. Section B focuses on Use of Social Media and comprises in 2 sub-sections. The 

first part is designed to gather data on the purpose of the use of social media by 

respondents. It comprises 18 items measured on a 4-point likert scale format of 

Strongly Agree=4, Agree=3, Disagree=2 and Strongly Disagree=1 while the second 

part was designed to measure the frequency of the use of social media and comprises of 

20 items on 4-point likert scale of daily, monthly, weekly and yearly. Section C 

focusses on Digital Literacy Skill was designed to measure four digital literacy skills of 

respondents. It contains 22 items and measured using a 4-point likert scale of Very 

High=4, High=3, Low=2 and Very Low=1. The instrument was validated by experts in 

library and information scienc. Corrections were made to the questionnaire based on 

their suggestions and recommendation and the questionnaire was trial tested on 30 

registry staff of University of Ilorin, Kwara State, Nigeria who were not part of the 

study. The analysis of the study yielded a reliability of 0.81. The descriptive statistics 

of frequency counts, percentages, mean and standard deviation were used in answering 

the research questions set for the study.  

 

Data Analysis and Interpretation of Results  

Out of a total of 500 copies of the questionnaire administered on the respondents, 354 

were retrieved which represent 70.8% response rate. This was considered adequate for 

this study. The demography information of the respondents showed that majority of the 

respondents 285 (75.3%) were between 31 and 50 years while only 36 (10.2%) 

respondents were between 21-30 years which suggests that the majority of the 

workforce was in their middle age and can contribute effectively to the development of 

the universities in general administration. The gender distribution revealed that there 

were more female 194 (54.8%) than male 160 (45.2%) among the respondents while 

the results of analysis on marital status of respondents showed that there were more 

married 316 (89.3%) than single 35 (9.9%) among the respondents. Also, results on 

work experience revealed that majority 148 (41.8%) had between 6-10 years‘ 

experience while only 29 (8.2%) had above 20 years‘ work experience. The results on 

the educational qualifications of the respondents revealed that 154 (43.5%) possessed 

B.A/B.Sc., 193 (54.5%) possessed Master‘s degrees while only 7 (2%) possessed Ph.D.  
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Answers to Research Questions 

Research Question 1:  What is the level of digital literacy skill possessed by registry 

staff in selected universities in South West Nigeria?  

 

Table 4: Level of digital literacy skill possessed by the registry staff in selected 

universities in South-West, Nigeria. 

 
 

 
SKILL VL Low High VH Mean S.D. 

 Use of digital 

information 

 

1. I can use 

computer/commu

nication device 

using office 

application 

14 

4.0% 

21 

5.9% 

138 

39.0% 

181 

51.1% 

3.37 .77 

2 I can use 

common mobile 

communication 

devices easily 

19 

5.4% 

31 

8.8% 

105 

29.7% 

199 

56.2% 

3.37 .86 

3 I can use Internet 

to find 

information 

relevant to my 

work 

18 

5.1% 

25 

7.1% 

138 

39.0% 

173 

48.9% 

3.32 .82 

4 I use media tools 

in online 

participation 

26 

7.3% 

31 

8.8% 

139 

39.3% 

158 

44.6% 

3.21 .89 

5 I use information 

critically to solve 

problem 

23 

6.5% 

48 

13.6% 

121 

34.2% 

162 

45.8% 

3.19 .90 

6 I can 

communicate 

through e-mail 

using smart 

phones, iPad and 

tablet 

46 

13.0% 

23 

6.5% 

121 

34.2% 

164 

46.3% 

3.14 1.02 

  N=354    Criterion Mean ( 

=2.50) 

Weighted Mean (

 =3.27) 

 Create digital 

information 

      

7 I can write 

document for 

private use 

19 

5.4% 

21 

5.9% 

144 

40.7% 

170 

48.0% 

3.31 .81 

8 I can browse 

confidently using 

any digital tools 

to effectively 

communicate a 

message 

31 

8.8% 

23 

6.5% 

120 

33.9% 

180 

50.8% 

3.27 .92 

9 I can add 

comments to a 

web page, forum 

14 

4.0% 

43 

12.1% 

133 

37.6% 

164 

46.3% 

3.26 .82 
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or blog entry 

10 I can manage 

online discussion 

16 

4.5% 

31 

8.8% 

155 

43.8% 

152 

42.9% 

3.25 .80 

11 I can share audio 

and/or video 

online 

confidently 

23 

6.5% 

30 

8.5% 

140 

39.5% 

161 

45.5% 

3.24 .86 

12 I can open and 

store information 

29 

8.2% 

32 

9.0% 

129 

36.4% 

164 

46.3% 

3.21 .92 

13 I can type/word 

process 

24 

6.8% 

52 

14.7% 

124 

35.0% 

154 

43.5% 

3.15 .91 

  N=354 Criterion Mean (  = 2.50) Weighted Mean (  =3.24) 

 Finding digital 

information 

      

1

4 

I can read 

documents on 

screen 

23 

6.5% 

32 

9.0% 

81 

22.9% 

218 

61.6% 

3.40 .90 

1

5 

I can bookmark a 

web page 

29 

8.2% 

35 

9.9% 

84 

23.7% 

206 

58.2% 

3.32 .95 

1

6 

I can determine 

information I 

need 

50 

14.1% 

31 

8.8% 

68 

19.2% 

205 

57.9% 

3.21 1.09 

1

7 

I can identify 

potential source 

of information 

when using social 

media 

30 

8.5% 

54 

15.3% 

115 

32.5% 

155 

43.8% 

3.12 .96 

1

8 

I can integrate 

information into 

new knowledge 

when using social 

media tools/sites 

28 

7.9% 

55 

15.5% 

126 

35.6% 

145 

41.0% 

3.10 .94 

  N=354 Criterion Mean ( 

=2.50)               

Weighted Mean (  =3.23) 

 

 Evaluate digital 

information  

      

19 I can assess online 

information to 

determine its 

reliability/trustwort

hiness 

33 

9.3% 

49 

13.8% 

145 

41.0% 

127 

35.9% 

3.44 .80 

20 I can apply all 

skills for internet 

surfing, search 

webpage 

25 

7.1% 

41 

11.6% 

131 

37.0% 

157 

44.4% 

3.03 .94 

21 I can share files 

legally with others 

39 

11.0% 

45 

12.7% 

158 

44.6% 

112 

31.6% 

3.03 .93 

22 I am aware of 

issues on cyber 

safety 

39 

11.0% 

34 

9.6% 

159 

44.9% 

122 

34.5% 

2.97 .94 

  N=354  Criterion Mean (  =2.50) Weighted Mean (  =3.12) 

Key: 1= Very low, 2=Low, 3=High, 4=Very high 
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The respondents were asked to rate their level of digital literacy skills using a four-

points likert scale classified into Very low (1), Low 2, High 3 and Very high (4) was 

used to assess digital literacy skills: ‗finding digital information skill‘‘, ―creating digital 

information skills,‖ ―Use of digital information skill‖ and ―evaluation of digital 

information skill‖.  

The results of the data collected on each of the indicator were presented in the 

Table 4 for finding digital information skill. The result showed that majority of the 

respondents‘ could read documents on the screen (  =3.40) and they could bookmark a 

webpage (  =3.32). The lowest indicated skills within the ―finding digital information‖ 

as indicated by the respondents is the integration of information into new knowledge 

when using social media tools and sites (  =3.10). Overall, since the weighted mean of 

3.27 is greater than the criterion mean of 2.50 set for high level of skill in finding 

digital information, it can be deduced that registry staff in the selected universities in 

south west, Nigeria are highly skilled in finding digital information.   

Also, in determining the level of skill possessed by the respondents in creating 

digital information, the results revealed that possession of skill in writing documents 

for private use (  =3.31) followed by their skill to browse confidently using any digital 

device to effectively communicate a message (  = 3.27) and their skill to add 

comments to a web forum or blog entry (  = 3.26) ranked highest while the lowest 

indicated skill on creating digital information include skill to open and store 

information (  = 3.21) and skill to type or do word processing (  = 3.15). Using the 

weighted mean of 3.24 as benchmark to determine the level of digital skill to create 

information which is greater than the criterion mean, it can be deduced that the 

respondents have high level of skill in creating digital information. The implication to 

be drawn from the above results is that registry staff in the selected universities in 

South-West, Nigeria possessed high level skill of creating digital information. 

The respondents were asked to rate their ability to use digital information. The 

result revealed that respondents‘ ability to use computer/communication device using 

office application (  = 3.37); followed by skill to use common mobile communication 

devices easily (  = 3.37) and skill to use Internet to find information (  =3.32) ranked 

highest while skill to use information critically to solve problem (  =3.19) and skill to 

communicate through e-mail using smart phones, iPad and tablet (  =3.14) ranked 

lowest. Consequently, with a weighted mean of 3.27 which is greater than the criterion 

mean of 2.50 set as benchmark for high level of ability to use digital information, it is 

implied that registry staff in the selected universities in south-west Nigeria are highly 

skilled in the use of digital information.  

Table 4.9 also shows that the respondents indicated that they could access 

online information and determine its reliability /trustworthiness (  =3.44) and also that 

they could apply all skills for internet surfing, search webpage (  =3.03). The result 

revealed that few respondents indicated they are aware of issues on cyber safety ( 

=2.97). Overall, it could be inferred that the registry staff in the federal universities in 

the South-West, Nigeria possessed high digital literacy as shown in table 4.9 with the 

skill in the use of digital information (  =3.27) ranking highest,  followed by skills in 

creating digital information (  =3.24) and finding digital information (  =3.23) while 

skill in evaluating information  (  =3.12) ranked least. 

 



GEN 2021, South Africa: Conference Proceedings 

Page - 142 - 
 

Research Question 2:  What are the purposes of use of social media by registry staff in 

the selected universities in South-West Nigeria? 

Table 1: Purposes of use of social media by registry staff in selected universities in the 

South-West, Nigeria. 

 

S/N Purposes SA A D SD Mean S.D. 

1 Support research of 

academic colleagues 

within the University  

200 

56.5% 

98 

27.7% 

36 

10.2% 

20 

5.6% 

3.55 .80 

2 Attend or organize 

workshop seminars, 

conference as an 

administrator 

141 

39.8% 

152 

42.9% 

39 

11.0% 

22 

6.2% 

3.35 .88 

3 communicate with 

students 

150 

42.4% 

165 

46.6% 

26 

7.3% 

13 

3.7% 

3.34 .77 

4 Communicate with 

school clients 

127 

35.9% 

141 

39.8% 

54 

15.3% 

32 

9.0% 

3.28 .75 

5 Get feedback 139 

39.3% 

157 

44.4% 

30 

8.5% 

28 

7.9% 

3.27 .81 

6 Knowledge sharing 

among colleagues 

158 

44.6% 

150 

42.4% 

28 

7.9% 

18 

5.1% 

3.25 .86 

7 Communicate with 

other universities 

160 

45.2% 

129 

36.4% 

40 

11.3% 

25 

7.1% 

3.23 .89 

8 Share file, photo and 

video on behalf of the 

University 

113 

31.9% 

141 

39.8% 

70 

19.8% 

30 

8.5% 

3.20 .90 

9 Call for meetings within 

and outside the 

University 

124 

35.0% 

152 

42.9% 

60 

16.9% 

18 

5.1% 

3.16 .86 

10 Recruit staff 111 

31.4% 

123 

34.7% 

69 

19.5% 

51 

14.4% 

3.15 .88 

11 Disseminate minutes of 

meetings and reports 

116 

32.8% 

164 

46.3% 

60 

16.9% 

14 

4.0% 

3.08 .85 

12 Communicate with 

colleagues  

173 

48.9% 

139 

39.3% 

31 

8.8% 

11 

3.1% 

3.08 .81 

13 Communicate with 

family 

170 

48.0% 

116 

32.8% 

47 

13.3% 

21 

5.9% 

3.03 .94 

14 Network with friends 167 

47.2% 

127 

35.9% 

42 

11.9% 

18 

5.1% 

2.95 .93 

15 Linking up with 

professional colleagues 

106 

29.9% 

131 

37.0% 

40 

11.3% 

77 

21.8% 

2.83 1.03 

16 Banking and paying 

bills on behalf of 

University 

100 

28.2% 

119 

33.6% 

58 

16.4% 

77 

21.8% 

2.75 1.11 

17 Help monitor students‘ 

enrolment  

77 

21.8% 

126 

35.6% 

45 

12.7% 

106 

29.9% 

2.68 1.10 

18 Update my knowledge 

on current information 

or news about the 

246 

69.5% 

74 

20.9% 

17 

4.8% 

17 

4.8% 

2.52 1.05 
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S/N Purposes SA A D SD Mean S.D. 

University 

 N = 354                               Weighted Mean (  ) = 3.09 

  

The respondents were asked to indicate the level of their agreement with each statement 

on purpose for which social media were used. A four-point scale classified into 

Strongly Agree (4), Agree (3), Disagree (2) and Strongly Disagree (1) was used to 

obtain information from the respondents. The result showed that majority of the 

respondents attested to the use of social media to support research of academic 

colleagues within the university (298, 84.2%;   = 3.55), to attend or organise 

workshops, seminars and conferences as an administrator (263, 82.7%;   = 3.35) and 

to communicate with students (268, 75.7%;   = 3.54) as ranking highest among the 

purposes for which they use social media. On the contrary, the respondents affirmed 

use of social media for banking and paying bills on behalf of University (219, 61.8%;   

= 2.75), help monitor students‘ enrolment (203, 57.4%;   = 2.68) and update their 

knowledge on information or news about the University (320, 90.4%;   = 2.52) as 

ranking lowest.  

Using the weighted mean of 3.09 as benchmark to determine purposes of using 

social media by the registry staff, it could be inferred that major purpose of using social 

media was to support research of academic colleagues, attend or organise workshops, 

seminars and conferences, communicate with students, communicate with school 

clients, getting feedback, and knowledge sharing among colleagues. Other purposes 

include communicating with other universities, sharing files, photos and videos on 

behalf of the University, calling for meetings within and outside the University and 

recruitment of staff. 

 

Research Question 3:  What is the frequency of use of social media among registry 

staff in selected universities in South-West, Nigeria? 

 

Table 2: Frequency of use of social media tools by registry staff in selected 

universities in South-West Nigeria 

 

S/N Social Media Tools Yearly Monthly Weekly Daily Mean S.D. 

1 Audio 90 

25.4% 

115 

32.5% 

72 

21.8% 

77 

20.3% 

3.35 .86 

2 Text 18 

5.1% 

37 

10.5% 

101 

28.5% 

198 

55.9% 

3.31 .94 

3 Blogs 159 

44.9% 

94 

26.6% 

65 

18.4% 

36 

10.2% 

2.52 1.16 

4 E-mail 21 

5.9% 

54 

15.3% 

75 

21.2% 

204 

57.6% 

2.49 1.13 

5 Video 114 

32.2% 

76 

21.5% 

91 

25.7% 

73 

20.6% 

2.37 1.07 

6 Instant Messaging  101 

28.5% 

61 

17.2% 

99 

28.0% 

93 

26.3% 

2.35 1.13 

7 Podcast 178 

50.3% 

76 

21.5% 

64 

18.1% 

36 

10.2% 

1.94 1.02 

8 Images 89 56 80 129 1.88 1.04 
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S/N Social Media Tools Yearly Monthly Weekly Daily Mean S.D. 

25.1% 15.8% 22.6% 36.4% 

N = 354                                          Weighted Mean (  ) = 2.57 

 

The respondents were asked to identify the frequency with which social media tools 

were used. The response categories were ―yearly‖ ―monthly‖ ―weekly‖ and ―daily‖. 

The result showed that use of audio facilities on social media was ranked highest by the 

respondents (  =3.35) followed by text (  =3.31) while images, podcast and instant 

messaging were ranked lowest among the social media tools being frequently used by 

the respondents. Frequently used with (  =2.35), (  =1.94) and (  =1.88) respectively. 

Using the overall weighted mean of 2.57 as the benchmark for frequency of use of 

social media tools, it could be inferred that audio and text were social media tools 

frequently used by the registry staff in selected universities in the South West Nigeria. 

 

Table 3: Frequency use of social media sites by the registry staff in federal 

universities in South-West, Nigeria. 

SN Social Media Sites Yearly Monthly Weekly Daily Mean S.D. 

1 Twitter 120 

33.9% 

77 

21.8% 

48 

13.6% 

109 

30.8% 

2.75 1.24 

2 Facebook 148 

41.8% 

61 

17.2% 

53 

15.0% 

92 

26.0% 

2.70 1.20 

3 Wikis 50 

14.1% 

81 

22.9% 

61 

17.2% 

162 

45.8% 

2.62 1.12 

4 LinkedIn 74 

20.9% 

56 

15.8% 

94 

26.6% 

130 

36.7% 

2.59 1.15 

5 Blackberry messenger 

(BBM) 

94 

26.6% 

76 

21.5% 

35 

9.9% 

149 

42.1% 

2.32 1.26 

6 WhatsApp 124 

35.0% 

70 

19.8% 

60 

16.9% 

100 

28.2% 

2.24 1.23 

7 My Space 58 

16.4% 

42 

11.9% 

90 

25.4% 

164 

46.3% 

2.21 1.11 

8 YouTube  85 

24.0% 

74 

20.9% 

65 

18.4% 

130 

36.7% 

2.08 1.20 

9 Online Professional 

Group 

39 

11.0% 

87 

24.6% 

62 

17.5% 

166 

46.9% 

2.05 1.08 

10 Skype 45 

12.7% 

78 

22.0% 

79 

22.3% 

152 

42.9% 

2.05 1.08 

11 Flicker 55 

15.5% 

85 

24.0% 

47 

13.3% 

167 

47.2% 

2.00 1.15 

12 Google Plus 74 

20.9% 

61 

17.2% 

95 

26.8% 

124 

35.0% 

1.98 1.14 

N = 354                                  Weighted Mean (  ) = 2.30 

 

The respondents were asked about the frequency of the use of social media sites. Using 

the benchmark of 2.30, the result showed that majority of the respondents used Twitter 

(   = 2.75), followed by Facebook (  =2.70), wikis (  =2.62) and LinkedIn (  =2.59). 

On the other hand, few respondents among the registry staff used skype (  =2.05), 

Flicker (  =2.00) and Google plus (  =1.14). This implies that twitter, Facebook, 
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wikis and LinkedIn are the most frequently used social media sites by the registry staff 

in universities in Nigeria. Considering the weighted mean of 2.30 which is less than the 

criterion mean of 2.50 set for regular use of social media sites, it can be deduced that 

registry staff in Nigerian universities do not make regular use of social media sites in 

their operations and activities. The lack of regular use of social media sites by the 

registry staff can be said to prevalent among registry staff in universities in Nigeria.  

 

Discussion of Findings  

The study shows that majority of respondent were between ages 31 and 50 years. This 

suggests that the workforce is relatively young, active, agile and can contribute 

effectively to university administration and, in turn, the development of the University. 

Gender distributions revealed that majority of respondents were male. Marital status 

shows that majority of respondents were married. Work experience revealed that 

majority of the respondents had between 6-10 years and above 20 years work 

experience. This finding suggests that registry staff within this range of work 

experience are in their middle age who may be highly digitally literate. Educational 

qualifications revealed that most of the respondents had BA/BSc and master degrees 

respectively while few possessed PhD. From the results, it is established that the entry 

qualifications for the registry staff in the federal universities in South-West, Nigeria is 

first degree while masters‘ and PhD are added advantage. Those with HND and 

O/Level/School Certificates are staff in the Executives and Clerical cadres. This is also 

the standard requirement qualification to practice either as administrator or take up 

employment in university administration.  

On the purpose of use of social media, the study found that social media is used 

for a variety of purposes by the registry staff in the selected universities in south-west, 

Nigeria which include supporting research of academic colleagues, organising 

workshops, seminars, conferences as well as for communication with students. The 

study also revealed that few respondents used social media to link up with professional 

colleagues, call for meetings, recruit staff, disseminate minutes of meetings and reports. 

The finding corroborates McKenzie and Van-Winkelen (2013) which reported that 

social media are suitable for knowledge sharing and dissemination of reliable 

information.  

Findings from the study further revealed that there is regular use of social media 

tools and sites among the registry staff in universities in the South-West, Nigeria. 

Majority of the respondents affirmed the regular use of audio, text and e-mail while 

Twitter, Facebook, Wikis and Linkedln social media sites were mostly used. The 

implication of this finding is that registry staff in the selected universities have their 

presence in more than one social media sites but active on Twitter, Facebook, Wikis 

and LinkedIn. It could be inferred that these major social media sites are relevant to the 

information needs of the registry staff. This finding is in support of earlier researches 

reported by Secker, (2008), Morris, Teevan and Panorich (2010), Terragon Group 

(2013), Pew Research Centre (2014) and Olukotun (2017) which attested to a 

widespread and frequent use of Facebook and Terragon Group (2013) which reported 

that there are 83% active users of Facebook and 57% Twitter in Nigeria. 

Moreover, finding from this study showed that registry staff in the selected 

universities in South-West, Nigeria surveyed possessed high level of digital literacy 

skills. The registry staff have the required digital skills to find, create, use and evaluate 

information needed for their work. This finding buttresses the fact that the respondents 

have basic digital skills to search for information needed by interacting with digital 

devices. The finding corroborates Ekeanyanwu and Kalyango (2013) result which 
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reported a high digital literacy level among administrative staff in universities in 

Nigeria. Hague and Williamson (2009) also submitted that a digital literate individual 

will be able to make sense of the media with good knowledge to communicate using 

different tools..  

 

Summary and Conclusion 

This study was carried out to investigate the level of digital skill possessed by registry 

staff in federal universities in South-West, Nigeria. Digital skill influences the use of 

social media among registry staff in selected universities in South-West Nigeria. The 

study concluded that the registry staff in the selected universities mainly used social 

media to support the research of academic and professional colleagues, attending 

workshops, seminars, and conferences, and communication with students and school 

clients. Other purposes include communicating with other universities, sharing files, 

documents, photos, and videos on behalf of the University and calling for meetings 

within and outside the university, and recruiting of staff. The study also found that 

social media was used to get feedback, knowledge sharing among colleagues, link up 

with professional colleagues, call for meetings as well as for recruitment of staff. 

Twitter, Facebook and LinkedIn were the most regularly used social media while e-

mail, text, audio, video and images were the most regularly used tools. In conclusion, 

the increase in the digital literacy skill of registry staff would lead to effective use of 

social media, which would improve communication, aid information dissemination, and 

decision-making processes. It is pertinent to add that the digital literate registry staff 

will thrive well in the digital age if the necessary machinery are put in place to support 

digital literacy skill of the registry staff and use of social media for innovation to reach 

out to students and staff, disseminating information and receiving feedback.   

 

Recommendations 

Based on the findings, the following recommendations were made to improve digital 

literacy skill level and to increase effective use of social media among registry staff in 

selected universities in South-West, Nigeria.  

Stakeholders (Management, staff: teaching and non-teaching) in Nigerian 

universities should take advantage of social media and identify units of the registry 

where social media would be highly needed and integrate its use into the administration 

to improve information dissemination.  

Stakeholders such as management members (Vice-chancellors, Deputy Vice-

chancellors, Registrars, Universities Librarians and Bursars, teaching and non-teaching 

staff and students) should adopt and integrate appropriate social media platforms in the 

Nigerian universities communication process.  

University administration should encourage transitioning from analog 

communication to digital because of the application of information and communication 

technology; hence, registry staff should be encouraged to incorporate the new 

communication and social media to university administration where appropriate. Also, 

efforts should be made by the Nigerian universities to embrace paperless organization 

and e-meetings by making available infrastructure to support use of technology and 

acceptance of innovation in all ramifications.  
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Abstract 

E-learning has become a popular learning approach in higher educational institutions 

due to the rapid growth of Internet technologies. This study investigates the impact of 

e-learning on the academic performance of students of Tai Solarin University of 

Education, Ogun State, Nigeria in the post Covid era. Descriptive research design was 

adopted for the study; an e-questionnaire was used for the data collection. A total of 

261 respondents participated in the study. The data were analyzed using frequency 

counts and percentage for the demographic information and the same, coupled with 

mean, for the research hypothesis. The study shows that there is a positive relationship 

between e-learning and academic performance of students in Tai Solarin University. 

Also, the study finds that the students used their smart devices for at least an hour in a 

day which enhanced their prior knowledge of information and communication 

technology and eased the adoption of e-learning in the university. It is also reported 

that e-learning use is associated with increased students‟ academic performance. The 

study recommends that e-learning should focus primarily on how the e-learning 

technology can help improve the efficiency and effectiveness of students‟ learning 

process. 

 

Key Words: E-learning, communication technology, Prior Knowledge, Information, 

Global outbreak. 

 

Background of the Study 

The impacts of COVID-19 across the globe are indeed ushering educational systems to 

a new normal in human history. Educational institutions are adopting responsive 

approaches to retool the education and learning system to virtual means during this 

period of pandemic. Demonstrating a major new normal behavior in this era of social 

distancing practice, many schools are headed towards complete online modality or 

blended learning modality in instruction. The rapid evolution of Information 

Communication and Technology (ICT) and the increasing complexity that comes with 
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its exploding potential explains why integration of technology in education continues to 

receive special attention particularly, in the wake of COVID-19 pandemic.  

Despite certain limitations that characterised outbreak of the pandemic, situation 

demands action so that the education of the students is not affected in any way. The 

online modality of the instructional approach thus became a new reality during the 

post-COVID-19 era. In China, the first epicenter of the virus for instance, more than 

180 million children were ordered to remain at home. However, while schools were 

closed, education continued with an altered modality. It was implemented online 

through a variety of online courses and electronic textbooks (Patrinos and Shmis, 

2020).   

In this Regard, various policy initiatives were launched by governments and 

tertiary institutions across the world to continue teaching activities so as to contain the 

virus. However, there is ambiguity and disagreement about what to teach, how to teach, 

the workload of teachers and students, the teaching environment, and the implications 

for education equity (Zhang, Wang, Yang, and Wang, 2020). For example, China 

initiated a Suspending Classes without Stopping Learning policy to see that learning 

was not compromised at any time during COVID-19 pandemic lockdown (Zhang et al., 

2020). This is one of the many policies China put in place to see that student learning 

was least affected during national lockdowns and school closures.  

However, literature highlights certain deficiencies such as the weakness of 

online teaching infrastructure, the inexperience of teachers, the information gap, the 

complex environment at home, and so on.(Murgatrotd, 2020). To address these issues, 

Huang, Liu, Tlili, Yang, and Wang (2020) suggest that governments and education 

providers need to further promote the construction of the educational information, 

considering equipping teachers and students with standardized home-based teaching 

and learning equipment, conduct online teacher training and support academic research 

into online education, especially education to help students with online learning 

difficulties. 

Online learning is a unifying term used to describe web-based training and 

technology delivered instructions (Oye, Salleh and Lahad, 2010). Digital learning has 

become an increasingly popular learning approach in tertiary institutions due to vast 

growth of internet technology and the necessity to adapt to the new normal— virtual 

learning. In most developing countries, the implementation of e-learning has been 

adopted. One of the early adopters of E-learning was Malaysia, Pakistan and so on. 

Specifically, in Malaysia context, the ministry of education has set clear policy for the 

implementation of e-learning in the public sectors and invested in many higher 

educational institutions to enhance teaching and learning by using technology (Roger 

and Blamire, 2006). 

Lately, it has been revealed that e-learning has a competitive advantage and 

many universities have adopted it to improve students‘ performance (Rodgers, 2008). 

Today, technology is used as a tool to remove geographical barriers and facilitates 

learning anywhere without the (physical) presence of the lecturer. The main purpose of 

e-Learning is to increase accessibility of education and reducing costs and time as well 

as improving students‘ academic performance. This approach of learning facilitates 

different students at different continents to attend the same classes almost at the same 

time. Technology can serve as a medium for teaching and learning without a physical 

presence at the university campuses. It has been found that students in higher 

educational institutions that engaged in e-Learning generally performed better than 

those in face-to-face courses. (Holley, 2002) found that students who participate in e-

learning achieve better grades than students who studied traditional approach. E- 
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learning is growing very fast and becoming popular and that is why many higher 

educational institutions in developed countries are adopting virtual learning system. 

In Nigeria, awareness of e-learning among the Universities is very high but 

investment and commitment to develop an e-learning application is very poor and 

below expectation according to some studies. Most of the staff and students of Nigerian 

universities only use Internet related e- learning site for the sake of researches. This has 

been the case until the advent of covid 19 which has propelled educational institution 

into the use of technology for teaching and learning. 

 

Statement of the Problem 

Staying at home is one of the steps to contain the spread of COVID-19. Thus, all 

universities, colleges and schools were closed in many countries of the world and 

technology, thereafter and till the moment, has become an essential component of our 

daily life. E-learning, internet and computers have been used virtually in teaching and 

learning process. The use of applications such as Zoom,Teams, Veev, Google 

classroom and many others have been deployed to assist the students to study at home 

during this period. 

Despite the fact that digital learning is widely used in many universities in 

developing countries, many universities‘ e-learning systems do not add any value to the 

teaching and learning activities. Perhaps, they do not come to the reality of the impact 

of e-learning on student academic performance. Moreover, much research has not been 

done on the impact of digital learning on students‘ academic performance, and very few 

African universities have the capability to effectively implement digital learning system 

(Balannskat et al., 2006). As a result of these, there is a need to assess and provide 

reliable data on the possible contribution, effectiveness, feasibility and impact of digital 

learning on academic performance of students in the Covid era. 

 

Objective of the Study 

i. To assess the impact of digital learning on the academic performance of 

students in the post Covid era.  

ii. To assess the impact of digital learning on the academic performance of 

students 

 

Research Questions 

The following research questions were posed to guide the study 

i. How does digital learning impact students‘ academic performance? 

ii. How does prior digital skills influence performance of students? 

 

Significance of the Study 

Although several studies have tried to explain the role and added value of these 

technologies in classroom and student‘s performance, there is still paucity of data on 

the possible effect and impact of digital learning on academic performance of students. 

This study is therefore necessary to investigate and provide baseline data for 

government, policy makers, school managers and administrators on the impact, 

effectiveness and efficiency of digital learning and teaching on students‘ academic 

performance in the post Covid era. 

 

Online Learning or Electronic Learning 

Rapid developments in technology have made distance education simple and accessible 

(McBrienet al., 2009). Most of the terms (online learning, open learning, web-based 



GEN 2021, South Africa: Conference Proceedings  

Page - 157 - 
 

learning, computer-based learning, blended learning) involve the use of a computer 

connected to a network that offers the possibility to learn from anywhere and at 

anytime, (Cojocariuet al., 2014). Online learning can be regarded as a tool that can 

make the teaching–learning process more student-centered, more innovative, and even 

more flexible. It is a form of learning experience in synchronous or asynchronous 

environments using different gadgets or devices such as mobile phones or laptops with 

internet access. In these environments, students can learn and interact with instructors 

and other students from their comfort zone (Singh & Thurman, 2019).  

 The synchronous learning environment is structured in the sense that students 

attend live lectures, there are real-time interactions between educators and learners, and 

there is a possibility of instant feedback, while asynchronous learning environments are 

not properly structured. In such a learning environment, learning content is not 

available in the form of live lectures or classes; it is available at different learning 

systems and forums. Instant feedback and immediate response are not possible under 

such an environment (Littlefield, 2018). Synchronous learning can provide a lot of 

opportunities for feedbacks and social interaction ((Basilaia et al., 2020). 

 

The effectiveness of online platforms in the teaching learning process, however, 

depends on a number of factors. These include: 

(a) Video conferencing with at least 50 to 100 students is possible 

(b) Discussions with students can be done to keep classes organic 

(c) Internet connections are good 

(d) Lectures are accessible through mobile phones also and not just laptops,  

(e) Possibility of watching already recorded lectures, and  

(f) Instant feedback from students can be achieved and assignments can be taken  

 

With the help of online teaching modes, we can deliver lectures to a large number of 

students at any time and in any part of the world. All institutions must scramble 

different options of online pedagogical approaches and try to use technology more 

aptly. Since many universities around the world have fully digitalised their operations, 

the quality enhancement of online teaching–learning is crucial at this stage.  

 

Research Design 

An explorative research design was found to be most appropriate to unveil the salient 

intricacies associated with the impact of online learning on academic performance of 

students especially in wake of COVID-19, the worldwide lockdown and social 

distancing. Thus, the design was adopted for the study. 

 

Population of the Study 
The research was conducted in Tai Solarin University of Education, Ijagun, IJebu Ode, 

Ogun State, Nigeria. The target population for this study consisted of students from 

various colleges in the University. The University also has an entire population of six 

thousand students, five colleges and thirty two departments.  

 

Research Instrument 
A structured questionnaire was developed in order to obtain valid information for the 

research. The questionnaire was titled: Assessing the impact of digital learning on 

academic performance of students in the post Covid era. The questionnaire was a 

closed ended type and comprises of sections A, B and C. Section A elicited 

respondents‘ demographic information. Section B contained items on the impact of 
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digital learning on students‘ academic performance while section C was devoted to 

items on prior knowledge of digital skill of students. The questionnaire responses is 

designed in likert scale format: SA – Strongly Agreed, A – Agreed, D – Disagreed, SD 

– Strongly Disagreed 

The questionnaire for the study was distilled into e-questionnaire, using the 

Google form and it was programmed to receive only 370 responses within the period of 

one month. At the end of the stipulated duration, 261 of the respondents responded to 

the questionnaire which represents 70 percent returned. The elicited data were analysed 

and presented below using frequency counts and percentage for the demographic 

information, the same coupled with mean were used to analyze the research hypothesis. 

 

Data Analysis and Findings 

Findings from the survey are represented in the following tables.  

 

Table 1: Frequencies across Demographic Information 

 

 

 

 

AGE 

 FREQUENCY PERCENT CUMMULATIVE 

PERCENT 

18 – 21 51 19. 54 19. 54 

22 – 25 78 29.89 49.43 

26-30 91 34.86 84.29 

30 and above 41 15.71 100 

 261 100.00  

Gender Male 111 42.52 44.44 

Female 150 57.47 100.00 

 261 100.00  

Marital 

Status 

Single 239 91. 57 91. 57 

Married 22 8.43 100.00 

 261 100  

 

 

Level 

100 

 

54 20. 68 20. 68 

200 81 31.03 51.71 

300 70 26.81 78. 52 

400 56 21.46 100.00 

 261 100.00  

 

 

 

 

 

 

Domain 

Humanities 41 15.70 15.70 

Social 

Management 

and Sciences 

47 18.01 33.71 

Sciences and 

information 

Technology 

52 19.92 53.63 

Vocational 

and Technical 

Education 

56 21.46 75.09 

Specialized 

Education 

65 24.90 100.00 

 261 100.00  
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The table shows the analysis of the questionnaire items that pertain to the impact of 

information and communication technology on the academic performance of students. 

Also, the table reveals the frequency, percentage and mean factors of student responses 

on the impact of information and communication technology on academic performance 

of students. The mean ratings of the eight items were greater than 2.5 which was the 

cut-off mark of the five (5) likert response format of Strongly Agree (5), Agree (4), 

Neutral (3) Disagree (2), and Strongly Disagree (1). The respondents did accept all the 

items as evidenced in their mean ratings which was more than average. 

 The results in the table show that 61% of the respondents (159) preferred online 

learning while 39% (109) had affinity for conventional face-to-face method of learning. 

This implies that majority of the students found e-learning interesting because they had 

some level of expertise in using internet for learning. However, some of the students 

claimed they preferred face-to-face learning in spite of the social distancing rule. It 

suffices to say that the role of social interaction   among students cannot be over 

emphasised as students need to interact and relate with one another.   

 Similarly, half of the respondents (50%) claimed they obtained better grades 

when they took their courses virtually and this corresponds to the mean factor of 4.08 

on a 5-point scale. This performance affirmed by the students is probably due to the 

methodology employed by their lecturers for facilitating online learning which made e-

learning easier, understandable, and less laborious for them. In the same vein, about 

13% of the respondents study for less than one hour in a day, 39% study for 1-2 hours, 

34% study for 3-4 hours, 15% of the respondents study for more than 4 hours in a day 

and they can self-pace their learning to decide when, where and how fast to learn. This 

corresponds to the mean factor of 3.9. It is justifiable to say that the respondents can 

plan their time to study online and schedule their learning as most of their course 

materials are soft copies and they had to research online to attempt assignments given 

by their lecturers on daily basis. It also indicates that they spend a lot of time daily 

surfing the net for both academic and personal purposes. 

 

Table 2: Respondents’ Opinion on Impact of Information and Communication 

Technology on their Academic Performance 

 

Factor Level of 

satisfaction 

Frequency Percent Mean 

(x  ) 
Preferred mode of study Online 159 60.92  

 Face-to-face 102 39.08 

What is your average score for 

some of your college courses? 

A 49 18.77  

B 146 55.44 

C 64 24. 52 

D 2 0.77 

E 0 0 

I obtain better grades when I take 

my courses virtually 

Strongly disagree 8 3.07 4.08 

Disagree 26 9.96 

Neutral 37 14.18 

Agree 60 22.98 

Strongly agree 131 50.19 

It is easy for me to keep up with 

reading required for online 

courses? 

Strongly disagree 3 2.15 3.9 

Disagree 38 14.56 

Neutral 39 14.94 
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Agree 90 34.48 

Strongly agree 91 34.87 

How many hours do you study in 

a day? 

Less than 1 hour 34 13.03  

1-2 hours 101 38. 69 

3-4 hours 88 33.72 

4 hours and above 38 14.56 

None 0 0 

I can self-pace my learning and 

decide how, where and how fast 

to learn 

Strongly disagree 14 5.36 3.9 

Disagree 19 7.28 

Neutral 34 13.03 

Agree 81 31.03 

 Strongly agree 113 43.30 

Digital learning is most likely to 

be better choice for my study 

Strongly disagree 31 11.88 3.9 

Disagree 49 18.77 

Neutral 15 5.75 

Agree 86 32.95 

Strongly agree 80 30. 65 

The concepts of e-learning 

platforms (video, animations, 

simulations) are interesting and 

engaging 

Strongly disagree 47 18. 01 3.3 

Disagree 57 21.64 

Neutral 25 9.58 

Agree 72 27.57 

Strongly agree 66 29.72 

 

The responses are rated using the similitude of Likert scale, which are All the time (4), 

Sometimes (3), Little (2), Never (1). Respondents‘ digital skill knowledge is viewed 

from the perspective of deformity that could hinder the use of smart devices, ease of 

using e-learning platform and technical know-how on the use of smart devices.  

 The results in the table revealed that that 99% of the respondents (257) did not 

have any defects that could hinder them from using smart devices, and just 1% of the 

respondents (3) had deformities that could prevent them from using smart devices. This 

indicates that almost all the respondents had sound health and can actively use smart 

devices without any hindrances. The respondents also affirm that it is easier and 

convenient for them to use smart devices and this corresponds to the mean score of 2.08 

as shown in the table below. This indicates that almost all the respondents had smart 

devices and they could use it with ease, without the assistance or guidance of anyone.   

 The mean factor for the fear of using e-learning platforms for assessments is 

2.02 which is far below the cutoff point, as respondent claimed that use of e-learning 

platforms did not scare them, especially for test and examination. This implies that 

respondents had good experience with online assessment and obtained better grades 

taking online assessment compared to written assessments.   

 In the same vein, 22% of the respondents (57) called a technician to help fix 

their smart devices when they developed faults, 45% of the respondents (118) made 

attempt to fix it before calling a technician, 26% (66)  fixed it without the assistance of 

a technician and 8% (20) stopped using their smart devices when complications arose. 

This indicates that a good number of the respondents have a prior knowledge of what to 

do to fix their smart devices in event of complications or serious issue, and this 

enhances their technical know-how of smart phones. 
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Table 3: Distribution of Respondents’ Opinion on Prior Knowledge of Digital 

Skills 

 

Factor Level of satisfaction Frequency Percent Mean 

(x ) 
Do you have any physical deformation 

that makes it difficult to use smart 

devices 

Yes 257 98. 57  

No 3 1.15 

Is it easy for you to understand the 

features of e-learning platforms with 

ease? 

All the time 202 77.39 3. 65 

Sometimes 32 12.26 

Little 21 8.04 

Never 6 2.29 

I find it difficult using smart devices? Strongly disagree 56 21.46 2.08 

Disagree 181 69.34 

Neutral 7 2. 68 

Agree 14 5.36 

Strongly agree 10 3.83 

Does the use of e-learning platforms 

for test or examination scare you? 

All the time 42 16.09 2.02 

 

 

 

 

Sometimes 30 11.49 

Little 79 30.26 

 Never  110 42.15 

What do you do when your smart 

device develop fault? 

I call a technician 57 21.84 

I try to fix it before 

calling a technician 

118 45.021 

I fix it myself 66 25.29 

I stop using it 20 7. 66 

 

The table above shows the analysis of responses that pertain to respondents‘ opinion on 

their prior knowledge of digital skills. The responses are rated using the similitude of 

Likert scale, which are All the time (4), Sometimes (3), Little (2) and Never (1). 

Respondents‘ digital skill knowledge is viewed from the perspective of deformity that 

could hinder the use of smart devices, ease of using e-learning platform and technical 

know-how.  

 The results in the table revealed that 99% of the respondents (257) do not have 

defects in any part of their body that could hinder them from using smart devices, and 

just 1% of the respondents (3) had deformities that could prevent them from using 

smart devices. This shows that almost all the respondents have none of their body parts 

impaired and they could use smart devices for learning without any hindrances.  

 Similarly, majority of the respondents (77%) claimed they perfectly understood 

features of e-learning platform with ease. The ease with which the respondents 

understood the features of e-learning platforms could be attributed to the similitude of 

most e-learning platforms to social media platforms and the fact that respondents surf 

the internet for both academic and personal purposes. 

 The respondents also affirmed that it was easier and convenient for them to use 

smart devices and this corresponds to the mean score of 2.08 as shown in the table 

below. This mean score indicates that a good number of the respondents (69%) have 

smart devices and they could use it with ease, without assistance or guidance.   

 The mean factor for the fear of using e-learning platforms for assessments is 

2.02 which is far below the cutoff point, as respondents claim that use of e-learning 

platforms does not scare them, especially for tests and examinations. This implies that 
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respondents have good experience with online assessment and obtained better grades 

taking online assessment compared to written assessments.   

 In the same vein, 22% of the respondents (57) call a technician to help fix their 

smart devices when they develop complications, 45% of the respondents (118) do make 

attempts to fix it before calling a technician, 66 of the respondents (12%) fix it without 

the assistance of a technician and 8%(20) stop using their smart devices when 

complications arise. This is an indication that majority of the respondents have a prior 

knowledge of what to do to fix their smart devices in event of complications or serious 

issue and this enhances their technical know-how of the devices. In general, all the 

scores obtained by the respondents indicate that all the respondents have a prior 

knowledge of information and communication technology by virtue of use of their 

smart devices and they are much more familiar with online learning platforms.  

 

Discussion of Findings 

Based on the data collected, the actual use of E-learning has significant effect on 

students‘ academic performance as more than fifty percent of the students obtain better 

grade through this mode of learning. This result corroborates the findings of a study 

that examined student engagement in the E-learning process and the impact on their 

grades (Rodgers, 2008). When applied to real situations, and as stated in the hypothesis 

statement, this particular finding suggests a boost in the overall performance of the 

students due to the adoption of e-learning.  

Further, findings reveal that over sixty percent of respondents preferred e-

learning and found it useful and engaging while others indicated that conventional face-

to-face method of learning is most suitable for their learning. This result corresponds to 

the findings by Ellis and Loveless, (2013) that e-learning appears to be the most 

preferable choice of learning for most undergraduate students even though the aspect of 

social interaction cannot be ruled out. Another revelation from the study is that e-

learning performs a role more than academic for these university students.  

An interesting finding of this study is that students‘ prior knowledge of ICT has 

enhanced the adoption of ICT among the university students as majority use their smart 

devices at least for an hour in a day. Hence, there is need to offer full support to 

students‘ access to E-learning as it has the potential to improve their academic 

performance. 

 

Conclusion 

The research has shed light on the relationship between the use of ICT and learning 

outcomes. This pandemic has accelerated the process of online learning and also 

changed the way several people receive and impart education.  

 

Recommendation 

High level of preparedness is needed so that we can quickly adapt to the changes in the 

environment and can adjust ourselves to different delivery modes, for instance, remote 

learning or online learning in situations of pandemics such as Covid-19.  
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Abstract 

The outbreak of COVID-19 pandemic in year 2020 disrupted normal activities in all 

parts of the world as a result of the spread and contagious nature of the disease. The 

rate of transmission of the pandemic and the resultant effects in death causality made 

the whole world to experienced unavoidable lockdown. For Nigeria, like other 

countries in Africa, to cope with the surge of the pandemic became a dilemma. The 

effect on education is all-inclusive as it affected face-to face quality of teaching and 

learning, schools‟ calendar, academic activities and students‟ achievement. Besides, to 

assess students‟ knowledge and skills stipulated in the school curriculum became an 

uphill task as a result of non-passage of instructions from the teachers during COVID-

19 pandemic in the nation.  The rate at which the closure of the schools as a result of  

COVID -19 affected science education was capable of  widening the gap between the 

students and process of science and the same time from the society.  Everything around 

a man is science and the inability to sustain scientific attitude among the students over 

a period of time has a direct influence on the sustenance of moral standard in the 

society. This paper therefore addressed e-learning as a plausible and alternative means 

of implementing science education curriculum during any circumstances that will 

prevent face to face teaching and learning.   It was therefore noted that e-learning has 

advantages of increasing retention rates, achievement, skills and attitude among the 

learners and that some abstract concepts in science can be taught through simulation 

and animations for easy comprehension for students. The study concluded that e- 

learning provides the means of achieving the objectives and goals of the science 

curriculum.  
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Introduction 

Sudden crises and chaotic events sometimes cause great destabilization to man and the 

society at large. Such was with the outbreak of the COVID-19 pandemic in December 

2019. COVID-19 as the name implies was first discovered as a viral outbreak in 2019. 

The World Health Organisation (WHO) used the term 2019 novel coronavirus to refer 

to a coronavirus that affected the lower respiratory tract of patients with pneumonia 

which was first discovered in Wuhan, China on 29 December 2019 ( Centre for Disease 

Control, CDC), 2019;  WHO (2020); Li, Guan, Wu, Wang, Zhou, Tong, 2020).  The 

tragedy affected the developed countries terribly and the African continent was not 

spared. This is not the first continental threat to human health in Africa as outbreaks of 

Ebola Hemorrhagic Fever (EHF) in 1976 in southern Sudan (June) and northwestern 

Zaire (now Democratic Republic of the Congo, DRC) (September), and the outbreak of 

Ebola Virus Disease (EVD) of five different species evolving in Guinea and Liberia 

early 2014 (Muyembe-Tamfum, Mulangu, Masumu,  Kayembe,  Kemp,  & Paweska, 

2012) are notorious.  

In Nigeria, emerging and re-emerging infectious diseases of zoonotic origin 

have remained a serious burden from time to time. These diseases include Lassa Fever, 

Ebola virus disease, yellow fever, monkey pox and the ongoing coronavirus are 

regarded as threat not only to socio-economic, and political activities but capable of  

affecting educational activities (Nigeria Centre for Disease Control, 2021).  It was on 

record also that there was Severe Acute Respiratory Syndrome (SARS) which emerged 

in China in 2002-2003, rapidly causing a global epidemic involving humans (Balboni,   

Battilani, & Prosperi, 2012). The COVID-19 epidemic that vented in early December in 

Wuhan, China was obnoxious, contagious and deadly, it resulted in the death of 

thousands around the globe.  

In Nigeria, all schooling activities were affected as a result of school closure. 

This affected all academic and non-academic activities that had been put in place for 

actualization of curriculum details. In science education, academic acquisitions such as 

technology skills, critical-thinking, and procedural skills are grossly affected since 

teaching and learning, terminal and national examinations, excursion, academic 

competition were put on hold. Curriculum in science cannot be fully implemented 

without embracing the extra-class activities, academics problems engagement, practical 

collaboration among the students and with their teachers, All these demand continuity 

at the course of study for science students to cope with daily and academic routines 

necessary for advancing the society.       

  

The Effects of Pandemic on Education 

The continuous transmission and severity of COVID-19 virus prompted countries to 

declare lockdown on all activities in the year 2020.  To this effect, the Federal Ministry 

of Education in Nigeria directed all educational institutions in the country to shut down 

and allow students to go home as cases of reported COVID-19 increased on daily basis. 

The Permanent Secretary in the Ministry of Education, Sonny Echono, told reporters on 

19 March, 2020 that the directive was part of the country‘s overall strategy to curb the 

spread of the virus which made Nigeria to join the growing list of countries in Africa 

which closed schools at all levels (Ogunode, 2020).   

  Education is dynamic, continuous and live; any attempt to disrupt it or destroy 

its practices is a big attempt to disorganise society. The outbreak of COVID 19 has 

made the whole world to be susceptible to education crises at primary, secondary and 
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tertiary levels. This is because when there is an interruption in educational system, the 

economy and the human development stand at the cross road bringing about confusion 

in the society.  

Due to the widespread of the disease, countries all over the world locked down 

all activities that can converge people thereby schools were closed down during the 

ravage of the pandemic. At its peak, more than 188 countries, encompassing around 

91% of enrolled learners worldwide, closed their schools to check the spread of the 

virus in USA, Germany, France, Spain, Italy, India, Japan Nigeria, South Africa, 

Ghana, Senegal, China, just to mention a few (Reimers & Schleicher, 2020). What is 

pathetic about the pandemic is that there was no vaccine for it and the death toll 

increased tremendously in advanced countries. As of middle of July 2020, 12, 552,765 

cases of COVID-19 infections were confirmed and 561,617 death spread across Africa, 

Americas, Europe, Eastern Mediterranean, South East Asia and Western Pacific (WHO, 

2020) were recorded. 

This resulted to closure of schools so that the spread of the pandemic could be 

curtailed. The closure of schools is a colossal blow at education because learning was 

abridged after the lockdown was eased for students to write promotion and external 

examinations.  The post effect of the pandemic has affected the trends of education. It 

affected the quality of teaching and learning and academic achievement particularly for 

students with special needs or those with learning difficulties that often require more 

physical attention and guidance from the teachers (Onyem, Eucheria, Obafemi, Sen, 

Atonye,-Sharma,-Alsayed,-2020). This implies that closure of the schools can make 

such students to lose core educational value while diverting their attention to 

irrelevances. As of March 28
th

, 2020, the covid-19 pandemic has caused more than 1.6 

billion children and youth to be out of schools in 161 countries, this is close to 80% of 

the world‘s enrolled students (Saavedra , 2020).  

In Nigeria, the rate of learning at home was drastically unimpressive due to 

factors such as illiteracy of the parents, unconducive environments and economic 

problems due to poverty.  School closures have a very real impact on all students, but 

especially on the most vulnerable ones who are more likely to face additional barriers 

especially children from low-income and those with special education needs 

(Organisation for Economic Cooperation and Development OECD, 2020). Many pupils 

or students were not having access to learning especially those from less advantaged 

family background in the nation. Family background here refers to all the conditions 

and circumstances in the family which influence the child physically, intellectually and 

emotionally (Muola 2010).  The resulting influence is that such long closure has 

definitely substituted interest of the learners for other engagements which might be 

difficult to break away from after the opening of the schools.  Family Background 

exerts a revolving powerful influence in the site changes of the young. Families affect 

children‘s learning behaviors (Li, & Qiu, 2018).  

 

The Nature of Science Teaching 

Science is a systematic study of the observed through organised methods for the 

benefits and sustenance of mankind (Adebisi, 2016). In reality, science is a broad 

discipline into inquiry processes of physical world involving observations, 

measurement, manipulation and inferring. This implies that the science should be under 

the guidance of a teacher who is trained in the process of science. This makes the 

teaching of science to be involving.  

 

https://blogs.worldbank.org/team/jaime-saavedra


GEN 2021, South Africa: Conference Proceedings  

Page - 167 - 
 

The teaching of science is not dogmatic passage of scientific laws, principles, and 

mathematical expressions but it involves active interaction among teachers, students, 

scientific tools and the environment. Therefore, the teaching could not afford to be 

passive. It is an enterprise that should be continuous because it develops insight to 

solving daily problems and national problems. From assertion of Macedo (2006) 

learning science stands on these corner pieces: 

(i) Living together: learning science goes along with practical activities which 

enable students to work together in small groups along with their teachers. This 

allows cooperation, interactions among the learners.  Such interactions bring 

about ethical and social development for students to adjust to different views.  

(ii) Learning to be: learning science has the tendency to cultivate good moral 

lifestyles in students. Such attributes include: observation skills, rationality, 

honesty, tolerance, looking for cause and effect. All these are imbibed through 

active engagement in science class that is within scientific domains in the 

school environment. 

(iii) Learning to do: Science tasks the senses of students to think rationally and be 

objective through practical learning. This is achievable through data gathering, 

collecting information, through a range of sources, transforming data to make 

broader generalization and justifying the outcomes (UNESCO, 2000) 

(iv) Learning to know: This allows the students to interpret the world around them 

using the concept of science.  

 

With all these, learning of science goes beyond the classroom and the benefits of it are 

ripened in the entire society. Schools cannot afford to be closed for long time without 

affecting the society.  

 

Halt to School Science during Pandemic: Implications 

It is obvious that education is ―life‖ as no part of its processes goes without adding 

values to human existences. It is obvious that everything around a man has the 

implication of science. The knowledge, application and usefulness of science go on and 

on. Any attempt to stop the process of science in schools is to block the ‗breathing 

track‘ to development of an individual and the society. The scenario of the global 

lockdown experienced in the year 2020 rendered all social, educational and economic 

activities inactive and many have not fully recovered from it. The implication is not far 

reaching as the inability to conserve scientific attitude among the students affect their 

continual critical thinking, rationality and objectivity. This attitude is essential to 

maintain serenity of the society. The framework at which scientific attitude embraces 

values and character development makes it dynamic to sustain the society from 

violence, terrorisms and environmental problems (Adebisi, 2019). Scientific attitude is 

learnt not only in science class but during school activities among students and teachers 

because the world we live in is scientific.  School closure is a controversial 

phenomenon as it affects teachers, students, income of some citizens and it has 

spillover effects on a large society. Research in the past showed that school closure is 

an interruption to schools system which results into significant learning loss (Alban 

Conto,   Spogmai,  Dreesen, Kamei, Suguru,  Annika, 2020).  Transitional breaks in 

schools can bring about, on the average, reduction of some essentials skills in learners 

(Slade, Piper,   Kaund, King  & Ibrahim, 2017). 

  In science, some essential skills that should not be interrupted are observation, 

manipulation, measurement and problem solving skills. These skills are primarily 

taught in the practical classes and during interaction with the environment which are 
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needed in daily activities. Routine problem solving in science is halted during long 

closure of schools and thereby affects students‘ collaboration, exploration and 

discovery mentality.  When science is taught in regular class, students complain that it 

is difficult, mathematical and abstract but with the closure of schools, the subject would 

become alien to students. 

 

Curriculum Implementations during Pandemic  

Curriculum is so central to achieving education goals. A pandemic that resulted into 

closure of schools disrupted academic calendar which affected the coverage of 

curriculum contents at the stipulated time. The effects are that experiences and 

education activities in the schools to support the learners are equally locked down. This 

made students to be vulnerable to all sorts of misconducts and unlawful engagement. 

Curriculum defines what students ought to learn, the number of weeks allotted 

to a given topic, and the  skills and knowledge to be acquired by the students. But 

during the lockdown, all these could not be known and followed even with those few 

parents that could afford private teachers.  Instructional materials and guides, 

pedagogical strategy, recommended textbooks to direct teachers‘ and students‘ 

activities were all in abeyance during the lockdown. This shows that curricula were not 

implemented.  According to Marsh 1997, a curriculum is ―an interrelated set of plans 

and experiences which a student completes under the guidance of the school‖. This 

means that teachers could not set up any planned activities during the lockdown and 

series of activities to enhance students‘ experiences could not be done relatedly. To 

further complicate the situation, the interactions among the teachers, learners, 

instructional materials and the school environment were out of place. Many teachers 

maintained and created a daily routine and learning activity for their own children 

(World Health Organisation, WHO 2020a) while doing so at a distance for their 

students (Lollia & Issaieva, 2020). This is a crisis to implementation of school 

curriculum. 

 

The cyclic nature of curriculum was made to cease forcefully as a result of pandemic. 

To this end, the simple analogy of curriculum that was affected is illustrated by Shao-

Wen (2012) as: 

1. Curricula as a set of objectives = goals or objectives  

2. Curricula as courses of study or content = content + goals  

3. Curricula as plans = content + goals+ teaching methods  

4. Curricula as documents = content + goals + methods + assessment 

5. Curricula as experiences = content + goals + methods + assessment + 

extracurricular activities and learning environment + hidden curriculum + cultures 

 

This simply means that objectives, contents knowledge, experiences, assessments as 

laid down in the curriculum are affected.   

 

Assessment is vital to evaluating instruction delivery and to implementation of the 

curriculum.  Assessment provides the way to measure individuals and institutional 

success and so can have a profound driving influence on the individuals and institutions 

they were deigned to serve (Jim & Sean, 2004). In science education the goal of 

curriculum implementation cannot be fully achieved if there exists incomplete or non- 

implementation of the assessment. Assessment in science is engrossed in collecting 

information on the acquired knowledge, attitude, and skills of the learners.  During the 

lockdown, students‘ current knowledge and skills are difficult to be assessed and 

https://link.springer.com/article/10.1007/s11125-020-09526-6#ref-CR99
https://link.springer.com/article/10.1007/s11125-020-09526-6#ref-CR54
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evaluated as a result of non-passage of instructions from the teachers on the activities of 

science.  To this end, teaching, assessments and extracurricular activities were not 

carried out.  More specifically, assessment is the way instructors gather data about their 

teaching and their students‘ learning (Hanna & Dettmer, 2004). These therefore make 

testing, measuring and evaluating impracticable when students are not available.  

In science education, continuous assessment is very important because it is a 

process of finding out what the students have gained from problem solving, process 

skills, applied skills and scientific attitude as reflected in their knowledge thinking, 

reasoning, character development and industry. Kapanbwe (2010) describes continuous 

assessment as an on-going classroom based process that uses a variety of assessment 

tools to measure learners‘ performance. Continuous assessment is (CA) defined as a 

mechanism whereby the final grading of students in the cognitive, affective and 

psychomotor domains of behaviour systematically takes account of all their 

performance during a given period of schooling (Osunde & Ughamadu, 2004). Such 

assessment involves the use of various means of evaluation for the purpose of guiding 

and improving the learning and performance of the students. Continuous assessment 

(CA) is an integral part of instruction that was equally locked down during the 

pandemic. Sintayehu (2016) affirms that every educational institution, irrespective of 

its level, has been using CA as a key to determine students‘ learning achievement and 

identify their learning difficulties for special supports, to improve the teachers‘ 

pedagogical practices, and to improve quality of education in general. It is obvious that 

teachers use continuous assessment to achieve curricula goals at all levels of Education. 

Any continuous closure of the schools as a result of insecurity, violence, and pandemic 

is an unsavory loss to attaining academic goals because teachers will not get feedback 

from the learners and this is the essence of assessment. During schools closure 

assessment in science suffers the following setbacks: 

(i) Difficulty in diagnosing learning abilities of the students 

(ii) Difficulty in effective guidance  of  the students 

(iii) Lack of good record keeping in the schools 

(iv) Practical skills are ceased in sciences 

(v) Interruption in three domains of learning  

(vi) Difficulty of getting feedback from the students.  

 

Sundry Solutions through Supportive E- Learning 
No one ever thought that the whole world will ever be locked down paralysing all 

activities. The ravaging epidemic of coronavirus forbad face-to- face classes in normal 

education setting. The unending closure of schools has changed the mode of interaction 

between the teachers and the learners in many countries of the world to e- learning. 

Institutions have benefitted from e- learning at one time or the other when faced with 

compulsory lockdown. It has helped some institutions to overcome the hurdle to 

educational continuity during the global crisis (Ayebi-Arthur, 2017). 

  According to Gloria (2015), e- learning involves the use and application of 

Information and Communication Technologies (ICT), personal computers, tablets, cell 

phones and other means to improving teaching and learning processes. Researches have 

showed the tremendous advantages of e-learning. Olojo, Adewumi and Ajisola (2012) 

posited that e-learning increased retention rates, achievement, skills and attitude in 

learning. The assertion by the students that science is difficult is considerably mitigated 

through e-learning (Adebisi & Adebisi, 2016). Practical activities that are hardly 

conducted because of limited time to cover the syllabus and non-availability of 

resources can be readily responded to through animation or simulation at convenience 
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for both teachers and the students. This will make students to follow the procedures and 

the concept more meaningfully without being hurried. Besides Physics topics such as 

waves, sound, nuclear fission and fusion can be taught thoroughly enabling the students 

to follow the concepts through simulations. The stress of teaching the processes of 

digestive, excretory and circulatory systems in Biology is eliminated through animation 

and students‘ compression will be influentially enhanced. The pressure of finishing the 

contents in the curriculum will be minimal for teachers using e- learning technology.    

The problem associated with having face-to face teaching and learning has 

mandated countries to adopt e-learning. E-learning is flexible, adaptable, and 

innovative when compared to conventional physical classroom that is rigid for both 

teachers and the learners. The use of technology can considerably circumvent the 

closure of schools due to influence of violence, insurgences, and pandemics on face-to 

face physical classroom. 

Assessment of the students can be done without stress and examination 

malpractices can be considerably reduced using modern day technology. The traditional 

method of testing students in Nigeria is characterised by different forms of examination 

malpractice such as bringing in unauthorized materials, writing on currency notes and 

identity cards, spying on other candidates in examination hall, and change in 

examination scores. These could be eliminated through computerised testing. 

Computerised testing provides powerful tools to meet the new challenges of designing 

and implementing  assessments method that go beyond the conventional practices 

which facilitates a broader repertoire of cognitive skills and knowledge ( Mubashrah, 

Tariq & Shami,2012). 

 

Transcending the Challenges of School Closure through E-learning 
Surmounting the long closure of schools as a result of the plague of Covid-19 has 

encouraged extensive use of technology in teaching and learning in many of advanced 

countries while the use is in dismal in Nigeria. This is so in Nigeria because the 

integration and adoption of E-technology into education, particularly science education 

programme, is barricaded with challenges of fund, laxity in teachers‘ interest due to 

lack of motivation from the government or the employers. More so, effective use of E- 

technology is largely dependent upon the availability and accessibility of the resources. 

This problem is further exacerbated by growing poverty, lack of funding and 

exponential rise of school attendees in the last two decades (National Universities 

Commission, 2005). Although these challenges are real, they can be overcome through 

the co-operation of class teachers. The onus is on teachers to see it not as a burden but 

as an opportunity to explore the world of e-technology into classroom environment.  

Teachers are leaders and motivator. They should do well to passionately invest their 

energy to organise and instruct their students to buy necessary materials that are useful 

for e- learning. This can be easily achieved by instructing values of collaboration, 

living together, rationality, cause and effect in this changing and present world.    This 

will motivate the students to see the need to acquire and share with themselves the 

gadgets that will be useful in e- learning environment. Teachers‘ motivation and skills 

are important here.  

Successful integration of e-technology in teaching and learning solely depends 

on the passionate preparation of teachers (Singh & Chan, 2014). It is a long time 

waiting for the government in many African countries while the learners are failing to 

receive modern skills and knowledge. There should be a strong bond between the 

teachers and the parents in raising E-technology environment in schools. This will be 

better done through awareness through the public media so that parents will have inner 



GEN 2021, South Africa: Conference Proceedings  

Page - 171 - 
 

drive to accommodate the new drive towards E-technology and their supportive 

influence. Non-Governmental Organisation (NGO) and alumni could be contacted for 

fund raising and supply of necessary e-learning facilities to schools. Researchers have 

found out that many of the teachers are illiterate in the use of E-technology for 

instructions in Nigeria and in other part of African countries. Mathipa and Mukhari 

(2014) reported that teachers failed to use computers where they are available in 

schools in South Africa. This depicted teachers‘ nonchalant attitude to the rising task of 

the moment. It is therefore necessary that collaboration among experts in Computer 

Science, Education and classroom teachers on the easy usage of technology to facilitate 

e-learning is facilitated.      

 

Conclusion  

This paper argued that the ordeal of Covid -19 in the year 2020 which resulted in the 

closure of schools was an eye- opener to education experts and all concerned citizens. 

Schools cannot afford to be closed now and then without affecting the learners and the 

society at large.  The lockdown greatly affected the implementation of curriculum and 

assessment that are germane to the education process. The effect on science education 

is grave not only on the learners but also on the society. The shift to the use of 

technology in the day- to-day learning activities has made it non-negotiable. With the 

advantages of e-learning use in many countries of the world, it is therefore necessary to 

fully implement technology‘s usage in schools for teaching and learning. The study 

further submitted that while waiting on government, there is a need for teachers to 

adopt the use of e-learning in schools and parents are to be carried along in providing 

an e-learning environment. The proactive contact with Non-Governmental Group 

(NGO) in some countries could be adopted for fund raising and supply of necessary E-

technology facilities to schools. Researchers have found out that many teachers are 

illiterate in the use of E-technology in Nigeria and in other African countries. Mathipa 

and Mukhari(2014) reported that teachers failed to use computers despite their 

availability in South African schools. This shows that teachers are unconcerned about 

the usage of e- learning technology to aid their teaching. It is therefore necessary that 

experts in the field of computer in tertiary institutions and teachers in the schools 

should collaborate to organise seminars on the effectiveness of computer and allied 

facilities in the teaching of students to achieve curriculum goals.  
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Abstract 

The study investigated teachers‟ digital phobia and work performance in the Covid-19 

era secondary schools‟ online teaching in Oluyole Local Government Area, Oyo State. 

The study aimed at examining the difference in digital phobia among secondary school 

teachers with reference to age, school type and gender vis-à-vis work performance. The 

study population comprised all secondary school teachers in Oluyole Local 

Government Area. Stratified, multistage and simple random techniques were employed. 

A multistage sampling was used as the stages in selecting the sample were more than 

one. Initially, schools were stratified on the basis of public and private schools. A 

simple random sampling was used to select twenty (20) schools. From the twenty (20) 

schools selected, ten (10) teachers were selected; five (5) from public schools and five 

(5) from private schools, making a total of two hundred (200) sample size. The research 

instrument for data collection was Teacher Digital Phobia (TDP). Three (3) research 

questions and four (4) research hypotheses were answered. Descriptive statistics such 

as percentage and mean were used to analyze the research questions while Hypothesis 

1 was analyzed using Pearson Moment correlation and hypotheses 2, 3 and 4 were 

analyzed using T-Test. The study revealed amongst others that there is significant 

relationship between teacher digital phobia and work performance in the covid-19 era 

secondary schools‟ online teaching in Oluyole Local Government Area of Oyo State. 

The study concluded that teachers should embrace in absolute terms, without fear or 

intimidation, the use of modern technology and devices in classrooms. On the basis of 

the findings of the study, it is recommended that ICT skill standards for teachers should 

be set which offers strategies for planning, training and developing programs in order 

to equip teachers with essential skills important to the use of modern devices in 

teaching and learning.  

 

Keywords: Teacher, digital phobia, work performance, covid-19, online teaching, 

secondary schools 

 

Introduction 

The outbreak of Covid-19 has undoubtedly affected the social, political, economic, 

religious as well as the education structures of many countries across the globe, 

including Nigeria. A major response to Covid-19 by the Federal government of Nigeria 

was the lockdown of several institutions and places where people are most likely to 

converge so as to limit the spread of the virus. Paramount among these is the closure of 

schools at all levels of education in the country, which was considered essential and 
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appropriate during the initial outbreak which lasted for about six months. However, the 

important place which education occupies in any nation suggests that educational 

activities could not be absolutely suspended. There was the need for teaching and 

learning to continue at any rate and at any means.  

The immediate challenge during the lockdown, therefore, was to educate the 

children and the youths irrespective of their backgrounds and locations, within the 

infrastructure and the settings they are. In this regard, the federal and state governments 

as well as religious organizations were quick to introduce educational programs on 

radio and television during the lockdown. However, there were limits to which this 

could meet the challenge of teaching and learning as a result of economic and social 

constraints on the part of teachers, parents and students. For students in the rural areas 

and poor backgrounds, it was the problem of inaccessibility to radio and television set, 

and for students in the urban areas, there was the problem of students getting distracted 

from learning by social media.  

Many schools, especially private schools, resolved to the use of digital medium 

to provide teaching and learning instructions online. Online learning programs posed 

serious challenges to students as well as teachers. Learners in rural areas and those 

from poor family backgrounds were mostly affected in this regard as they could not 

access the necessary technology. Hence, it appears that online learning programs were 

only accessible to few learners who had access to the internet, smart-phones, private 

computers and other similar devices. Equally, it was also a challenging period for 

teachers around the world, and particularly in Nigeria, as the reality of a new learning 

mode appeared to be too sudden and somehow out of control. Teachers were caught 

unawares and without due preparation, teachers had to search for new tools and 

teaching methods to face the novel challenges. There were serious issues in adjusting to 

the digital medium of teaching. There was also the need to consider what type of 

educational paradigms would be appropriate to the shift in the way of living and 

interacting with the students. The challenge was, perhaps, more compounded because a 

large number of teachers had not received the required training for digital teaching and 

learning to help them continue teaching in the crisis. Apparently, many teachers lacked 

the required skills and tools required to design and deliver quality online lesson 

materials. They were yet to embrace the various features offered by digital tools such as 

audio, video, text, live sessions and interactive grounds (Hanushek and Woesmann, 

2020). Hence, many teachers became engulfed by digital phobia in the course of 

teaching and learning. This might produce certain effects on the work performance of 

teachers. 

Reviewed literature revealed that teachers‘ digital phobia is associated with 

training and frequency use of digital medium (Necessary and Parish, 2019), computer 

experience (Yaghi and Ghait, 2013), and neuroticism (Singleton, 2019).  Bukaliya and 

Mubika (2019) investigated the levels of computer phobia among pre-service teachers 

in terms of gender and their experience. The study showed that computer phobia of 

male pre-service teachers does not depend on gender and there is a negative significant 

relationship between computer experience and computer anxiety. Gary (2013) 

concluded that disappointment, frustration, worry affect the use of computer. Qasim 

and Andoh (2018) assessed computer phobia among higher school teachers and found a 

significant gender difference among them. Literature also explained that teacher 

attitudes towards the use of computer significantly influence work performance of 

teachers. Manoj, Rajini and Madhu (2014) found no significant difference in gender, 

secondary school type, monthly pay, computer preferring, computer anxiety, utilisation 

enjoying and utilisation of computers.  
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This study investigated the relation between the secondary school teachers‘ digital 

phobia and work performance during lockdown in the Covid-19 era in Oluyole local 

government area, Oyo State, Nigeria. To this end, the following research questions and 

hypotheses were postulated.   

 

Research Questions 

1. What is perceived secondary school teachers‘ work performance during 

lockdown in the Covid-19 era in Oluyole Local Government Area, Oyo State?  

2. What are the different kinds of digital phobia that secondary school teachers 

experienced during the lockdown in the Covid-19 era in Oluyole Local 

Government Area, Oyo State?  

3. What are secondary school teachers‘ technology use indexes during lockdown 

in the Covid-19 era in Oluyole Local Government Area, Oyo State? 

 

Hypotheses 

Ho1: There will be no significant relationship between secondary school teachers‘ 

digital phobia and work performance during lockdown in the Covid-19 era in 

Oluyole Local Government Area Oyo State.  

Ho2:  There will be no significant age difference in secondary school teachers‘ digital 

phobia and work performance during lockdown in the Covid-19 era in Oluyole 

Local Government Area Oyo State.  

Ho3:  There will be no significant school type difference in secondary school 

teachers‘ digital phobia and work performance during lockdown in the Covid-

19 era in Oluyole Local Government Area Oyo State.  

Ho4:  There will be no significant gender difference in secondary school teachers‘ 

digital phobia and work performance during lockdown in the Covid-19 era in 

Oluyole Local Government Area Oyo State.  

 

Methodology 

The study adopted a descriptive research design. The design assisted the researcher to 

obtain a firsthand data from the field and carefully analyze same. The population of the 

study comprised all secondary school teachers in Oluyole Local Government Area, Oyo 

State. A multistage sampling was used as the stages in selecting the sample were more 

than one. Secondary schools in Ibadan metropolis was stratified on the basis of public 

and private schools. A simple random sampling was employed to select twenty (20) 

schools. From the twenty (20) schools selected, ten (10) teachers were selected; Five 

(5) from public schools and five (5) from private schools, making a total of two 

hundred (200) sample size. The questionnaire which served as the research instrument 

for this study was titled Teacher Digital Phobic (TDP). The questionnaire comprised 

self-designed and structured items adapted from technology use indexes. The 

questionnaire was structured into four (4) sections. Section A was to elicit demographic 

data about participants. Section B was designed to provide answers to the research 

questions. Section C was to generate information on the perceived teacher digital 

phobia while section D was structured to generate data on the level of teacher work 

performance. Descriptive statistical tools such as percentage and mean were used to 

analyze the research questions while Pearson product moment correlation was used to 

analyze hypothesis 1 and T-test was used to analyze hypotheses 2, 3 and 4 all at 0.05 

level of significance.  
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Result of Findings 

 

Research Question 1: What is the perceived teachers' work performance level during 

Covid-19 era? 

 

Table 1: Teachers' work performance level during covid-19 era 

 

Items Very 

High 

Moderate Very 

Low 

Weighted 

Average 

I pay attention to details when 

having virtual teaching 

88(52%) 65(39%) 15(9%) 1.871 

Virtual teaching gives me 

opportunity to be creative 

87(52%) 71(42%) 10(6%) 1.992 

Virtual teaching gives me 

opportunity to be innovative 

83(49%) 74(44%) 11(7%) 1.940 

Virtual teaching gives me 

opportunity to be consistent 

in my mode and styles of 

teaching 

86(51%) 69(41%) 13(8%) 1.893 

Virtual teaching gives me the 

ability to access and initiate 

things independently 

84(50%) 72(43%) 12(7%) 1.911 

Overall Weighted Average 1.921 

Decision Rule: 

0-1.49= Very Low 

1.50-2.49= Low 

2.50-3.49=High 

3.50-4.00= Very High 

Source: Fieldwork, 2021 

 

Respondents which represents 52% indicated that they paid attention to details when 

having virtual teaching, 52% signified that virtual teaching gives them opportunity to be 

creative, 49% of the respondents say that virtual teaching gives them opportunity to be 

innovative, 51% of the respondents say that virtual teaching gives them opportunity to 

be consistent in their mode and styles of teaching and lastly 50% of the respondents say 

that virtual teaching gives them the ability to access and initiate things independently. 

The weighted mean is 1.92 which shows that the teachers work performance during the 

lockdown in the Covid-19 era was very low based on the decision rule stated above. 

 

Research Question 2: What are the different kinds of digital phobia during Covid-19 

era? 

 

Table 2: Different kinds of digital phobia during Covid-19 era 

Items Agreed Disagreed Weighted 

Average 

Technophobia (fear of technology i.e 

feeling uncomfortable around advance 

technology) 

128(76%) 40(24%) 2.756 

Nomophobia (fear of being without a 

mobile device) 

108(64%) 60(36%) 2.178 
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Cyberphobia (fear of computers or 

Internet) 

124(74%) 44(26%) 2.586 

Telephonophobia (fear of telephone) 110(65%) 58(35%) 2.212 

Selfiephobia (fear of taking photograph 

of oneself) 

109(65%) 59(35%) 2.194 

Loremophobia (fear of losing phones) 126(75%) 42(25%) 2.667 

Ovetechnophobia (fear of 

overwhelming technology) 

128(76%) 40(24%) 2.756 

Cosophobia (abnormal fear of virtual 

teaching) 

112(67%) 56(33%) 2.250 

Erogophobia 125(74%) 43(26%) 2.625 

Clasmaphobia (fear of virtual class 

management) 

133(79%) 35(21%) 3.032 

Overall Weighted Average 2.526 

  Decision Rule: 

0-1.49= Very Low 

1.50-2.49= Low 

2.50-3.49=High 

3.50-4.00= Very High 

Source: Fieldwork, 2021 

 

The table above shows that most of the respondents which representw 76% were 

technophobia, 64% were nomophobia, 74% were cyberphobia, 65% were 

telephonophobia and selfiephobia. Again, 75% of the respondents were loremophobia, 

76% were ovetechnophobia, 67% were cosophobia, 74% of them were erogophobia, and 

74% of the respondents were clasmaphobia. The table 2 reveals that ‗Clasmaphobia 

(fear of virtual class management)‘ was the highest digital phobia that teachers (79%) 

were having, followed by ‗Ovetechnophobia (fear of overwhelming technology)‘ (76%) 

and the least was ‗Nomophobia (fear of computers or internet)‘ (64%).  

 

Research Question 3: What is the teachers' technology use indexes in the Covid-

19era? 

 

Table 3: Teachers' technology use indexes in the Covid-19era 

 

Items Agreed Neutral Disagreed Weighted 

Average 

I use technology independently 87(52%) 71(42%) 10(6%) 1.992 

I use technology dependently 86(51%) 69(41%) 13(8%) 1.893 

I use technology partly dependently 88(52%) 65(39%) 15(9%) 1.871 

There is high frequency in my use of 

technology 

83(49%) 74(44%) 11(7%) 1.940 

There is a normal frequency in my 

use of technology 

89(53%) 63(38%) 16(9%) 1.735 

There is low frequency in my use of 

technology 

84(50%) 72(43%) 12(7%) 1.911 

I use technology for social purpose 92 

(55%) 

62(37%) 14(8%) 1.912 

I use technology for non-social 90(53%) 65(39%) 13(8%) 1.915 
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purpose 

I use technology for educational 

purpose 

91(54%) 66(39%) 11(7%) 1.973 

I am very confident with the use of 

technology 

89(53%) 69(41%) 10(6%) 2.001 

I feel I need help to be able to use 

technology at all times 

88(52%) 62(37%) 18(11%) 1.851 

I feel I sometimes need help to use 

technology 

90(53%) 63(38%) 15(9%) 1.884 

Overall Weighted Average 2.288 

Decision Rule: 

0-1.49= Very Low 

1.50-2.49= Low 

2.50-3.49=High 

3.50-4.00= Very High 

Source: Fieldwork, 2021 

 

Most of the respondents that are 52% agreed that they could use technology 

independently, 51% of the respondents agreed that they could use technology 

dependently, 52% of the respondents agreed that they could use technology partly 

dependently. Also 49% of the respondents agreed that there was high frequency in my 

use of technology; 53% of the respondents agreed that there was a normal frequency in 

my use of technology, 50% disagreed that there was low frequency in my used of 

technology. Furthermore, 55% of the respondents agreed that they used technology for 

social purpose, 53% of the respondents agreed that they used technology for non-social 

purpose, 54% of the respondents agreed that they used technology for educational 

purpose. Again, 53% of the respondents agreed that they were very confident with the 

use of technology, 52% of the respondents agreed that they felt they needed help to be 

able to use technology at all times, 53% of the respondents agreed that they sometimes 

needed help to use technology. This implies that teachers' technology use indexes in the 

Covid-19era was low with weighted mean 2.28.  

 

Ho 1: There will be no significant relationship between Teacher Digital Phobic  

and Work Performance during the Covid-19 era Secondary Schools‘ Online Teaching in  

Oluyole Local Government Area of Oyo State. 

 

Table 4: Spearmans’s Correlation Analysis showing the relationship between 

Teacher Digital Phobic and Work Performance 

Variable Mean Std Dev N r P Remark 

Teacher-Digital 

Phobic 

2.89 0.02     

   168 -0.27** 0.00 Sig 

Work Performance 1.99 0.64     

During Covid19       

*Significant at 0.05 level of significance 

 

Table 4 shows the analysis of hypothesis 1, testing the relationship between teacher‘s 

digital phobia and work performance in Oluyole Local Government area of Oyo state. 

The result indicates that there is significant relationship between teacher digital phobia 
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and work performance (r=-0.27**, N = 168, p<0.05). Hence, the null hypothesis is 

rejected at 0.05 level of significance. This implies that there is significant relationship 

between teacher digital phobia and work performance during the Covid-19 era 

Secondary Schools‘ Online Teaching in Oluyole Local Government Area of Oyo State. 

And that the relationship is inverse, that is, the higher the teachers‘ digital phobia, the 

lower the work performance. 

 

Ho2: There will be no Significant Age Difference in Teacher Digital Phobia during the 

Covid-19 era Secondary Schools‘ Online Teaching in Oluyole Local Government Area 

of Oyo State 

 

Table 5: T-Test showing Age Difference in Teacher Digital Phobic during Covid-

19 era  
Items Mean Std 

Dev 

Std 

Error 

Mean 

95% 

Confidence 

Interval of the 

Difference 

T df F sig 

Lower Upper 

Teacher Digital 

Phobic 

1 .  L o w e r  

A g e ( 2 1 - 4 0 )  

 

2 .  H i g h e r  

A g e ( 4 1 - 6 0 )  

 

9.10 

 

8.50 

 

0.24 

 

0.11 

 

0.16 

 

0.12 

 

-0.17 

 

-0.15 

 

-0.08 

 

-0.03 

 

-

2.45 

 

-

1.89 

 

10.01 

 

9.11 

 

 

0.08 

 

 

0.10 

*Significant at 0.05 level of significance 

 

Table 5 above shows the analysis of hypothesis 2 on age difference in teacher digital 

phobia during the covid-19 era Secondary Schools‘ Online Teaching in Oluyole Local 

Government Area of Oyo State. The table reveals that there is no significant age 

difference in teacher digital phobia (t (227) = - 2.45, p > .05). Hence the null 

hypothesis is accepted at 0.05 level of significance. This implies that there is no 

significant age difference in teacher digital phobia during the Covid-19 era Secondary 

Schools‘ Online Teaching in Oluyole Local Government area of Oyo State, Nigeria. 

 

Ho3: There will be no Significant School Type Difference in Teacher Digital Phobia 

during the Covid -19 Era Secondary Schools‘ Online Teaching in Oluyole Local 

Government Area of Oyo State 

Table 6: T-Test showing School Type Difference in Teacher Digital Phobia during the 

Covid-19 Era 
Items Mean Std 

Dev 

Std 

Error 

Mean 

95% 

Confidence Interval 

of the Difference 

T Df F sig 

Lower Upper 

Teacher-Digital 

Phobic 

1. Private 

Schools 

2. Public School  

 

 

7.86 

 

9.43 

 

 

0.24 

 

0.11 

 

 

0.26 

 

0.34 

 

 

-0.23 

 

  -0.18 

 

 

0.16 

 

0.29 

 

 

1.55 

 

3.11 

 

 

7.99 

 

10.22 

 

 

0.12 

 

 

0.00 

*Significant at 0.05 level of significance 

Table 6 shows the analysis of hypothesis 3 on school type difference in teacher digital 

phobia during the Covid-19 era Secondary Schools‘ Online Teaching in Oluyole Local 
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Government area of Oyo State. The table shows that there is significant school type 

difference in teacher digital phobia (t (233) = 1.55, p < .05). Hence the null is rejected 

at 0.05 level of significance. This implies that there is significant school type 

difference in -teacher digital phobia during the Covid-19 era Secondary Schools‘ 

Online Teaching in Oluyole Local Government Area of Oyo State, Nigeria. 

 

Ho4: There will be no Significant Gender Difference in Teacher Digital Phobia during 

the Covid-19 era Secondary Schools‘ Online Teaching in Oluyole Local Government 

Area of Oyo State. 

 

Table 7: T-Test showing Gender Difference in Teacher Digital Phobia during 

Covid-19 era 
Items Mean Std 

Dev 

Std 

Error 

Mean 

95% 

Confidence 

Interval of the 

Difference 

T Df F sig 

Lower Upper 

Teacher Digital 

Phobic (Covid-

19 Era) 

1 .  M a l e  

 

2.    Female 

 

 

 

 

9.10 

 

8.50 

 

 

 

0.24 

 

0.11 

 

 

 

0.16 

 

0.12 

 

 

 

-0.23 

 

-0.18 

 

 

 

0.16 

 

0.29 

 

 

 

-1.63 

 

-2.30 

 

 

 

9.21 

 

9.00 

 

 

 

 

0.42 

 

 

 

 

0.30 

*Significant at 0.05 level of significance 

 

Table 7 above shows the analysis of hypothesis 4 on gender difference in teacher digital 

phobia during the Covid-19 era Secondary Schools‘ Online Teaching in Oluyole Local 

Government area of Oyo State. The table reveals that there is no significant gender 

difference in teacher digital phobia (t (212) = 1.63, p > .05). Hence the null hypothesis 

is accepted at 0.05 level of significance. Therefore, there is no significant gender 

difference in teacher digital phobia during Covid-19 era Secondary Schools‘ Online 

Teaching in Oluyole Local Government Area of Oyo State, Nigeria. 

 

Discussion of Findings 

For research question 1, the analysis of the study conducted indicated that the level of 

teacher job performance during Covid -19 online teaching in secondary schools in 

Oluyole Local Government Area, Oyo State is low with the overall weighted average of 

2.385. For research question 2, the analysis of the study conducted revealed that the 

level of teachers‘ digital phobia is high with the overall weighed average of 2.526. This 

result is in agreement with the findings of Riley (2020) which showed that teachers‘ 

level of phobia increases with increase in the level of technological devices in 

education. For research question 3, the analysis of the study indicated that teachers 

technological use indexes is low with the overall weighted average of 2.288. This is 

also in consonance with the findings of Singleton (2018) which revealed that teachers‘ 

technological use is low especially with regards to its application in the classroom 

setting. 

 

From hypothesis 1, the result showed that there is significant relationship between 

teacher digital phobia and work performance during covid-19 online secondary school 

teaching in Oluyole Local Government Area of Oyo State. This indicates that teacher 

work performance is influenced by digital phobia, that is, the fear of advancement in 
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technology and its use in teaching and learning by teachers significantly exerts positive 

influence on teacher work performance. 

 

From hypothesis 2, the result showed that there is no significant age difference in 

teacher digital phobia during the covid-19 online secondary school teaching in Oluyole 

Local Government Area of Oyo State. This implies that it does not really matter 

whether a teacher is young or old, he or she is susceptible to fear in the face of modern 

trends in technology in teaching and learning. 

 

Based on the findings from hypothesis 3, the study revealed that there is significant 

school type difference in teacher‘s digital phobia during covid-19 online secondary 

schools teaching in Oluyole Local Government Area of Oyo State. This implies that 

school type, that is, private or public has significant difference in teacher digital phobia. 

This equally suggests that the level of preparedness of private and public schools in 

embracing the use of ICT in teaching learning process differs significantly. 

 

The study revealed, from hypothesis 4, that there is no significant gender difference in 

teacher digital phobia during covid-19 online secondary schools teaching in Oluyole 

Local Government Area of Oyo State. This indicates that it does not really matter 

whether male or female, a teacher is liable to phobia with the use of modern technology 

in teaching learning process. The results of this study is in agreement with the findings 

of some researchers who found no significant difference in gender, secondary school 

type, monthly pay, computer preferring, computer anxiety and utilization enjoying and 

utilization of computers (Manoj, Rajini and Madhu, 2014)  

     

Conclusion 

The outbreak of Covid-19 pandemic is no doubt a threatening phenomenon to different 

sectors of different countries in which Nigeria is not an exception. Specifically, the 

school system has witnessed a phase in the last one year which becomes imperative for 

teachers to adopt modern technology in teaching and learning. Thus, there is the need 

for dynamism and adaptability on the part of teachers to the new paradigm in the school 

system. There is the need for teachers to embrace in absolute term, without fear and 

intimidation, the use of modern technology or devices in teaching and learning, 

considering the vital position teachers occupy in the education of the younger 

generation and the attainment of national goal at large. 

 

Recommendations 

Based on the findings and conclusion of this study, the following recommendations are 

made: 

1. Teachers should be given the necessary training on how to integrate the use of                                 

 modern devices into the teaching learning process.  

2.    Teacher training institutions such as University of Educations, Colleges of 

 Education and Departments where education courses are offered should design 

 their curriculum to align with the training of teachers on skills and  competences 

 required for classroom teaching through technological devices. 

3. Apart from the initial training programs, teachers should be encouraged to attend 

in-service training designed to equip teachers on the use of modern technological 

devices in teaching learning situations. 



GEN 2021, South Africa: Conference Proceedings  

Page - 183 - 
 

4. ICT skill standards for teachers should be set which offers strategies for 

planning, training and development programs in order to equip teachers with 

essential skills important in the use of modern devices in classroom. 

5. The government and other stakeholders in education should mobilize resources 

for equipping schools with modern technological devices. 

6. Education at all levels should design its curriculum to accommodate and reflect 

 education paradigms that will be suitable to post Covid-19 era. 
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Abstract 

As technology continues to change rapidly, so does access to the courseware. As such, 

lack of resources continues to deny education to all individuals. Thus, while a number 

of scholarly works show evidence of the potential of open educational resources in 

influencing higher education outcomes, issues and inconsistencies pertaining to 

epistemological, ideological, cultural, and social relevance, as well as technology-

related challenges continue to pose a threat to institutions in the global South. As a 

result, the present study seeks to examine the opportunities and challenges of open 

educational resources in democratising knowledge in higher education institutions in 

South Africa. Underpinned by an interpretivist paradigm, the study employed a 

qualitative research approach and a case study design in which data were collected 

from university lecturers, students, and information and communication strategists 

using interviews and focus groups. The research findings revealed that, although open 

educational resources help lecturers to visualise complex concepts and direct them to 

the relevant repositories needed to enhance their professional lives and practices, the 

relevance of such resources to course content, as well as unreliable technological 

culture are major challenges hindering the potential benefit thereof. Based on the 

findings of the study, it is recommended that lecturers adopt an open approach to their 

academic practice, through the sharing of resources and ideas both within and outside 

their discipline. Similarly, funders of OER-related activities should support and 

promote „open‟ approaches to teaching and learning practice. 

 

Keywords: benefits, democratisation of knowledge, open educational resources, 

potentials, training. 

 

Introduction and Background  

Open educational resources (OERs) and the open movement have recently evolved as a 

solution to the need for freely available, and open educational content, and in many 

ways now challenge age-old educational traditions and conventions. OERs have 

spawned a much wider movement towards open knowledge, which represents an 

important milestone in the development of education worldwide. OERs are based on 

the idea of granting learners open access to knowledge and advancing the acquisition of 

knowledge through informal education. This has encouraged discussion and reflection 

on the use and adoption of such resources across different sectors (pedagogical, 

political, institutional, etc.) (Mengual-Andrés & Rico, 2018). The development and 

extension of OER projects, the number of students they attract, as well as their social 

value, point to  future education and learning revolution (Tuomi, 2013). According to 

Tuomi (2013), one of the most crucial functions of OERs is to provide education to as 

many people as possible, but also (and perhaps more significantly) to reform education 

mailto:vmncube@ufh.ac.za
mailto:bolawale@ufh.ac.za
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and educational systems. Several studies and analyses have demonstrated that many 

institutions and nations are committed to promoting OERs and open knowledge (see 

Atkins et al., 2007; Carson, 2009; Hood & Littlejohn, 2017), and strengthening the 

impact which OERs can have on formal education systems (see Masterman & Wild, 

2011; Mengual-Andrés & Rico, 2018). In this respect, various OER-related efforts have 

been launched across the world, and governments are working on policies pertaining to 

this issue (Hylén et al., 2012).  

The United Nations Educational, Scientific and Cultural Organization 

(UNESCO) and other international entities advocate for, and support, global efforts to 

democratise education, notably to combat discrimination and illiteracy, and unify and 

broaden the reach of obligatory primary and secondary education (Murati, 2015). 

Furthermore, these organisations promote education with compensating measures in the 

fields of special education, migrant education, minorities‘ rights to education, adult 

education, and the attainment of continuous education (Murati, 2015). Thus, OERs, as 

alternative tools for building and disseminating knowledge more efficiently, have 

emerged with the firm support of important international organizations such as Unesco 

and the Organization for Economic Cooperation and Development (OECD) (Ojeda et 

al., 2016).  

These organisations are working to support and expand efforts aimed at 

developing and sharing OERs around the world (Ojeda et al., 2016). As a result, the 

adoption of OERs in response to challenges around variability in the quality of 

educational resources; student learning, teaching, and performance; as well as the rising 

cost of textbooks; have garnered financial support from intergovernmental agencies 

such as the World Bank, the OECD, UNESCO, the Commonwealth of Learning, the 

European Union (EU), and philanthropic bodies such as the Hewlett Foundation 

(Taylor, 2007; Zaid & Alabi, 2020). 

It is therefore not surprising to witness projects being launched in countries as 

diverse as Brazil, China, South and North Korea, Slovenia, South Africa, Turkey, and 

Vietnam, to name but a few (Butcher & Hoosen, 2014; Dhanarajan & Porter, 2013; 

Jacobi et al., 2013). As a result, the global education agenda has begun to reflect the 

critical need for education for all (Mengual-Andrés & Rico, 2018). Admittedly, the 

majority of states are experiencing a global financial crisis aggravated by the Covid-19 

pandemic, and increasingly restrictive economic policies have led them to view OERs 

as a potentially appealing solution for their governments, while also being important for 

democratising access to education, and promoting widespread, continuous access to 

learning (James & Bossu, 2014; Mengual-Andrés & Rico, 2018). Access to OERs is 

thus emerging as a feasible option for developing nations where traditional models are 

unable to satisfy the demands of students, learners, and institutions alike (Butcher & 

Hoosen, 2014). Thus, to achieve the set goals of meeting the needs of the 

aforementioned stakeholders, OERs require not only an opening up of educational 

resources but also open technology and open practices, new learning methodologies in 

particular, and a significant change in the role of the teacher. In that respect, the study 

on which this article is based sought to investigate the potential benefits and challenges 

of OERs in the democratisation of knowledge. 

 

Literature Review 

 

Democratisation of Knowledge through OERs 

Democratisation as a phenomenon refers not only to students‘ capacity to study and 

grow but also to society‘s attitude and the opportunities it affords students to be 
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educated within their intellectual abilities (Murati, 2015). The democratisation of 

education and  schools, according to Murati (2015), will allow access to education for 

as many learners and students as is feasible, and grant the right to an upbringing, 

education, and schooling for all citizens of a country, regardless of their gender, 

language, religion, class, or race. Thus, knowledge democracy would be indicative of a 

society in which a wide range of actors have access to relevant information, which 

enables them to address pressing social issues. In an ideal democracy, dominant and 

non-dominant actors would have equal access to, and the capacity to participate in, 

creating local and global solutions. Such knowledge democratisation would be free of 

prejudice in terms of knowledge access and the sharing of methods, and would 

recognise the importance of knowledge in decision making (Bunders et al., 2010). The 

idea of knowledge democracy acknowledges the relevance of diverse knowledge 

systems, including organic, spiritual, and land-based systems; social movement 

frameworks; and the wisdom/knowledge of marginalised or excluded peoples (Lemkes, 

2018). As such, OERs, through knowledge democratisation, not only create knowledge, 

but also actively resist the commercialised forms of education which have been 

engendered by the pervasiveness of capitalist relations in the education system over the 

past few decades. 

One of the key concepts which UNESCO (2012) promotes is the 

democratisation of knowledge alongside the right to internet access and reliable 

connectivity. Thus, as part of the cultural heritage from the post-revolutionary era, 

democracy in education has promoted free access, supported by OERs and massive 

open online courses (MOOCs) (Ojeda et al., 2016). This has resulted in a paradigm 

shift which enables students to explore other fields of study, work, research and 

development, and nurtured the concept of a democratic and inclusive education system. 

According to Ojeda et al. (2016), emphasis has been placed on new educational 

paradigms, in moving towards the technological realm of digital media and resources to 

enhance the teaching and learning process. Nonetheless, the transformation of 

postmodern society and the paradigms presented by liquid modernity make the 

democratisation of knowledge imperative for any society, university, school, and 

curriculum.  

There is a recognition, however, that ―recent efforts to rethink knowledge 

production by introducing OER adoption programs help to better understand, on the 

one hand, how social exclusion has long been implemented in higher education, and, on 

the other, how these same efforts have come to undermine larger exclusionary 

implications in education by enabling access to the teaching material‖ (Milkidis, 2019, 

p. 7). Thus, the aim of democratising knowledge production as both a process and an 

end goal, would involve broadening the scope beyond the usefulness and significant 

relevance of using OERs in teaching techniques. Hence, the efforts of the OER 

movement are a step in the right direction, but the true democratisation of education, 

which seeks to bring about social transformation for both educators and students, is still 

a long way off (Milkidis, 2019). For that reason, it is vital to understand the diverse 

teaching perspectives, ideas, and conceptions which exist about the democratisation of 

knowledge when working with OERs for MOOCs, given that they enrich and guide the 

practices of teaching and learning. 

 

The Need for, and/or Opportunities Presented by, Open Educational Resources 

Although OERs are an important component of education, their primary purpose is not 

to provide vast blocks of structured information (Mengual-Andrés & Rico, 2018). 

Empirical research has revealed that the typical use of OERs is much less structured in 
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general (Masterman & Wild, 2011), and may be used to cover specific learning needs, 

thus offering opportunities for supplementary learning, and for developing skills in a 

different way than would be the case in traditional teaching (Mengual-Andrés & Rico, 

2018). According to Ojeda et al. (2016), OERs have three main characteristics, namely 

(i) educating through content, (ii) offering presentation tools, and (iii) making available 

resources for implementation. These benefits have the added advantage of empowering 

flexibility, ensuring equity, expanding resources and learning experiences, organising 

education, and enabling the broader generation of information and knowledge, in 

service of society (Hernández et al., 2013).  

As a result, it is plausible to claim that OERs may substantially benefit poorer 

nations, more so than wealthy countries. As such, they can play an important 

transformative role in supporting the United Nations‘ sustainable development goals 

(SDGs), in particular goal 4: Quality education. Similarly, OERs can be used to 

facilitate access to learning for those living in deprived circumstances, and can serve to 

address issues of cost, quality, and equity (McGreal, 2017). OERs may therefore 

efficiently reach a large number of learners while promoting quality improvements, 

since they can be accessed or used at almost no cost. In addition, OERs may also be 

adaptable to diverse learning contexts, since they can not only be reused, edited, 

remixed, and shared, but also maintained (Wiley, 2014).  

According to McGreal (2017), OERs may further be used to improve the quality 

of education not just in terms of materials, but also teaching itself, by assisting 

educators in changing their learning environments. Admittedly, concerns have been 

raised regarding such resources: not only has the accuracy/suitability of the subject 

matter been criticised, but also quality in respect of the local context, culture, and 

pedagogy. Unlike commercial materials, however, which remain static and unchanged, 

OERs may be tailored to a specific context and diverse learning styles. When 

appropriate, they may also be prepared for dissemination in a variety of formats, 

including print (McGreal, 2017). The National Knowledge Commission (NKC) of India 

has acknowledged that OERs may be utilised to improve teacher quality, infrastructure, 

libraries, and educational materials, while enhancing the general quality of education 

and expanding access (Dutta, 2016). 

 

Challenges Associated with Open Educational Resources   

The potential of OERs is found not only in the learning materials themselves, but also 

in the conceptual framework and methodological techniques that organise, manage, and 

attribute value to such resources, within a range of educational settings (Bateman et al., 

2012). Notably, Africa enters the field with little to no experience of the OER 

movement, and an unclear OER trajectory as a result of its comparatively late entry into 

the fray. As a result, there is a significant risk that African higher education institutions 

(HEIs) may engage as unequal recipients of materials, with little control over the 

origin, quality, and appropriateness of the content thereof (Bateman et al., 2012). By 

involving African institutions in the entire OER development process, issues and 

inconsistencies related to epistemological, ideological, cultural, and social relevance, as 

well as technology-related challenges, can be reduced, while allowing these institutions 

to actively participate in, and drive, the process in terms of its form, content, quality, 

structure, and orientation (Keats, 2003). 

According to McGreal (2017), the most serious challenge facing most countries 

– especially in underserved remote regions in the global North – is a lack of 

infrastructure. This encompasses not only accessible devices, but also high-bandwidth 

connectivity (wired or wireless). Despite this, more than 90 percent of the world‘s 
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population lives within a range of reliable wireless signals, thereby expanding the 

possibilities for learning via mobile devices (m-learning) (McGreal, 2017). The demand 

for mobile learning can thus be used to convince governments of the importance of 

providing adequate, reasonably priced infrastructure to raise citizens‘ levels of 

education. Similarly, given that the bulk of OERs are written in English, this presents 

both an opportunity and a difficulty: since English is widely spoken as a first or second 

language in most countries, with hundreds of millions of speakers, it is still not 

understood by the great majority of the world‘s population (Downes, 2011; Dutta, 

2016; McGreal, 2017).  

Another key issue which proponents of OERs need to overcome is what is 

perceived as a one-way, unilingual movement of information and resources from the 

global North to the global South (Glennie et al., 2012), often referred to as ―cultural 

imperialism‖ based on the unequal distribution of power (McGreal, 2017). In contrast 

to online learning, OERs can potentially cut production and delivery costs by 

shortening the time needed to create new curricula, learning materials, and textbooks 

for online, classroom, and/or blended learning programmes. Although there are 

potential efficiencies due to the lower cost of open resources, the reputations of many 

institutional ―brands‖ are made by ―the quality of their content‖ and research, which 

means using commons resources may not be the boon to efficiency that it could be at 

those kinds of institutions (Geith & Vignare, 2007). 

Despite their rapid growth, the long-term financial sustainability of OERs 

remains an open question. Research conducted by the OECD indicates that a key issue 

in financial sustainability is whether the production of OERs is dependent on a 

producer–consumer model, or a co-producer model (Geith & Vignare, 2007; Smith & 

Casserly, 2006). On the one hand, Downes (2007) argues that OERs may best be 

supported via a producer–consumer model, in which support for such resources consists 

of the creation thereof, and their subsequent distribution to a consuming audience – an 

approach which is more likely to benefit from being controlled centrally, with 

professional personnel involved. If quality and content are thus more stringently 

controlled, such a model would require more financing (Downes, 2007). On the other 

hand, OERs can be maintained by utilising the co-producer model, in which the users 

of the resources participate actively in their creation. As such, decentralised 

management (if it is controlled at all) is more likely under such an approach, as are 

various collaborations and inputs from volunteer contributors. Quality and content 

would be difficult to manage and assure if this model were used, even though it would 

require less financing (Downes, 2007).  

According to Khanna and Basak (2013), the difficulty in locating appropriate 

materials is but one barrier to greater OER adoption at universities and open distance 

learning (ODL) entities. This is mostly due to a lack of efficient and consistently 

organised systems/mechanisms, such as an adequate framework in which the necessary 

resources are organised, and traceable without wasting time and effort. Similarly, 

finding or creating suitable mechanisms for student support services, such as academic 

credits for remote learning, is another significant problem (Khanna & Basak, 2013). 

 

Statement of the Problem 

Despite Unesco (2012) promoting the democratisation of knowledge alongside the right 

to sustained internet access, the harsh reality is that secure and timely access to the 

global network is limited in a great number of cities, towns, and villages across several 

countries. Although some countries have developed national OER policies, the 

implementation thereof have differed from one context to the next. For some, such 
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policies are not a priority. In South Africa, Tunisia, Tanzania, Slovenia, the United 

Kingdom, Germany, and Chile, there is no specific national OER policy, but these 

countries have supportive environments and contexts, with funding provided for related 

initiatives (UNESCO, 2012). Thanks to these support systems, there have been 

numerous remarkable achievements over the years (McGreal, 2017). While such 

developments are positive, some negatives remain. Arguably, during the Covid-19 

pandemic, more online resources were made available and consulted than ever before. 

However, much of the commercial content that was temporarily made available for free 

use during the pandemic will no longer be available to all once the pandemic is over 

thus perpetuating unequal access to learning materials (VanAllen & Katz, 2020). This 

investigation therefore looks into the opportunities and challenges of democratising 

knowledge in HEIs, through OERs, at a South African university.  

 

Main Research Question 

What are the potential opportunities and challenges of using OERs in democratising 

knowledge at a South African university?  

 

Theoretical Framework 

This study was underpinned by the Unified Theory of Acceptance and Use of 

Technology (UTAUT), a model developed by Venkatesh et al. (2003). Through the 

combination of eight similar technology acceptance models, this model explains and 

examines participants‘ behavioural intention to adopt and use OERs for teaching and 

learning purposes. The models that were combined to form UTAUT include the 

technology acceptance model (TAM), innovation diffusion theory (IDT), the theory of 

reasoned action (TRA), and the motivation model (MM). Other models include the 

theory of planned behaviour (TPB), a combined TAM and TPB (C-TAM-TPB), the 

model of Personal Computer utilisation (MPCU), and social cognitive theory (SCT). 

 

 
Figure 1: The UTAUT model  

Source: Venkatesh et al. (2003, p. 447) 

 

As shown in Figure 1, the model consists of four key constructs: performance 

expectancy, effort expectancy, social influence, and facilitating conditions. These four 

constructs are direct determinants of usage and behavioural intention (Mtebe & 

Raisamo, 2014). Moreover, the variables gender, age, experience, and voluntariness of 

use, moderate the key relationships in the model. As such, this model is suitable for the 

present study, because it demonstrates the robustness of, and validity in predicting, the 

acceptance of various new information technology (IT) innovations. Similarly, the 
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UTAUT model is utilised in this study to explore the challenges and opportunities of 

teaching staff, students, as well as OER implementers, about the acceptance and usage 

of OERs at a South African university. 

 

Research Methodology 

Underpinned by the interpretivist paradigm, the study employed a qualitative research 

approach and a case study research design. The targeted population for the study were 

university staff members, information and communication technology (ICT) and OER 

strategists, as well as students at the selected university. The researchers purposively 

selected a traditional university in South Africa, with the expectation that they would 

report unique and interesting findings with regard to the benefits and challenges of 

OERs. Similarly, purposive sampling was used to select a sample for the study, which 

comprised five university teaching staff who were already using OERs in their courses, 

two ICT/OER strategists, and 15 university students across several disciplines/faculties 

who were already exposed to the use of OERs for learning. The five participating 

university staff were coded as Lecturer 1-5, while the two strategists were coded as 

Strategists 1 & 2, and, fifteen university students were coded as Student 1-15. Data 

were gathered using interviews and focus groups. Data trustworthiness was ascertained 

through the triangulation of the unit of analysis (i.e., of the study participants). 

Confidentiality, anonymity, and privacy were preserved to guarantee data reliability, 

except for material/information that referred to the damage being done to a person. 

Before the data-collection process began, this proviso was stated and agreed upon, and 

the informed consent of all participants was sought and received. 

 

Table 1: Qualitative strategy adopted for data collection of the study 

Research 

questions  

Methods  Type of data Participants  

Question 1 Interviews 

and focus 

groups  

Qualitative data Participants responsible for 

implementing an instructional 

OER strategy  

Questions 1 & 2 Interviews 

and focus 

group  

Qualitative data University teaching staff who 

were already using OERs in 

their courses 

Questions 1 & 2 Focus group 

interview  

Qualitative data University students  

Data Analysis  

 

Data analysis is the process of cleaning, transforming, and modelling data, to discover 

useful information for business-related decision-making (Creswell, 2013). As Patton 

(2002) posits, qualitative analysis transforms data into findings. Thus, for this study, 

thematic analysis was employed. As such, all interviews and focus group discussions 

were audio-recorded and subsequently transcribed. Thereafter, the data gathered were 

coded and analysed to identify emergent themes.  

 

Discussion of Research Findings  

The study sought to investigate the experiences of university teaching staff, strategists 

and students, on the use of OERs in the democratisation of knowledge across various 

courses. To this end, the results and discussions are presented under the following 

themes: 

 Participants‘ understanding of the benefits of OERs 
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 Challenges around the use of OERs in knowledge democratisation at a South 

African university.  

 

Participants’ Views of the Benefits of OERs 

The study participants were asked: ‗What is your understanding of the benefits of 

OERs in democratising knowledge?‘ The participating lecturers‘ responses revealed 

that OERs help students to visualise complex concepts and processes through the 

display of animations rather than the use of static pictures during the teaching and 

learning process. Similarly, OERs were reported to introduce the lecturers to the use of 

digitised materials that are offered freely and openly. They also directed the 

participating lecturers to relevant repositories, and enhanced discussion on issues 

related to resource attribution and acknowledgement. For instance, a lecturer who had 

been using OER in a course, stated: 

I use OERs within a coherent pedagogical framework, which I perceive as a 

possible step towards equipping learners with the skill that equips them for 

lifelong learning. It also assists us as lecturers, as well as the students, in 

searching and using OER in our professional lives and outside the formal 

education system. (Lecturer 2) 

 

Another lecturer who had accrued a measure of experience in the use of OERs, added: 

Although OERs are freely available materials, which I got to realise based on a 

desperate need to improve my classroom practices, [their] benefit is that they 

can be used and reused, adapted and incorporated into our teaching as 

lecturers, because [they have] been liberated from traditional copyright 

constraints. (Lecturer 5) 

 

In addition, the findings from the participating ICT personnel revealed that although 

there were grassroots attempts to bring the use of OERs to the attention of university 

management, through suggestions that these should form part of the accreditation 

process for a new course, leadership still had to consider the need for OERs and to 

understand their benefits. As one participant intimated: 

When there was a recent consultation across the university about the new 

update to our learning and teaching strategy, we all, sort of, encouraged each 

other to include pro-OER suggestions, owing to its benefit in terms of both 

production and use. (Strategist 2) 

 

For the majority of participants, it was a pressing, practical necessity that prompted 

them to use OERs. As a result, university teaching staff and ICT professionals are now 

more aware of OERs and their benefits. Many reported already being on the look-out 

for extra resources, either individually or as part of a more organised activity within 

their faculty. As the research findings revealed, the participants were of the view that 

the benefits of OERs ranged from their potential impact on their practice to the 

improvement of the overall quality of teaching and learning. This corroborates the 

views of McGreal (2017), who posits that OERs can be used to improve the quality of 

education, of teaching content, as well as teaching itself, by supporting the 

transformation of educators‘ learning environment. Similarly, Dutta (2016) notes that 

OERs are very effective and efficient in reducing the problems associated with poor-

quality teachers, inadequate infrastructure, under-resourced libraries, and sub-par 

educational resources, by improving the quality of, and access to education.  
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By contrast, the participating students displayed little or no awareness of OERs and 

their benefits. During a focus group interview with the students, one participant stated: 

Well… to be sincere, I have heard about OER from a few course-mates of mine, 

but did not know what exactly it is all about. I have been waiting for a day like 

this, to discuss […] it and find out […] how it can be used and its benefit in 

learning. (Student 6) 

 

During the focus group discussion, another student stated: 

Although I have heard about it, […] I wasn‟t really sure. The only thing I know 

is that it involves e-learning materials. But, whenever I am online, I download 

music, movies and other stuff… In fact, I do not like reading books online or 

downloading, because I find the article more concise and too straight to the 

point, [so] I can read or scan through the first 15–30 pages, and I get all the 

information I need, instead of a 100-page book. (Student 4) 

 

The statements of the participating university students show that their understanding of 

OERs is obscure, hence there is a pressing need to clarify the benefits thereof for both 

teaching and learning. In addition, while a few participants in the focus group argued 

that infrastructure, the availability of devices, and access to high bandwidth were the 

main challenges preventing them from realising and enjoying the benefit of OERs, 

others were of the view that organised systems (to assist in the effective use of OERs) 

were lacking. These views match those reported by Khanna and Basak (2013), who 

state that difficulties in locating appropriate materials are key obstacle to greater OER 

adoption at universities and ODL institutions. This is mostly due to the lack of an 

efficient and consistently organised system/mechanism, such as an adequate framework 

in which essential resources are organised and easily traceable, with minimal time and 

effort (Downes, 2011; Dutta, 2016; Glennie et al., 2012; Khanna & Basak, 2013). 

Similarly, the democratisation of knowledge in South African universities, 

considering the apartheid strictures and structures of the past have aided and abetted 

knowledge injustice through knowledge confinement, limiting access to knowledge, 

exerting control over knowledge, and allowing a tiny elite to gain information for 

reasons of spiritual, governmental, or cultural leadership. All of these factors pose 

significant challenges to expanding the use of OERs in universities. As such, 

universities need to think deeply not only about justice in the broader sense but also 

about their own particular role in developing cognitive justice and advancing 

knowledge democracy (Adelle, 2019).  

 

Challenges around Open Educational Resources in the Process of Democratising 

Knowledge in a South African University   

The second research question asked participants: ‗What are the challenges encountered 

in the use of OERs?‘ Although the majority of participants appeared to use OERs as 

both enhancements to core teaching materials and as supplementary resources for 

students to access and use in their own time, most of the university lecturers admitted 

that OERs make up a small portion of all the teaching materials they choose for their 

students. This is due to the fact that most lecturers do not know how students feel about 

the presence of third-party material in the curriculum. For instance, one participating 

lecturer explained: 

At first, when my students were introduced to an open resource material 

through an online link [i.e. the university website hosting the resource], most 

students complain[ed] about the relevance of available materials and laziness 
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on the part of lecturers, given the amount they pay for each module offer[ed] at 

the university. Hence, the reason why I now use other people‟s materials as a 

secondary source, not as main OER. (Lecturer 3) 

 

For another lecturer, however, merely linking to the website where an OER is stored 

was not enough, especially in cases where OERs form part of the core teaching 

material. The reason given was that the host technology often cannot be relied upon. As 

such, most of the participating lecturers stated that they would prefer to download 

material onto their laptops, in order to provide their students with an articulated and 

smooth teaching and learning experience. As one participating lecturer stated in this 

respect: 

One of the approaches that I use for teaching, is that I put together all the 

learning materials for my students [something like a study guide]. As a result, 

the learning objectives come[ ] with links to videos and other relevant 

resources. Regardless, students still [question] the relevance of the materials to 

the course content or outline. (Lecturer 5) 

 

The research findings revealed that the relevance of an OER to course content was a 

major challenge in respect of its use in teaching. This finding is in line with that of 

Bateman et al. (2012), who assert that most African HEIs adopt OERs with little to no 

experience of the preceding movement or its trajectories. As such, they, therefore, tend 

to participate as unequal recipients of content, with little control over its origin, quality, 

and appropriateness (Bateman et al., 2012). Furthermore, during the focus group 

discussion, the participating students highlighted challenges which were similar to 

those identified by the lecturers. One student participant emphasised a reliance on 

technology as a major challenge, noting: 

Although we are provided with laptops and data during the Covid-19 pandemic, 

which is actually a step towards access to facilities like computers, […] reliable 

connections are the main problem. Most times, power supply is not reliable 

because of load shedding, the internet at times [is] slow and undependable, 

even the university does not allow you access to some sites, based on their 

licensing. (Student 8) 

 

The findings revealed that the study participants identified OERs‘ relevance to teaching 

content, as well as inadequate/untrustworthy ICT infrastructure, as significant 

impediments to adopting and using such materials in teaching and learning contexts. 

This finding corroborates the view of McGreal (2017) that states that the most serious 

challenge facing the global South and underserved remote regions of the global North, 

is a lack of infrastructure. Geith and Vignare (2007) posit that many HEIs pride 

themselves on the quality of their content and research, therefore using materials from 

outside the digital commons may not enhance their reputations. 

 

Conclusion and Recommendations 

This study explored the use of OERs at a resourced university in South Africa with 

special reference to their potential benefits for teaching and learning at the institution 

and the challenges associated with knowledge democratisation. To that end, data were 

gathered from university teaching staff, students and ICT strategists. Based on the 

findings of the study, it was concluded that the advantages of OERs in enhancing 

education are innumerable, yet those perceived benefits cannot be realised unless 

university lecturers effectively use such resources to supplement their courses. 
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Similarly, given that the legacy of apartheid aided and abetted knowledge injustice 

through knowledge confinement, thereby allowing a small elite access to knowledge, 

the authors recommend that university communities consider how disparities in 

knowledge creation contribute to other forms of inequality, in a society where 

information determines who has power and whose voice is heard, or who does not have 

power and whose voice is suppressed. As such, universities must seek to address 

underlying inequities in the creation and democratisation of knowledge. With that in 

mind, academic staff at HEIs should continue to strive to approach online resources as 

a means of enhancing their practice, rather than as a way to quickly develop teaching 

materials. Also, lecturers should adopt an open approach to their academic practice, by 

sharing resources and ideas both within and outside their discipline. Lastly, the funders 

of OER-related sources should support and promote ―open‖ approaches to teaching and 

learning practice and ensure that the materials which they make accessible are not only 

relevant but also of the highest quality. 
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Abstract 

The study examined the connection between staggered school calendar and students‟ 

performance in Physics in Education District IV of Lagos State, Nigeria. The study 

adopted a sequential-explanatory mixed method design. A quantitative approach was 

used for collection of secondary data (WAEC results) while a qualitative approach was 

used to obtain the opinions of the participants in a Focus Group Discussion on the 

topic of the study to ascertain the reasons for the trend observed in physics results in 

the past five years in the location of study. A total of six SS2 physics students were 

purposively selected from nine schools each to make up a total sample size of fifty-four 

(54) students used in the district. Three research questions guided the study and 

ATLAS.ti version 8 was used to answer the research questions. The results showed that 

staggered calendar does not affect students‟ performance in Physics but affected their 

study habits and the students preferred face-to-face, regular  classes  to the staggered 

calendar. Thus, the researchers suggested that the government can increase the time 

students spend in school to study and there can be two sessions per day (morning and 

afternoon) instead of alternate days. 

 

Keywords: Staggered school calendar, Physics, Performance, COVID-19, Secondary 

Schools 

 

Introduction 

The Coronavirus Disease of 2019 (COVID-19) belongs to the family of coronaviruses. 

It is a single-stranded enveloped virus with a complex compound of high molecular 

weight that functions in cellular protein synthesis and replaces DNA (deoxyribonucleic 

acid) as a carrier of genetic codes (Farayibi & Asongu, 2020). From the year 2000 till 

date, the world has experienced three outbreaks of coronaviruses namely Severe Acute 

Respiratory Syndrome coronavirus (SARS-COV) in 2003, Middle East Respiratory 

Syndrome Coronavirus (MERS-COV) in 2012 with COVID-19. With the recent 

outbreak of COVID-19, every human activity around the world was shut down for over 

a period of six months on the average, to prevent the further spread of the disease 

according to the World Health Organisation (WHO) recommendation. This had severe 

impacts on how schools‘ functioned.  

In Nigeria, the first case of COVID-19 was recorded on the 27th of February, 

2020. By March 11, the Director-General of World Health Organisation (WHO), 

Tedros Adhanom Ghebreyesus, declared COVID-19 a global pandemic. In response to 

this, the Nigerian government ordered a lockdown of two states—Lagos and Ogun— 

and the country federal capital territory (FCT), Abuja. These were places where the 

cases of COVID-19 were predominant in the country (Obiamo, Reuben & Elekwaeli, 

2020). Also, the government declared a curfew within the two states with the FCT and 

mailto:vbabajide@unilag.edu.ng
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also ordered restriction of inter-state movements within the country. All these were 

attempts made towards containing the further spread of the virus (Odutola, 2020). To 

further limit the spread of coronavirus, social isolation policies were implemented and 

educational institutions from primary schools to tertiary institutions were shut down. In 

response to the declaration of the Federal Government of Nigeria, the Lagos State 

government shut down all schools, both public and private, and the shutdown cut across 

all the levels of education: preschools to tertiary institutions (Ariyo, 2020). 

Akinyemi (2013) reports that due to school closure, especially primary and 

secondary school, the number of out of school children increased by 25%. He further 

opines that it will be difficult to return them to school when schools reopen. Akinyemi 

and Oladipo (2020) investigated the impact of economic lockdown on teachers and 

school managers in Lagos State as the major stakeholders in schooling. They affirmed 

that the majority of the private teachers and manager thought that the lockdown should 

be over as soon as possible while the public-school workers were indifferent about their 

position on the quick reopening of schools. Similarly, a study by Guthrie, Tordoff and 

Meisner (2020) on the impact of COVID-19 on education and the economy in Sub-

Saharan Africa (including Nigeria) reveals that the number of out of school children 

has increased by 25% and 20% of them do not want to return to school. Hence, there 

was a noticeable retrogression in Nigeria education. 

Based on the federal government‘s directive that schools should be reopened, 

Lagos State government developed a model called ―Staggered School Calendar‖ to 

operate its public schools. Oshofodurin (2020) argues that the staggered school 

calendar could influence the physics students‘ performance in future external 

examinations such as West African Examination Council (WAEC). Majority of the 

researches in Lagos State, Nigeria did not focus on the staggered school calendar and 

this has necessitated the current examination of staggered school calendar and students‘ 

academic performance in Physics with focus on Education District IV of Lagos State. 

The staggered school calendar, especially in secondary schools only permitted 

students to attend schools on alternating days, due to their large populations. Students 

in Senior Secondary School classes 1 and 3 attend schools on Monday, Wednesday and 

Friday while students in Senior Secondary School class 2 attend school on Tuesdays 

and Thursdays. The essence was to have few numbers of students that would not be 

more than maximum of 30 in each class at a time to prevent crowded classrooms and 

possible spread of covid-19 among students and the teachers. Ariyo (2020) affirmed 

that the government provided and trained physics teachers on how to effectively use 

various online platforms to meet up with the demands of teaching all the topics in the 

scheme of work within a limited time. She also noted that teachers had prepared to 

sacrifice their time and energy to make up for the lost time.  

 

Statement of the Problem  

Students‘ good performance in internal and external examinations is the main focus of 

any government which can be achieved in a formal school setting. Students at any level 

of formal educational institution go to school from Monday to Friday in a normal 

situation before the covid-19 pandemic lockdown. During the first phase of the lock 

down, the Lagos State Government and some other states in Nigeria organised on- line 

teaching for students at the junior and senior secondary school levels because of the 

importance of education been the bedrock of national development generally and 

specifically, science education. 
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The on-line teaching has its own challenges and students experienced diverse 

challenges which range from poor internet connectivity, poor electricity supply, lack of 

data, absence of android phones and poor online learning skills amongst others. Hence, 

students find it difficult to cope. There was pressure on the government from all sectors 

to ease the lock-down and to re-open schools. After the first phase of the lockdown, 

schools were re-opened; however, there were covid-19 policy protocol such as maintain 

social distance, the use of nose mask, hand washing and the use of hand sanitizer.  

These covid-19 protocols of social distance called for the staggered school 

calendar organised by the Lagos state government to reduce further spread of the virus 

among secondary school students. With the staggered school calendar, students do not 

go to school every day but go to school three times a week. Others go to school two 

times a week. The staggered school calendar reduced students close contacts with each 

other and there were lesser students in school.  The staggered school calendar may 

probably have effect on the performance of students especially in physics which is a 

subject that students perceived abstract and requires so many calculations and practical. 

The nature of physics requires more time and constant study and effective practice on 

the part of the students for excellent performance in internal and external examinations 

such as in West African Examination Council (WAEC), National Examination Council 

(NECO), and Joint Admission Matriculation Board (JAMB) Examinations. Hence this 

study focused on the staggered school calendar and students‘ performance in Physics in 

Education District IV of Lagos State. 

 

Purpose of the Study 

The main purpose of this study was to determine the influence of staggered school 

calendar on students‘ performance in Physics in Education District IV. Specifically, the 

study examined; 

1. the trend of performance in Physics among secondary school students in 

Education District IV of Lagos State; 

2. the influence the current staggered calendar being operated in Lagos state has 

on the performance of students in Physics in Education District IV of Lagos 

State; and 

3. the general perception of the students about the staggered calendar in Education 

District IV of Lagos State. 

 

Research Questions 

 The following research questions guided the study; 

1. What is the trend of performance in Physics among secondary school students 

in Education District IV of Lagos State? 

2. What influence does the current staggered calendar being operated in Lagos 

state have on the performance of students in Physics, in Education District IV of 

Lagos State? 

 

3. What is the general perception of the students about the staggered calendar in 

Education District IV of Lagos State?  
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Conceptual Framework 

 
 

The study focused on the students‘ study habits during COVID-19 period, students‘ 

feeling toward staggered school calendar and social activities like the school debates, 

quiz competitions among others as the sub-variables of the independent variable 

(Staggered school calendar) on performance of students in physics which is a 

dependent variable.  

 

Methodology  

This study adopts sequential-explanatory mixed method design (Quan--QUAL). The 

design enables the research to adopt both quantitative and qualitative approach. The 

quantitative approach facilitated the collection of secondary data from the study 

participants on result of secondary school students in Education district IV, Lagos. The 

collected information served as baseline information for the qualitative aspect. Also, 

the qualitative approach was used to ascertain the reasons for the trend observed in the 

physics results in the past six years. Nine public secondary schools were selected from 

the Education District IV. Past Physics results in WAEC of the students were obtained; 

the secondary data collected were analysed using descriptive statistics executed on 

Microsoft Excel. While interviews, conducted through Focus Group Discussion (FGD) 

sessions were used for the qualitative data collection. Nine research assistants were 

trained on how to collect data using the Focus Group Discussion Guide (FGDG). 

 

Description of the Study Sample 

The participants for this study were 54 senior secondary school 2 students from the nine 

sampled public schools in Lagos education district IV. The sample was selected from a 

population of 224 physics students from the nine schools whose approval were granted 

in the education district and whose principals were ready to participate in the study. 

The consent of each participant physics students was sought before the Focus Group 

Discussion (FGD) of six students (3 boys and 3 girls) commenced in each school. The 

participants for the qualitative data collection in this research study belonged to 

homogenous group of 54 SS2 students of 27boys and 27girls in Lagos state education 

district IV Nigeria. Each of the focus group discussion sessions was recorded with the 

study participant‘s approval, though anonymity requirement necessitated the use of 

pseudonyms preferred by each participant when being referred to. The trained research 

assistants (interviewers) recorded all interviews, in addition to taking field notes. Once 

all interviews were completed, each audio file was transcribed. The interviewers 
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transcribed each recording and saved all data to a nondescript password-protected file 

on the interviewer‘s computer. Member checking was used to ensure respondent 

validation, to enhance study credibility, accuracy, and transferability. The analysis was 

carried out using ATLAS.ti version 8, a Computer-aided Qualitative Data Analysis 

Software (CAQDAS). The software aided the generation of the themes, major topic, 

categories and figures presented in the results. 

 

Findings and Discussions 

 The findings of this study were done based on the set research questions and themes 

generated from the interview sessions.  

 

Q1:  What is the trend of performance in Physics among Secondary School 

students in Education District IV Lagos state? 

Table 1: shows the Trend of Performance in Physics among Secondary School 

Students in Education District IV presented as the cumulative results of physics in 

WAEC based on grades. 

 

Table 1: Cumulative Result of Physic Students in WAEC  On Grades (2016-2020) 

in Education District IV 

Y
ea

rs
  

N
o

  
o

f 
ca

n
d

id
a

te
s Number of students/ percentages per each grade 

PASSED  FAILED  

A1 

F(%) 

 

B2 

F(%) 

B3 

F(%) 

C4 

F(%) 

C5 

F(%) 

C6 

F(%) 

D7 

F(%) 

E8 

F(%) 

F9 

F(%) 

2015 176 2(1.13) 5(2.40) 10(5.68) 19(10.80) 32(18.18) 50(28.41) 25(14.20) 22(12.50) 11(6.25) 

2016 213 4(1.88) 5(2.35) 20(9.39) 30(14.08) 49(23.00) 66(30.99) 18(8.45) 16(7.51) 5(2.35) 

2017 224 4(1.79) 3(1.34) 13(5.03) 22(9.82) 29(12.95) 59(26.34) 61(27.23) 25(11.16) 8(3.57) 

2018 256 3(1.71) 7(2.73) 26(10.16) 24(9.76) 33(12.89) 85(33.20) 55(21.48) 17(6.64) 6(2.34) 

2019 300 5(1.67) 13(4.33) 22(7.33) 20(6.67) 60(20) 47(15.67) 45(15) 15(5.0) 73(24.33) 

2020 
224 - 2(0.89) 12(5.36) 8(3.57) 27(12.05) 83(37.05) 50(22.32) 30(13.39) 12(5.36) 

 

The chart below is the presentation of the trend of performance in Physics among 

Senior Secondary School Students in Education District IV 

 

Table 1 above presents the past results of students in Physics, indicating the periods 

before and during the staggered calendar. The result revealed slight difference in the 

WAEC results over the years; the distinction rate was low, students passed with credit 

and students who got D7 - F9, that is, those who failed were many.  In 2020 which is 

the major phase of the pandemic in Nigeria, the Lagos state government intervened; 

teachers were trained on online learning model system for online teaching and also 

government distributed smart phones and radios (randomly) to senior secondary school 

students to access learning materials online. These reflected in the 2020 Physics WAEC 

results as shown in the table above. Although the students came to school in alternative 

days, 58.12% scored between the grades of B2 and C6 which is slightly better than the 

previous results when there was no pandemic. The result in table 1 is plotted in the 

chart below in figure 1. 
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Figure 1: The chart below is the presentation of the trend of performance in Physics 

among Secondary School students in Education District IV.  

 

 
 

 
Figure 1: Chart showing the summary of trend of performance of students in 

physics (2016 – 2020) in the nine sampled schools in Education District IV in 

Lagos State Nigeria. 

From Figure 1, findings from the secondary data collected and plotted in the above 

figure revealed that there are minimal differences in the results over the years (from 

2016-2020) 

 

Q2: What influence does the current staggered calendar being operated in Lagos 

state have on the performance of students in Physics, in Education District IV? 

Influence of the Staggered Calendar Used in Lagos State on the Performance of 

Students in Physics, in Education District IV 

Themes generated from the FGD revealed the various areas the staggered calendar has 

affected the physics students.  
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As shown in Figure 2 below, the students extensively explained different areas in which 

they felt the staggered calendar have affected their studies. 

 
 

Figure 2: Academics Areas affected by staggered calendar 
 Study Content: As indicated by the students, the teachers found it so difficult 

to cover the set-out study content. Nifemi, one of the participants from FGD 5 

explained that teachers skipped topics they were supposed to teach because of 

insufficient time. His assertion was backed by Emmanuel, a respondent from 

FGD 3 who said that students ―have limited time coming to school to study. So, 

at the end we don‟t really cover much that will help us to study for exams. 

 Completion of the Scheme of Work: Sequel to the above, the students 

mentioned that it is difficult for teachers to complete the scheme of work 

because of the staggered calendar. Omzy Star (FGD 4) said they ―were not able 

to complete the scheme of work because of shortage of time”.  

 School Timetable: The students emphasised on the negative way the 

overcrowded timetable affected them. One of the participants in FGD 1, 

Chidima, said ―the time table is too packed in such a way that another teacher 

comes immediately one goes out, which does not give room for meditation and 

digestion‖ thereby affecting the assimilation level of the students.    

 Assignment: The students complained that teachers did not have time to give 

assignment because of the nature of the calendar. In the opinion of Emmanuel 

(FGD 3), ―Teacher find it hard to give out assignment to student at this time. 

Teachers only focus on the topic they want to teach”. Also, Isaac (FGD 3) 

supporting the assertion, averred that teachers ―don‟t have time to give out 

assignment. We only have physics on Tuesday, when we come on Thursday 

which we don‟t have physics, so there is no way the teacher will follow up on 

what we are doing in physics. And sometimes, physics teacher will not come to 

school saying we don‟t have on that day.‖ 

 Feedback and Remediation: Another aspect affected is the lack of feedback 

and remediation. One of the students, Isaac (FGD 3) pointed out that ―there is 

no way the teacher will follow up on what we are doing in physics‖ due to the 

alternative days of school. 

 Physics Practical: The students also pointed out how the staggered calendar 

affected their physics practical classes. 
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Study Duration during the Staggered Calendar  
Another cogent point raised by the student is the allotted time for study in school. As 

displayed in figure 3 (below), most of the students expressed their dissatisfaction with 

the insufficient time. The students mentioned that the limited day spent in school during 

the staggered calendar have affected the number of days spent in school as well as the 

period allotted for physics. Instead of five days, most of them went to school for two 

days. Ogechi, a participant in FGD 1 mentioned that students ―come to school on 

Tuesday and Thursday, which is not enough to cover what they need to learn‖. Omzy 

Star from FGD 4 said ―before the Covid 19 pandemic, they were closing at 3pm but 

now they close at 1pm, so the early closure affected them and they lagged behind some 

schools.” Solomon, a participant in FGD 1 mentioned that ―we study physics about 

three times a week before covid19 but now, physics is done once in a week and this 

affect our study”.  This statement corresponded with what was said by Victoria from 

FGD 2, who said that they ―study physics in school only once a week on Thursdays and 

is only one hour‖. The consequence, as noted by Saheed (FGD 7) was that teachers did 

not have enough time to explain the topic being taught clearly to the students. 

 
Figure 3: Responses on Study duration in school during the staggered calendar 

Study Location during the Staggered calendar and its Effect on Students’ Study 

Habits 

 

The newly adopted calendar did not give enough opportunity to students to study fully 

in their schools. Hence, the home became an alternative location for their study. Figure 

4 displays factors highlighted by the students when explaining why they detest studying 

at home.  
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Figure 4: Factors affecting study location during the staggered calendar 

 

The reasons adduced by the students for their dislike for studying from home include 

the following: 

 

Distractions from Home while Studying - some of the students mentioned how their 

parents cared less about the necessity of concentration during study. Esther from FGD 

5, commented that ―I study during the day if I‟m not being disturbed by my mum…‖.  

Feranmi also from FGD 5, supported her assertion by stating that ―sometimes parents 

do disturb, so I have to find another time to read and I prefer to read at night‖.  The 

students complained that they were being sent on errands at home and sometimes 

encumbered with house chores when staying at home. Hence, they had no enough time 

to study which affected their studies.  Ade, a student from FGD 8 said that ―I only study 

when I see small chance ni oo because I am the only child and I se to help my parents 

at home…‖.  Victoria from FGD 2, expressing her mind on challenges faced while 

studying at home commented that, 

We do not have time to do our assignments in different subjects because 

there are several notes to write at home combined with house chores.  

We cannot use all the time to copy notes and do assignment because of 

house chores.  

 

Tendency to Sleep while Study at home- Emmanuel from FGD 3 mentioned that as 

students, ―sometimes we sleep off‖. John from FGD 7, said ―I usually sleep anytime we 

are not on‖ Segun from FGD 8 was so blunt to state that ―I use to sleep ni o or watch 

movies anytime I am not in school‖  

 

Internet Connectivity Issues - The students also mentioned that sometimes there are 

issue with connecting to classes through the internet while at home.  Teniola, a 

respondent from FGD 3 complained that ―there are sometimes we couldn‟t get online at 

home…‖   
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Challenges Students Encountered during Staggered Calendar  

 The government made provision for online classes in order to keep students 

academically engaged during the COVID-19 lockdown. However, some students found 

it difficult to cope because of lack of smart phone to connect to classes and social 

media distractions. ―Many students do not have smartphones to join the online 

classes”, (Joy, FGD 2). One of the participants from FGD 5, pointed out that some 

parents did not have phones which their children could use. However, the participants 

made reference to the fact that the government provided phones for the students but the 

issue was that the phone were randomly distributed and most of the students could not 

benefit from the distribution– Another challenge identified by the participants is the 

distraction encountered while having classes online.  Zra (FGD 6) explained that she 

had always been a victim of social media distraction 

―I spend a lot of time on instagram and facebook. It takes my time a 

lot. Sometimes, when I am reading, I will just say let me go out check 

something online, from there I will enter facebook and waste my time 

there”. (Zra, FGD 6 participant) 

 

 

 

Figure 5: Challenges students encountered during staggered calendar 

 

Effect of the Staggered Calendar on Students’ Study Habit 

Another theme generated from the findings is the personal effect staggered calendar 

had on individual student‘s study habit. From the interview sessions, it was observed 

that most of the students had poor study habit and they mostly depended on teachers‘ 

encouragement to study.  Most of them felt like studying only when they were in school 

environment. The students shared their experiences, with some sense of sincerity. They 

pointed out some of the negative effect the staggered calendar had on their study habit. 

These include  

 



GEN 2021, South Africa: Conference Proceedings 

Page - 208 - 
 

Lack of Discipline: Three of the interviewees indicated that irregular school days 

caused them to be lazy. Israel said that coming to school on alternate days ―makes me 

lazy and I don't usually wake up early especially on those days I am not coming to 

school” Instead of reading some were just wasting time sleeping. Emmanuel from FGD 

3 felt that studying at home caused a ―lot of distraction like television, movie. 

Sometimes we just sleep off‖ Similarly, Emmy (FGD 4) believed that ―coming to 

school on alternative days encouraged laziness” This consequently had negatively 

affected the study habits of the student. 

 

Lack of Personal Interactions with the Teachers: A participant, Solomon (FGD 1) 

unequivocally stated that study at home, it ―is not like being in school to study, or 

having face to face encounter with the teacher to ask questions in area of difficulties”.   

The above quotation by Solomon shows that students depend solely on their teachers 

they cannot study on their own. Hence, with staggered calendar, the students study 

habit declined due to absence of personal contacts with their teachers.  

 

Lack of Passion to Study: Without passion, it may be difficult for the study to have 

stable study habit; the situation has caused some of the students to lose passion for their 

studies. A student from FGD 8 said she felt lazy when it was time for school; another 

student with almost similar experience said he was no longer encouraged to study 

because of the staggered calendar.   

 

 

 

Figure 6: Effect of the staggered calendar on students’ study 

 

Activities Students Engage in when not in School 

The students had earlier expressed their displeasure as most of them claimed that 

staggered calendar had affected their studies negatively. However, further interview by 

the researchers revealed that the activities the students engaged in when they are out of 

school can also disturb their study habits and performance in physics. While some of 

the students engaged in educational activities, there were some who played away their 

time on pleasures. Following from this, the researcher, therefore, grouped the students 
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activities into two:  (a) activities that directly link with physics such as (i) meeting on 

online groups - the students during the discussion ; (ii) personal practice  (iii) extra 

classes  (iv) personal activities;   (b) other activities such as (i) playing Games  (ii) 

involvement in apprentice  

 

 

 

 
 

 

Figure 7: Activities students engage in when not in school 

 

Effect of the Staggered Calendar on the Performance of Students in Physics 

From the foregoing, it is obvious that the staggered calendar being used, due to 

COVID-19 pandemic, affected the study habits of students and this has led to low 

performance in Physics. Some students said the situation caused them to have low 

scores because of inadequate explanation from the teachers and inability to comprehend 

what they were being taught.  Mercy a participant from FGD 2 shared her experience 

that “when try to get the equations to solve the problem, we do not have time to get the 

equations and it cannot be solved online when we get to class in real time, there is no 

time because is only one hour‖.  This further resulted into failure in Physics. 

Some of the students who have been so used to being guided word for word by their 

teachers, suddenly found themselves in a situation that cut them off, almost completely 

from the teachers; hence they found it a bit hard to stabilize.       
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Figure 8: Effect of the staggered calendar on the performance in physics 

 

Q3: What is the general perception of the students about the staggered calendar? 

Perception of Students about the Staggered Calendar 

From the findings and discussion above, it is clear that the students prefer face-to-face, 

regular  classes  to the staggered calendar. Responses gathered from the interview are 

presented in figure 9 below.    
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Figure 9: Perception of students about the staggered calendar 
 

From figure  9, Chidima from FGD 1pointed out that ―the alternating school days really 

affected me, is not helping…‖ Ogechi, also from FGD 1 supported that coming to 

school on Tuesday and Thursday is not enough to cover what they need to learn in 

physics. Esther FGD 5, said as students, they are not coping with their studies at all. 

Hence, in summary, students do not like the staggered calendar because they believed it 

has affected their study habits, practical, assignment and all areas of their studies.   

 

Conclusion 

Based on the findings of this study, the researchers conclude that the staggered calendar 

used in Lagos State at the time of collection of the data for this study does not  have 

negative effect  on the performance of students in physics because the performance of 

physics students during staggered school calendar was slightly better than previous 

WAEC results in physics. This was as a result of the intervention of the Lagos state 

government in the training of teachers and in the provision of basic amenities such as 

provision of android phones, radios  and on-line teaching to keep students busy during 

staggered calendar period for improved performance in school subjects generally and 

physics in particular. 

 

The results of the interview from focus group discussion showed that staggered 

calendar has influenced the study habits and performance of students in Physics. 

However, it was observed that most students have no orientation on how to study 

personally. Some of them felt their free time at home should only be used for pleasure 

and other activities coupled with parent engagements. This was why the staggered 

calendar was seen as a weapon to disrupt their studies. Hence, the students prefer face 

to face interaction with their physics teachers. 
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 Recommendations 

1. There should be morning and afternoon school sessions per day. This will 

reduce student‘s population to a manageable size. 

2. Parents should support their children in their learning schedule. They should 

allow them to concentrate at home, should limit the type and number of errands 

they send their children so that they can study well at home 

3. Students should trust in their ability and be able to study on their own without 

depending on the physics teachers all the time. Even if the teacher does not give 

assignment, students should be able to study on their own by using the scheme 

of work to read, calculate, and solve physics problems 

4. Proper study habit orientation should be inculcated in the students so that they 

will maximise available resources for their progress. 

5. Other states in Nigeria should emulate Lagos state in terms of retraining of 

teachers and in the provision of basic amenities in schools for better 

performance in secondary school subjects specifically physics which is 

perceived abstract and difficult to learn. 
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Abstract  

The outbreak of COVID-19 pandemic has necessitated the use of non-physical modes of 

teaching by university lecturers. This, to a large extent, is a new normal in many 

universities particularly in south-western Nigeria. Therefore, the thrust of this paper 

was to examine the readiness for virtual teaching in universities in the south-western 

part of the country. This quantitative study employed survey approach with academic 

staff members of the six federal government owned universities in the region as its 

population. The sample comprised 100 respondents each from three selected 

universities given a total of 300 respondents for this study. The selection of both the 

respondents and universities was done using the random sampling technique to allow 

for equal chance of selection. A Virtual Teaching in Nigerian Universities 

Questionnaire (VTNUQ) was designed and circulated electronically to respondents 

while percentages were computed to answer the research questions raised for the 

study. It was found that access to computer by lecturers was higher in terms of 

ownership of personal computer (home) while only a few have access to computers in 

the office. The study also found that lecturers‟ access to the internet is prominent in the 

office and universities‟ library while home access to internet is low. Furthermore, the 

study found that most lecturers are not familiar with virtual teaching but for a few of 

them. Consequently, it recommended that government through the university 

management should improve on revitalization funding for universities to make 

adequate provisions for teaching gadgets and facilities that would aid the virtual 

process of instructional delivery. 

 

Keywords: Lecturers Readiness, Virtual Teaching, Conventional Teaching, COVID-

19, New Normal 

 

Introduction 

All over the world, the largest disruption to teaching and learning in universities 

surfaced in the year 2020 as a result of the outbreak of a deadly disease, COVID-19.  

The outbreak was first experienced in the last month of the year 2019 as reported by 

Shereen, Khan, Kazmi, Bashir, and Siddique (2020). United Nations (2020) informed 

that this has affected nearly 1.6 million students across the different levels of education 

in more than 190 countries.  This has messed up the educational system globally most 

especially the Nigerian public university and no sense was made out of the situation to 

ensure functionality of the system.  This is because conventional method of teaching is 

gradually going down the drain as a method of instructional delivery in the university. 

The outburst has negatively affected the world in all spheres from economy to health, 

information technology, professional development as well as teaching and learning in 

educational institutions. This disruption challenged Nigerian universities to adopt 

technology as alternative modes of instructional delivery in support of teaching and 
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learning. The modes include but are not limited to the use of email, WhatsApp, radio, 

television to support teaching and learning. 

 

Many African countries, particularly Nigeria, did not take the spread of this pandemic 

seriously until the first case was established in February, 2020. As at 25
th

 May 2021, 

166,098 cases have been confirmed, 156,528 cases have been discharged and 2,071 

deaths have been recorded in 36 states and the Federal Capital Territory. Moreover, 37 

new confirmed cases were recorded in Nigeria on the 25
th

 May, 2021 (NCDC, 2021). 

 

Table 1: Confirmed COVID-19 Cases by State as at 25
th

 May, 2021 

 

States 

Affected 

No. of Cases 

(Lab Confirmed) 

No. of Cases 

(on admission) 

No. 

Discharged 

No. of 

Deaths 

Lagos 58,914 1,485 56,990 439 

FCT 19,859   584 19,109 166 

Kaduna   9,072     05   9,002  65 

Plateau   9,061     01   9,003  57 

Rivers   7,228    78  7,049 101 

Oyo   6,856    01  6,731 124 

Edo   4,908    03  4,720 185 

Ogun   4,683    03 4,630  50 

Kano   3,987   19 3,858 110 

Ondo   3,283 1,139 2,080  64 

Kwara 3,123      01 3,067  55 

Delta 2,627    812 1,744  71 

Osun 2,578      06 2,520  52 

Enugu 2,453    411 2.013 29 

Nasarawa 2,383 1,997   373  13 

Katsina 2,103      17 2,052  34 

Gombe 2,047      12 1,991  44 

Ebonyi 2,036      39 1,965  32 

Anambra 1,909      64 1,826  19 
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States 

Affected 

No. of Cases 

(Lab Confirmed) 

No. of Cases 

(on admission) 

No. 

Discharged 

No. of 

Deaths 

Akwa 

Ibom 
1,902      16 1,868  18 

Abia 1,693      02 1,669  22 

Imo 1,657      02 1,618  37 

Bauchi 1,549      14 1,518  17 

Borno 1,337      99 1,200  38 

Benue 1,188    575   591  22 

Adamawa 1,130     12 1,086  32 

Taraba    992     00    968  24 

Niger    935     05    913  17 

Bayelsa    888    07   855  26 

Ekiti    874    01   862  11 

Sokoto   775   00   747  28 

Jigawa   531   03   512  16 

Kebbi   450   42   392  16 

Yobe   444   41   394   09 

Cross 

River 
  394   00   376   18 

Zamfara   244   03   233   08 

Kogi     05   00     03   02 

Source: http://covid19.ncdc.gov.ng/ 

 

This statistics stressed why Marbot (2020) reported that Nigeria has been identified by 

WHO as one of the high-risk African countries for rapid spread of COVID-19 due to 

poor standard of the healthcare system. 

  

However, in a bid to contain the spread of the virus, the Federal Ministry of Education 

announced a temporary close-down of all schools in Nigeria, effective from March 23
rd

, 

2020. To date, efforts are being made to re-open universities with instructions that 

teaching will be delivered virtually and ensure that all precautions, especially the non-

pharmaceutical, are observed to contain the spread.  The outbreak of the pandemic 
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necessitates that the universities need to prepare teaching using different mode which 

can be referred to as ―new normal‖.  This phrase was first used in business to warn the 

economists that industrial economies would come back to normal after the recession 

(El-Erian, 2010). Since then, the term has become a household name used differently 

by different disciplines. The Urban Dictionary (2009) in Cahapay (2020) described the 

term as a situation of being after very strong change has happened.  

This is an indication that our traditional learning method in the university 

demands a radical transformation to sustain learning to have a better world. Lending 

credence to this, Dolence and Norris (1995) assert that the effect of changing from the 

Industrial Age to the Information Age is that all the systems including higher education 

will also change because there will be a change in both what people need to learn and 

how they can and should learn it  The industrial age in the university is gradually 

becoming unpopular with the outburst of COVID-19 because in industrial age, learners 

should gather together for learning in a particular time and place whereas the new 

normal, as a result of the COVID-19, emphasises physical distancing as one of the non-

pharmaceutical method of reducing the spread.  People are to stay 2 metres away from 

one another in any gathering which seems impossible if students are allowed to learn 

under industrial age. However, the need to embrace technology in universities is 

imperative so that there will be no need to regulate learning by bringing people under 

the same roof.  This will support the non-pharmaceutical method of dealing with the 

pandemic and assist universities in performing the duty of expanding frontier of 

knowledge. 

Many of those who experienced lecturers in the universities were amazed 

during their first time of using non face-to-face mode of teaching. According to Bonk 

and Dennen (2003), without formal training, many lecturers believed that the same 

curriculum, course design and pedagogical practice used in face-to-face can be 

dogmatically adopted in virtual teaching mode. Lecturers need to familiarize with 

varieties of approaches and techniques to use virtual mode effectively because what 

worked perfectly in a conventional mode will not in a virtual environment.  In virtual 

mode, the importance of presence cannot be underestimated.  According to Anderson, 

Rourke, Garrison and Archer (2001) presence is the design, facilitation and direction of 

cognitive and social processes for effective outcomes.  

Generally, virtual teaching is teaching outside the physical classroom.  The fact 

that new normal in education industry does not support conventional way of teaching, 

the use of technology to teach the students in a virtual world make the use of virtual 

mode a necessity.  This is the teaching mode used globally for knowledge transmission 

because of the on pass.  This paves ways for the teacher to teach students irrespective 

of their location. They can also connect professional colleagues for collaboration 

without moving outside their office, town, city, province or country. So, virtual mode is 

becoming increasingly important as teachers become prepared to be accessible and be 

at the fore front of knowledge dissemination in a globalised society irrespective of the 

situation. 

There is also a need to explain the benefit of virtual teaching to teacher‘s 

professional growth and development. Apart from the school and students, virtual 

teaching is of immense benefit to teachers. It opens doors of opportunity for teacher‘s 

growth and development without risk of travelling outside one‘s jurisdiction. It has 

broad application by extending what happens in the school beyond the school.   

Virtual teaching is also referred to as e-learning or digital learning which has 

been given various definitions by different authors across the globe.  Ajadi (2012) 

posits that it is teaching with the use of computers which has been in use at different 
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levels of education over the years in the west. To Robinson (2021), it is a teaching with 

the use of a given technology platform irrespective of teachers‘ levels of expertise in 

using communication technology gadgets. This mode makes it inevitable to migrate 

students from face-to-face to a new learning environment that is technological driven. 

According to Dinçer (2018), virtual teaching is defined as teaching that can 

functionally and effectively occur in the absence of traditional classroom environment.  

In a study which examined Google classroom users doubled as quarantines spread, De 

Vynck and Bergen (2020), considered a blended teaching as delivering of 30% to 80% 

of the course content to the recipient through information technology software while 

they considered a virtual teaching as having minimum of 80% of the course content 

delivered through information technology software. Specifically, virtual teaching is 

teaching students through computer software or and the internet. This does not remove 

anything from the content of what is taught when face-to-face is used. The mode 

arouses student‘s interest because various instructional aids are displayed with ease on 

the virtual platform. In addition, individual student reserve the right to choose when 

and where to learn. and reduces the need for teachers and students to share a physical 

classroom.   

According to Amin and Zimmerman (2020), virtual teaching is a mode that 

suddenly uprooted a teacher from giving in person instruction and compulsorily 

positioned the teacher in a new teaching environment, completely driven by 

technology.  It is supported by computers and/or the internet both outside and inside the 

four-wall of the classroom. It can also be referred to as an electronic-based teaching 

that solves students problems. Virtual teaching, according to Bartley and Golek, (2004) 

and Evans and Haase, (2001), has been part of the American education system long 

ago, and in March 2020, Robinson (2021), reported that all teachers and students in 

schools across the United States had to make a sudden move to virtual academic 

platforms. As a result, virtual teaching has become the largest teaching mode in the 

United States.   

According to Vynck and Bergen (2020) in Robinson (2021), Google Classroom, 

one of the virtual teaching platforms has double the active users since March 2020, 

with approximately 100 million users worldwide to date. Google Classroom‘s video 

conference application, Meet, is being used 25 times more than it was in January of 

2020, with a total of 120 million users, up from 90 million in 2019.  This points to how 

virtual teaching is transforming the education sector and possibility of improving 

teacher‘s productivity as well as students access and safety.  The adoption of virtual 

teaching has been prevalent in all parts of the world, Bao (2020), Johnson, Veletsianos 

and Seaman (2020) concluded that this is more sustained and effective at the higher 

educational level.   

Specifically, virtual teaching has increased geometrically since the onset of 

COVID-19 pandemic.  This method addresses the non-pharmaceutical precautions of 

COVID-19 and reduces the risk associated with contacting the virus when students are 

gathered together for physical teaching in a particular time and place. Virtual teaching 

can be in form of computer-based, internet-based, remote teacher online, blended 

teaching and facilitated virtual teaching. Computer-based virtual teaching is when the 

software on the institution server provides instruction for the students which can be 

directed towards individual students‘ need.   

The internet-based virtual teaching is when the software for instruction is 

housed on the website and remote server. The third form of virtual teaching is the 

remote teacher online where a teacher provides the instruction with internet through 

video-conferencing, online forums, zoom, email and instant messaging but not 
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physically present.  The blended virtual teaching is a platform that combines 

conventional means of teaching with computer and internet-based.  In effect, students 

receive information from two sources, one from the traditional classroom teacher, and 

the other from any of the virtual methods. The facilitated virtual teaching on its own is 

computer-based, Internet-based or remote teacher online instruction that is supported 

by facilitator.  The facilitator does not teach or direct student‘s activities in the class but 

only guides and coordinates their activities. The facilitator may be with the students 

physically or virtually. 

The roles and requirements of teachers using virtual method cannot be easily 

identified because it is a different teaching platform from the conventional method.  

According to Technopedia (2021), some teachers did not realize that lectures are given 

only through learning management systems, video-conferencing, or other internet 

communications platforms.  As a result, teachers need to shift from the traditional face-

to-face mode to flexible virtual mode of teaching. 

In a study by Banky, Ferguson and Collins (2017), a number of university 

lecturers were interviewed regarding their virtual and face-to-face teaching experiences. 

The respondents highlighted the educational opportunities and benefits of the virtual 

over traditional environment as important to students and lecturers. Lecturers informed 

that in a virtual mode, integrating learning experiences and resources are done with 

ease.  The platform can also host expert from another location while students have 

access to the lecturer and the expert.  It is worthy to note that students at the receiving 

end are responsible for their own learning. Allen and Gar (2018) revealed that the 

challenges of virtual teaching can be identified by the lecturer before the class and 

discussed at the introductory stage of the lecture.  The ability of the teacher to use 

virtual means to teach is an added advantage to teacher‘s learning experience but 

students require specific skills to filter useful and factual information from that which is 

less than reliable. In addition, while threaded discussions may lead to deeper level 

thinking, the reliance on written submissions may not appeal to all students. Anonymity 

in a blended or online course is often identified as an advantage which ensures equality 

among students and between the students and the instructor, but it can also lead to 

misunderstandings which should be addressed by the instructor in a timely manner. 

Even though there are positive findings for using virtual teaching, it is still not 

clear that this can be generalized. A team of researchers at Stanford Research Institute 

International conducted a systematic search of the literature from 1996 to 2008 and 

identified more than a thousand empirical studies on virtual teaching (Means, Toyama, 

Murphy, Bakia & Jones 2010). In the meta-analysis which used stringent criteria for 

selecting studies that utilized a rigorous research design, compared virtual teaching 

with the conventional format, quantitatively measured student performance, and 

obtained enough information to calculate an effect size, the researchers analyzed 45 

studies and on average, they found that students in a virtual class performed modestly 

better than those in the conventional class. The difference in student performance was 

larger in the studies where virtual elements were blended with face-to-face instruction, 

and these blended conditions often included additional learning time and instructional 

elements not received by students in the control conditions. The variations in how 

virtual method was used did not influence student performance significantly but it 

should be noted that there is a small number of studies for this particular result (N=13). 

The researchers concluded that the combination of time, curriculum, and pedagogy in 

the virtual class produced the observed difference in student performance but there was 

no evidence that virtual method is superior as a mode for teaching which is consistent 



GEN 2021, South Africa: Conference Proceedings  

Page - 219 - 
 

with previous literature. The researchers concluded that there were few rigorous K-12 

researches hence; their results cannot be generalized to K-12 settings. 

The sudden transformation to virtual teaching compelled teachers to make some 

reflections and immediately implement changes to fully integrate technology into their 

teaching. The option was no longer there for any lecturer to wait for a new comfort 

level or supports. In a study conducted by Hutchison and Reinking‘s (2017) on 

teachers‘ perceptions of integrating information and communication technology into 

teaching, the researchers attempted to reveal the perception of the role and benefit of 

using technology to teach. Adebola (2018) conducted a similar study including 

lecturers in the university who were classified as being on the ―cutting edge‖ of 

integrating technology into their teaching. The results revealed that teachers did not 

have a wide scope of knowledge of the technology, and they did not have much 

exposure to computer assisted teaching. Adams and Stolle (2018) conducted a similar 

study with 46 high school teachers who were experts across different teaching modes. 

Their focus group interviews brought them to the conclusion that teachers did not 

integrate technology in their practice because of the lack of knowledge of how to use it 

and apprehensions about having access to the technology. 

The United States Department of Education (2017) informs that the success of 

virtual teaching is determined by several factors among which are:  teacher training, 

teacher access to computer and technology facilities, attitude towards the use of 

technology, administrator support, teacher‘s perception and use of technology, 

resources, and planning.  Teacher‘s creativity and innovation encourages them to 

present real life situation to the students virtually 

One reason why there is so much discussion around virtual teaching is the level 

of exposure of teachers to the mode.  According to Durff and Carter (2019), the level of 

exposure of teachers in technological aided teaching mode differs.  Some are highly 

exposed, some are moderately exposed while some are not exposed.  Those highly 

exposed had training directly on the use of the various virtual teaching platforms and 

are certificated. These are institutionally or individually sponsored teacher for training 

on virtual teaching in a specialized institution. Those who are moderately exposed 

according to Durff and Carter are teachers trained by institutional and or individually 

sponsors trainers who are certificated.  They are trained by trainers.  The training 

received by this category of teachers is home-based because those trained are back to 

the institution to train others.  Those who are not exposed are those who did not have 

any formal training on the use of virtual teaching but learn the act through self-efforts. 

Pitman and Gaines (2015) conducted a study on influence of educators exposure to 

technology on online teaching and concluded that teachers who are highly exposed 

outperformed their counterpart who are less exposed to the available technology. 

From a more systematic analysis on the part of teachers who did not attend 

formal training in virtual teaching but learnt the skills with self-efforts, Navarro and 

Shoemaker (2000) found that their performance in virtual teaching were as good as or 

better than those that attended professional institution and those trained by trainers 

regardless of previous background and that teacher who did not attend formal training 

in virtual teaching expressed satisfaction with virtual teaching. Rovai and Jordan (2004) 

investigated the sense of community between those who attend professional training 

and self-trained teachers in virtual teaching.  They found that those who attend 

professional training in virtual teaching had a stronger sense of community than those 

who are self-trained. There are other studies that find positive statistically significant 

influence among teachers using the virtual or blended format compared to the 

conventional method. Some of the positive outcomes are improved teaching as 
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measured by use of related graphics and instructional aids, teacher interaction with 

course materials, improved perception of teaching and of the virtual format, stronger 

sense of community among teachers, and reduction in teacher‘s absence from the class. 

It is expected that virtual teaching will be able to offer a world class education 

to students, irrespective of their location, and at anytime, as long as they have access to 

the internet. A number of websites and companies are built on this premise, and many 

renowned experts and employers of labour have expectations for virtual teaching, 

particularly for massive open virtual courses (Selingo, 2013 in Dai, Daxing & Xia 

2020; Bowen, 2013; Fisher, 2012; Koller & Ng, 2012; Lewin, 2012). Central to this 

benefit is the effectiveness of the virtual teaching in teaching students anywhere and 

anytime. If virtual teaching is generally less effective than the conventional face-to-face 

format, then, some of the aforementioned purported claims and benefits of virtual 

teaching are highly suspected. This paper is therefore concerned about of readiness for 

virtual teaching in Nigerian universities during pandemic  

 

Questions 

To guide this study, the following research questions were answered. 

i. Where do the lecturers have access to computer? 

ii. Where do the teachers have access to internet? 

iii. How did lecturers acquire virtual teaching skills? 

iv. How exposed are Nigerian universities to virtual teaching? 

 

Methodology 

This study adopted the quantitative design using survey approach. The study population 

comprised all academic staff members of the six federal government owned universities 

in southwest, Nigeria. These are University of Lagos, Lagos, Federal University of 

Agriculture, Abeokuta, University of Ibadan, Ibadan, Obafemi Awolowo University, 

Ile-Ife, Federal University of Technology, Akure and Federal University Oye, Oye-

Ekiti. The sample comprised 100 respondents each from three selected universities in 

southwestern Nigeria. This gives a total of 300 respondents for this study. The selection 

of both the respondents and universities was done using the random sampling 

technique. This was to allow for equal chance of being selected. 

A self-designed questionnaire tagged Virtual Teaching in Nigerian Universities 

Questionnaire (VTNUQ) was used to elicit information from the respondents. Face and 

content validity of the instrument was checked by colleagues who are experts from 

Educational Technology, Distance Learning and test and measurement. The 

questionnaire initially had 15 items in three categories but was narrowed down to two 

categories. The number of items increased to 20 based on recommendations from 

content experts about items they felt were  missing. Checking the internal consistencies 

of VTNUQ, test re-test reliability co-efficient of 0.76, considered reliable enough, was 

obtained with the use of Pearson Product Moment Correlation. Furthermore, google 

form was designed to make the instrument an online survey of circulation, 

administration, collection and collation. However, out of the 300 expected responses, 

the researchers were only able to retrieve 280 given 93.3% response rate. This rate was 

considered very high for online survey (Fan & Yan, 2010; Manfreda, Bosnjak, 

Berzelak, Haas, & Vehovar, 2008). Percentages were computed to answer the research 

questions raised for the study. 
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Results 

Research Question 1: Where do lecturers have access to computer? 

As suddenly required to conduct virtual teaching, it is important to take stock of 

lecturers‘ access to required device, that is computer, and where they access it. This 

research question therefore sought to provide information on lecturers‘ access to 

computer for online teaching. This was captured by: access at home, access on campus, 

access in the cyber café and access in the school computer laboratory. The answer is as 

provided in Table 2. 

 

Table 2: Lecturers access to computer 

S/N Frequency Percentage (%) 

Home 260 92.9 

Office 20 7.1 

Cyber Café - - 

School Computer Laboratory - - 

Total 280 100 

 

Majority (92.9%) of the lecturers have access to computers in their homes while 7.1% 

have access at office. No lecturers accessed computers at cyber café or the school 

computer laboratory. 

 

Research Question 2: Where do lecturers have access to internet? 

Virtual teaching, as it were, requires facilities such as the internet. Hence, it is 

necessary to assess lecturers‘ access to such facility and where they have access to it. 

This research question therefore sought to provide information on lecturers‘ access to 

the internet for online teaching. This was captured by: access at home, access on 

campus, access in the cyber café, access in the school computer laboratory and access 

in the school library. The answer is as provided in Table 3. 

 

Table 3: Places where lecturers have access to internet 

S/N Frequency Percentage (%) 

Home 10 3.6 

Office 260 92.8 

Cyber Café - - 

School Computer Laboratory - - 

School Library 10 3.6 

Total 280 100 

 

As evident in Table 3, access to internet facilities by lecturers was found to be in their 

respective homes (3.6%), on the campus (92.8%) and in the school library (3.6%). 

 

Research Question 3: How did lecturers acquire virtual teaching skills? 

To answer this research question respondents provided information on how they 

acquired virtual teaching skill for online teaching. This was captured by: professional 

training and self-efforts of the lecturers. The answer is as provided in Table 4. 
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Table 4: Lecturers means of virtual teaching skills acquisition 

Response Frequency Percentage (%) 

Professional trained 62 22.15 

 

Self-efforts 

 

218 

 

77.85 

Total 280 100 

 

Table 4 showed that majority of the sampled lecturers reported self-effort (77.85%) as 

the means through wish they acquired virtual teaching skills. However, a few privileged 

lecturers (22.15%) were able to attend one form of training or the other that facilitated 

their skills acquisition in virtual teaching. 

 

Research Question 4: How exposed are Nigerian universities to virtual teaching? 

To answer this research question, respondents provided information on their perceived 

level of exposure to virtual teaching in the sampled universities. The level of exposure 

was captured by: high, low and none. The answer is as provided in Table 5. 

 

Table 5: Level of exposure to virtual teaching 

Level of Exposure Frequency Percentage (%) 

High 50 17.85 

Low 120 42.86 

None 110 39.29 

Total 280 100 

 

Table 5 showed lecturers exposure to virtual teaching in the study area. A few 

respondents had high (17.85%) exposure to virtual teaching; majority had low 

(42.86%) exposure while others (39.29) had no exposure at all to virtual teaching. 

 

Discussion 

The research finding on access to computer by lecturers shows that computer access 

was generally higher in terms of ownership of personal computer (home). However, 

official computers provided by sample universities were not adequately accessible in 

the office. This implies that many lecturers use their personal computers to deliver 

statutory assignments such as teaching, where applicable. This finding supports why 

Chan, Ranjit, Jamiah and Eliza (2007) concluded that e-teaching allows the use of 

personal or institutional computer-enhanced teaching. However, the finding is in line 

with the view that educational institutions are not paying adequate attention to the 

problems of inaccessibility to facility such as computers for teaching and learning 

(Baggaley, 2008). This exacerbates the challenges of facilities and infrastructural 

deficit facing higher education in Nigeria (Fakinlede, Yusuf, Adegbija & Oputa, 2014).  

This study further found that lecturers‘ access to the internet is pronounced in the office 

and universities‘ library because most institutions make provision for the internet 

facility and access. Meanwhile, private provision of internet at home and sometimes on 

smart phone is generally low. However, the United States Department of Education 

(2017) concluded that the success of virtual teaching is determined by several factors 

among which are teacher access to computer, the internet and use of technology, 

resources, and planning. 

In addition, this study found that self-efforts of the lecturers gave them the 

ability to use the resources and technological applications required for virtual teaching. 

This is because many considered themselves proficient enough in the use of computer 
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applications and facilities such as word processing, spreadsheets, use of internet 

browsers and Wikipedia for teaching and learning. However, there are few who also 

acquired professional training in virtual teaching. This shows that many of them are 

ready for virtual teaching exercise which also confirms the self-rated evidence of 

Fakinlede, Yusuf, Adegbija & Oputa (2014) that lecturers may have the needed ICT 

skills for online learning. Varvel (2007) also submitted that with the dynamism in 

online technologies, readiness to teach online may be in a state of flux. Navarro and 

Shoemaker (2000) found that performance of self-assisted teachers in virtual teaching 

were as good as or better than those that attended professional institution and those 

trained by trainers regardless of previous background and that teachers who did not 

attend formal training in virtual teaching expressed satisfaction with virtual teaching. 

This is contrary to the finding of Rovai and Jordan (2004) that those who attend 

professional training in virtual teaching had a stronger sense of community than those 

who are self-trained. Lastly, it was found that most lecturers are not exposed to virtual 

teaching except a few. The level of exposure of teachers in technological aided teaching 

mode differs. Durff and Carter (2019) found that some are highly exposed, some are 

moderately exposed while some are not exposed. This may pose some difficulty in 

accepting what Cahapay (2020) described as ‗new-normal‘ in teaching. In line with the 

finding, Martin, Budhrani & Wang (2019) show that faculties with little to no online 

teaching experience have lower perceptions of their ability in online teaching than those 

with more than five years‘ experience. Most faculties have no formal education 

training, relying primarily on their experience as a student and face-to-face instructor. 

 

Conclusion and Recommendations 

Results of this study show that there are many factors influencing lecturers‘ readiness 

for virtual teaching. Such factors as reviewed in this study include: access to facilities, 

technology and training. Understanding these factors and having strategic 

implementation plans will help universities to succeed in fully adopting virtual 

learning. 

Consequent upon the finding of the study, it was recommended that government 

through the university management should improve on revitalizing universities by 

making adequate provisions for teaching gadgets such as personal computers (Laptops) 

and internet facilities for lecturers to aid virtual process of instructional delivery. 

Furthermore, university managements are encouraged to design appropriate IT training 

courses for lecturers to boost their IT skills. The training courses could be about online 

teaching pedagogy and methodology, technical skills, or seminars presenting online 

teaching experiences. This will give them better exposure to various virtual teaching 

platforms and encourage them to acquire relevant virtual teaching skills. 
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Abstract 

This study determined the comparative effects of two electronic instructional media 

(videotape and audiotape) on students‟ academic retention in Senior Secondary 

Economics in Imo Central Educational Zone, Nigeria. Two research questions and 

hypotheses were used for the study. The study adopted a quasi-experimental research 

design. The population of this study comprised 2,111 Senior Secondary Two (SS2) 

Economics students in the 19 public senior secondary schools in Owerri. A total 

number of 63 SS2 students in the two purposively sampled schools from the population 

participated in the study. The data was collected through the use of the Economics 

Retention Test (ERT). Both face and content validation of the instrument was done by 

research experts. The internal consistency of the ERT was determined through the use 

of Kuder-Richardson (KR-20) with an index of 0.86. The data generated from the two 

research questions were analysed using mean and standard deviation. The two 

hypotheses were tested at a 0.05 level of significance with Analysis of Covariance 

(ANCOVA, F-test). The result shows Videotape Instructional Media (VIM) as highly 

significant on students‟ academic retention in Economics than Audiotape Instructional 

Media (AIM). Gender-factor was evident in student retention as the male students 

achieved higher than their female counterparts in Videotape Instructional Media 

(VIM). The mode of instruction and gender interaction was significant on students‟ 

academic retention in Economics. The study consequently concluded that VIM was 

more effective in enhancing students‟ academic retention in Senior Secondary 

Economics. To improve the students‟ academic retention, the study recommended the 

use of VIM to teachers teaching Economics.  

 

Keywords: Academic retention, Audiotape, Economics, Electronic instructional media, 

Videotape  

 

Introduction  
The advent of technology and innovation in education brought about the use of 

instructional media. According to Nwankwo and Ezegbe (2019), instructional media 

are referred to as those teaching devices, materials, or aids that enhance or promote the 

teaching and learning process in and outside the classroom. Dahar and Faize (2011) 

believe that instructional media or materials are those teaching facilities used within the 

classroom to facilitate the teaching and learning process. Meziobi, Fubara, and Meziobi 

(2008) added that instructional materials are components of teaching required for 

effective teaching and learning. 

The vital role played by instructional media in the teaching and learning of 

concepts cannot be undermined. It has become imperative towards making teaching and 

learning convenient, provide increased interest, promote greater acquisition, promote 
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high retention of knowledge, and integrated experience (Saibu, 2011). Conversely, 

Aninweze (2014) argues that for instructional media in the teaching and learning 

process to be effective, it must be made available, easy to use, well maintained, 

adequately funded, and expertly operated. Consequently, instructional media has been 

classified in various ways by educational technologists. Agreeing, Arulcheluan, and 

Viswanathan (2006) observe that instructional media are classified as electronic and 

non-electronic media with regards to the current trend in the educational system. 

Similarly, Omodara and Adu (2014) posit that instructional media are classified into 

three; non-print media, print media, and electronic media. Furthermore, they claim that 

print media include: books, journals, magazines, newspapers, workbooks, and 

textbooks. Non-print media include projected and non-projected media. While, 

electronic media include: audio media, video/visual media, and audio-visual media.  

 According to Omodara and Adu (2014), any equipment used in the electronic 

communication process (video disc, audio disc, projector, television, radio, telephone, 

desktop computer, laptop computer, phone tablets, game console, and handheld device) 

may also be considered electronic media. Arulcheluan and Viswanathan, (2006) stress 

that electronic instructional media are those teaching aids that use electronics or 

electromechanical contents; examples are video recordings, audio recordings, 

multimedia, CD-ROM, and online resources. Consequently, the two electronic 

instructional media that influenced this study were Audio-Tape Recorded Instructional 

Media (AIM) and Video-Tape Instructional Media (VIM).  

Video-Tape Instructional Media (VIM) is referred to as electronic media used in 

teaching and learning concepts intending to expose the learner to learning experiences 

through seeing and hearing of video-recorded instruction or lesson (Nwankwo & 

Ezegbe, 2019). Thus, video-tape instructional media could be regarded as audio-visual.  

Audio-visual instructional media according to Oladejo (2011) are a combination of 

devices that appeal to the senses of hearing and seeing such as, television, motion 

picture, videotaped instruction, and the computer. VIM in this study is taken as any 

electronic media prepared lesson that has the capacity of conveying sounds and pictures 

which goal at exposing the learner to hearing and seeing experiences in the teaching 

and learning of Economics concept. The importance of VIM can never be undermined 

in the teaching and learning process. According to Aninweze (2014), VIM can easily be 

duplicated and used by students at convenience; students can playback sections they are 

unsure of; it provides complete uninterrupted instruction; if a student is absent from 

school, the video could be a reassuring aid for not only getting the details of what was 

missed but staying ahead; it could be viewed as many times as necessary unlike 

classroom instruction; it is relevant for learning concepts, home study aid, and test 

review. 

Audio-Tape Recorded Instructional media (AIM) as an electronic teaching 

medium in education is an audio or auditory mode of instruction. It appeals to the sense 

of hearing, thus helps the learner to develop good listening ability and attention 

(Nwankwo & Ezegbe, 2019). Audio-tape-recorded instructional media according to 

Smithers (2008) could be used to teach students how to be economically efficient in 

dealing with some concepts of Economics like cost, choice, the scale of preference, and 

opportunity cost, especially in a real-life situation. Saibu (2011) views audio-tape 

recorded as a device through which the learning content is delivered via sound within 

the aural range available to humans. This includes a record player, tape recorder, radio, 

language laboratory and all that appeals to the sense of hearing. AIM in this study is 

viewed as any electronic media prepared lesson that has the capacity of conveying 

sounds that goaled at exposing the learner to hearing experience in the teaching and 
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learning of Economics concept. Davis (2012) claims that the advantages of AIM 

include: improvement of listening skill, stimulation of effective learning, improvement 

of practical steps, reduction of isolation, enlivenment of instructional mode, bridging of 

communication gap between the teacher and the learner, and sustenance of motivation. 

However, this may have the power of increasing academic retention among genders. 

Retention is a term that conveys the skill of a learner to assimilate, memorize, 

and reproduce what has been taught over time. According to Otegbayo (2015), 

retention refers to the ability of the learner to accumulate what has been learnt and keep 

in mind what has been stock up in the memory. Bichi (2012) posits that retention is the 

ability to retain into and later recollect from memory information or knowledge gained 

after learning. In line with this, National Teacher Institute Manual (2016) presents the 

observation of Chinese on different ways students learn. The Chinese claim that ―I 

hear, I forget; I see, I remember; I do, I understand‖ explicitly explains the various 

ways by which students perceive a concept being taught. Based on this perception by 

students, it is now imperative for teachers to put into consideration students learning 

ability and adopt appropriate teaching media for academic retention. However, 

Nwankwo (2021) stresses that the continuing poor performance of Economics students 

in external examinations has imposed the need for stakeholders in education to consider 

other alternative method and techniques which could be used to achieve high academic 

excellence. The assessment of results released by the West African Examination 

Council (WAEC) from 2015-2020 reveals that the academic performance of Imo State 

students in Economics is poor. According to the Department of Statistics and 

Population of WAEC (2020) in Owerri, Imo State, the percentage of credit passes from 

A1 to C6 in Economics ranges from 41.79% in 2015, 37.51% in 2016, 39.81% in 2017, 

25.95% in 2018, 42.98% in 2019 and 41.85% in 2020 (WAEC statistics office Owerri, 

2020). 

Consequently, it could be that the poor academic performance of Imo State 

students in Economics in the external examination as noted by WAEC (2015-2020) has 

been influenced by the poor retention ability of concepts learnt by those students. It 

could also be possible that the teaching strategies and media used by Economics 

teachers in presenting the concepts make it uninteresting to the students, thus the poor 

retention. It is as a result of this that the Revised Economics curriculum stipulates that 

since Economics is a living subject, it should be taught and learned more practically 

and realistically. Therefore, teachers were implored to use collaborative, interactive, 

and learner-oriented instructional strategies among others in the teaching and learning 

of the subject (NERDC, 2016). In line with the above recommendation, a recent study 

by Aninweze (2014) on the effects of two instructional delivery approaches, namely: 

video-taped instruction (VTI) and power point presentations (PPP), on senior secondary 

school students‘ achievement and retention in Biology in Enugu state, Nigeria shows 

that VTI had a significant effect on students‘ retention when compared with the 

conventional method. However, the study on the effects of video tape instruction on 

primary school pupil‗s achievement and retention in Social Studies by Obinna and 

Nnenna (2010) argue that there was no significant difference in the retention scores of 

those pupils taught social studies using video-tape with those pupils taught using 

conventional classroom method. A similar study by Enohuean (2015) on the effects of 

electronic instructional materials on achievement and retention of biology concepts 

among secondary school students in Delta State, Nigeria claims that there was a 

significant difference in the mean retention scores of students taught with electronic 

instructional materials against the conventional method.  
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The literature available shows that the innovation in the use of electronic instructional 

media such as audio-visual and audio modes of instruction have outweighed the usual 

conventional method of teaching by adding more effects to the students‘ retention. The 

Audio-visual and Audio instructional media have proven more effective in other 

subject areas (such as in Physics, Biology, and English Language) where students 

perform poorly. This could be as a result of the interest students of the contemporary 

age have in the use of information and communication technologies (ICT). However, 

there seems to be no such research evidence on the effects of electronic instructional 

media in the teaching and learning of Economics in Imo state, Nigeria where students 

perform poorly. Gender composition in the academic retention of secondary school 

students has been noted and contradicted by researchers as a contributing factor to 

students‘ poor retention and performance. Hence gender difference was considered in 

this study as a factor that could hinder academic retention in social science subjects like 

Economics. 

 Gender difference was considered in this study as a factor that could affect 

students‘ academic retention in the teaching and learning of Economics concepts in Imo 

state. According to Enohuan (2015), the issue of gender is considered and treated based 

on certain facts such as social and cultural beliefs, pattern of life, and priorities of 

individuals. Enohuan further asserts that gender as a social and cultural construct that 

differentiates males from females and thus defines the way both interact with each 

other has for some time generated a lot of concern for virtually all educators. A study 

by Achebe (2012) on the effect of videotape instructional packages on achievement and 

retention in food and nutrition at senior secondary school level in Minna, Nigeria 

argues that gender had no significant influence on students‘ retention. However, a 

similar study by Otegbayo (2015) on the effect of audio-tape and film package on 

achievement and retention in teaching and learning of phonetics in junior secondary 

schools in Niger State, Nigeria reveals that there was a gender difference in the 

students‘ retention scores as female ones performed better than the male ones. Ikwuka 

(2005) notes that gender had no significant influence on students‘ retention in a study 

that investigated the effect of Videotape Package on Acquisition of Oral English skills 

among Senior Secondary Schools Students. The literature on how gender affects the 

academic retention of students, basically in science and art subjects has been filled with 

conflicting reports. Some researchers are of the view that gender does not influence 

students‘ retention, others were of the view that gender influences students‘ retention. 

This coherent contradiction formed the relatedness and relevance of this work to find if 

there will be any difference in male and female retention and interaction with these two 

electronic instructional media selected for the study.   

 

Statement of the Problem  
The below-average performance of Economics students in external examinations, for 

example in senior secondary school certificate examination (SSSCE) leaves doubt as to  

if the new guideline on how Economics should be taught in a senior secondary school 

as specified in the Economics Curriculum has been fully implemented by the 

Economics teachers in Imo State. Perhaps the obstinate use of the conventional delivery 

approach in the teaching and learning of Economics has mostly contributed to the poor 

retention of the concepts, hence the poor performance of the subject. Affirming the 

above claim, the Chief examiner‗s report (WAEC, 2020) states that the persistent fall 

and rise in the performance scores of Economics students at senior secondary school 

certificate examination leaves no doubt about the poor approaches popularly used by 

the Economics teachers for the teaching and learning of the subject. From the literature 
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available on the effects of electronic instructional media delivery approaches in 

teaching Science and Linguistic subjects, electronic instructional media keeps making 

sway against the conventional delivery approach. This could be due to the meritorious 

adherence to the strategies and techniques specified for teaching the subjects by 

teachers and the interest students of the contemporary age have in the use of ICT. 

Nevertheless, from most of the literature the researchers consulted, the effects of 

electronic instructional media on the teaching and learning of Economics are few and 

none of them has examined the effects of video-tape and audio-tape instructional media 

on Economics students‘ retention in Imo State‘s senior secondary schools. 

 

Research Questions  
The following research questions guided the study:  

1. What are the differences in retention mean scores of students taught Economics 

using video tape and Audiotape recorded instructional media as measured by 

Economics Retention Test (ERT)? 

2. What are the interaction effects of the two electronic instructional media and 

gender on students‘ retention in Economics? 

 

Hypotheses  
The following null hypotheses were formulated and tested at a 0.05 level of 

significance.  

 

HO1: There are no differences in the retention mean scores of students taught 

Economics using video-tape and Audio tape-recorded instructional media as 

measured by Economic Retention Test (ERT). 

 

HO2: There are no interaction effects of the two electronic instructional media and 

 gender on students‘ retention in Economics. 

 

Methodology  
The study adopted a quasi-experimental design. The population of the study comprised 

two thousand one hundred and eleven (2,111) Senior Secondary two (SS2) students in 

nineteen (19) public secondary schools in Imo State, Nigeria (ISEMB, 2021). The study 

sample size comprises sixty-three (63) senior secondary two (SS2) Economics students 

pinched from the population. A multi-stage sampling technique was adopted to 

determine the sample size. At first, purposive random sampling was used to obtain two 

secondary schools in Owerri, Imo State which have similar characteristics and some 

other factors like poor performance in Economics, gender composition (mixed schools), 

the available facilities, staffing, and location among others. The purposive sampling 

technique was used due to intact classes (class A: Science and class B: Art). Thus, the 

Art classes in each school represented the various groups for the experiment. 

Thereafter, the two sampled equivalent and co-educational schools were randomly 

distributed to each of the two experimental groups using a simple random sampling 

technique. Economics Retention Test (ERT) which was drawn from the selected unit 

(The theory of demand and supply) in the Economics curriculum formed the instrument 

for data collection. The researcher developed the instrument and then subjected it to 

face validation by experts. Kuder-Richardson (KR-20) was used to determine the 

internal consistency of ERT which yielded the reliability index of 0.86 indicating that 

the ERT was reliable. The data generated for the two research questions were analysed 
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using mean and standard deviation, whereas the two null hypotheses tested at 0.05 level 

of significance were analysed using covariance (ANCOVA). 

 

Result  

Answers to Research Questions 

 

Table 1: Mean (x) and Standard Deviation (SD) of students’ retention in 

Economics as measured by VIM and AIM 

 

Test: Teaching method         Post post-test 

Group: N  ̅ S 

AIM 31        12.17 1.877 

VIM 32         16.81 1.327 

 

The result presented in Table 1 revealed that students that were taught Economics with 

Audio tape-recorded instructional media had mean retention scores of 12.17 with a 

standard deviation of 1.877 while the mean retention scores of students taught with 

Video tape instructional media was 16.81 with a standard deviation of 1.327. 

Consequently, the students that were taught Economics using VIM retained better than 

their counterparts that were taught Economics using AIM. This result indicates that the 

teaching of Economics with VIM increased students‘ retention ability than AIM. 

 

Table 2: Mean (x) and Standard Deviation (SD) of interaction effects the two 

electronic instructional media (Video-tape and Audio-tape) and gender 

on students’ Retention in Economics 

 

Test: Teaching method  Pre-test Post post-test Mean Gains 

Group: N 
 

S 
 

S  ̅ 

AIM 31 7.17 1.840 12.17 1.877          5.0 

Male 17 7.39 1.883 12.22 1.768          4.83 

Female 14 6.83 1.840 12.08 2.109          5.25 

VIM 32 6.77 1.820 16.81 1.327         10.04 

Male 15 7.14 2.143 16.79 1.578           9.65 

Female 17 6.47 1.505 16.82 1.131          10.35 

 

Data in Table 2 showed that students taught Economics using AIM had a gain score of 

5.0 and those taught using VIM had a gain score of 10.04. The result revealed a higher 

gain score of 5.25 for female students taught Economics using AIM and 4.83 for their 

male counterparts. Male students who were taught Economics with VIM had a gain 

score of 9.65 while their female counterparts had a gain score of 10.35. The results 

suggest the ordinal interaction effect between mode of instruction and genders on 

students‘ mean retention scores in Economics. This was because, at all levels of gender, 

the gain scores were higher for female students taught Economics using VIM and the 

difference in the gain scores of male and female students in each group was tangible.  
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Testing of Hypotheses    

Hypothesis 1 

 

HO1: There are no differences in the retention mean scores of students taught 

Economics using video tape and Audio tape-recorded instructional media as measured 

by Economics Retention Test (EAT). 

 

Table 3: One Way Analysis of Covariance (ANCOVA) for a test of Hypothesis 1 

 

Tests of Between-Subjects Effects 
Dependent Variable: Retention Test 

SOURCE TYPE-III 

SUM-OF 

SQUARES 

DF MEAN 

SQUARE 

F SIG. 

Corrected Model 329.078
a
 2 164.539 61.915 .000 

Intercept 242.148 1 242.148 91.119 .000 

Post-Test .870 1 .870 .327 .569 

Teaching-

Methods 
131.185 1 131.185 49.364 .000 

Error 154.135 58 2.658   

Total 13352.000 63    

Corrected Total 483.213 60    

a. R Squared = .681 (Adjusted R Squared = .670) 

 

 

Table 3 showed the One-Way Analysis of Covariance (ANCOVA) for the test of 

Hypothesis 1. The F-calculated (F-cal) yielded the value of 49.364 with the p-value of 

0.000 which is less than 0.05 level of significance. Therefore the null hypothesis is 

rejected indicating that there was a significant difference in the mean retention scores 

of students taught Economics using video-tape and Audio tape-recorded instructional 

media. The retention means scores for students taught using AIM were 12.17 and 16.81 

for VIM. This means that the students taught using VIM retained higher than those 

taught using AIM. Hence, VTIM was superior to AIM in Economics instruction. 

 

Hypothesis 2 

 

HO2: There are no interaction effects of the two electronic instructional media and 

gender on students‘ retention in Economics. 

 

Table 4: One Way Analysis of Covariance (ANCOVA) for the test of Hypothesis 2 

                        

Tests of Between-Subjects Effects 
Dependent Variable: Retention Test 

SOURCE TYPE III 

SUM OF 

SQUARES 

DF MEAN 

SQUARE 

F SIG. 

Corrected Model 329.858
a
 4 82.465 30.113 .000 

Intercept 193.802 1 193.802 70.770 .000 

Post-Test 1.501 1 1.501 .548 .462 

Teaching Methods 106.480 1 106.480 38.883 .000 
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Gender .614 1 .614 .224 .638 

Teaching Methods * 

Gender 
.222 1 .222 11.081 .000 

Error 153.355 56 2.738   

Total 13352.000 63    

Corrected Total 483.213 60    

a. R Squared = .683 (Adjusted R Squared = .660) 

 

Data in table 4 indicated a significant interaction effect of mode of instruction and 

gender on students‘ mean retention scores in Economics with F-cal 11.081 and p-value 

of .000 which is less than 0.05 level of significance. Therefore, the null hypothesis was 

rejected. 

 

 Discussion of Findings   
The result presented in Table 1 revealed that students that were taught Economics with 

Audio-tape recorded instructional media had mean retention scores of 12.17 with a 

standard deviation of 1.877 while the retention mean scores of students taught with 

Video-tape instructional media was 16.81 with a standard deviation of 1.327. 

Consequently, the students that were taught Economics using VIM retained and 

performed better than their counterparts who were taught Economics using AIM. This 

result indicates that the teaching of Economics with VIM increased students‘ retention 

ability than AIM. Furthermore, table 3 revealed that F-calculated (F-cal) yielded the 

value of 49.364 with the p-value of 0.000 which is less than 0.05 level of significance, 

therefore the null hypothesis is rejected indicating that there was a significant 

difference in the mean retention scores of students taught Economics using video-tape 

and Audio tape-recorded instructional media. The retention means scores for students 

taught using AIM were 12.17 and 16.81 for VIM. This means that the students taught 

using VIM retained higher than those taught using AIM. Hence, VIM was superior to 

AIM in Economics instruction. Therefore, the null hypothesis was rejected. This 

finding agrees with Aninweze (2014) and Enohuean (2015) who claim that students 

retain and perform significantly better when taught with VIM than when taught with 

the AIM, and conventional method. However, the finding contradicts Obinna and 

Nnenna (2010) who uphold that there was no significant difference in the retention 

scores and performance of students taught Economics with VIM against their 

counterparts taught with the AIM. 

        Data in Table 2 showed that students taught Economics using AIM had a gain 

score of 5.0 and those taught using VIM had a gain score of 10.04. The result revealed 

a higher gain score of 5.25 for female students taught Economics using AIM and 4.83 

for their male counterparts. On the other hand, male students who were taught 

Economics with VIM had a gain score of 9.65 while their female counterparts had a 

gain score of 10.35. The results suggest the ordinal interaction effect between mode of 

instruction and genders on students‘ retention mean scores in Economics. This was 

because, at all levels of gender, the gain scores were higher for female students taught 

Economics using VIM and the difference in the gain scores of male and female students 

in each group was tangible. Data in table 4 indicated a significant interaction effect of 

mode of instruction and gender on students‘ retention mean scores in Economics with 

F-cal 11.081 and p-value of .000 which is less than 0.05 level of significance. 

Therefore, the null hypothesis was rejected. These findings agree with Otegbayo (2015) 

who reported that there was a high interaction effect in the retention mean scores of 

male and female students. However, this contradicts Achebe (2012) and Ikwuka (2005) 
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who were of the opinion that there was no interaction effect in the retention mean 

scores of male and female students.  

 

Conclusion  
The results received from the study of the relative effects of two electronic instructional 

media: video-tape and audio-tape on students‘ academic retention in senior secondary 

economics, Imo state, Nigeria indicate that:  

 

1. Students taught Economics with VIM retained better than those taught with 

AIM. 

2. There was also a significant interaction between the mode of instruction and 

gender on students‘ retention mean scores in Economics. 

 

 

Recommendations  
Based on the conclusions of this study, the following recommendations are made:   

i. Having found the use of VIM to enhance retention in Economics, Economics 

teachers should employ it more in the teaching of the subject. 

ii. Based on the recommendation in (i), Government should be willing to 

encourage and sponsor in-service educational opportunities for interested 

Economics teachers to learn the basic skills of producing VIM and other 

electronic instructional materials. 

iii. The State and Federal Government should procure enough computers and a 

generator set for alternative power supply in secondary schools, especially 

government-owned schools that may not afford to buy it themselves.  

 

References  
Achebe, A. E. (2012). Effect of videotape instructional package on achievement and 

retention in food and nutrition at senior secondary school level in Minna, Niger 

State. Journal of Science, Technology and Mathematics Education,1(1), 33-39. 

Aninweze, C. A. (2014). Effects of two instructional delivery approaches on senior 

secondary schools students‗ achievement and retention in Biology. Unpublished 

M.Ed. Thesis,   University of Nigeria, Nsukka. www.unn.edu.ng> 

publications>files  

Arulcheluan, A. & Viswanathan, D. (2006). Role and Effectiveness of Electronic media          

in higher education with special reference to Tamilnadu. Journal of Distance 

Education, 7(4), 2. 

Bichi, S. S. (2012). Effects of problem-solving Strategy and Enriched curriculum on 

secondary school students‘ Achievement in Evolution concepts. Journal of 

Department of Education A.B.U Zaria, Nigeria. 3(1) 132 – 137. 

Dahar, M.A &Faize, F.A (2011). Effect of the availability and the use of instructional 

material on academic performance of students in Punjab. Pakistan: Euro 

Journals Publishing Inc. 5(3) 3-6.  

Davis, P. (2012). The enhancement of students' understanding of subject issues with the 

use of tape recorder interviews. In summer. (Ed.). A focus on learning 

proceeding  of 4th annual teaching-learning forum, Edu Cowan University 

Perth: Edith  Cowan University https://eujournal.org  

Enohuean V.O. (2015). Effects of instructional materials on achievement and retention 

of Biology concepts among Delta state Nigeria. Unpublished M.Ed. thesis 

http://www.unn.edu.ng/


GEN 2021, South Africa: Conference Proceedings 

Page - 236 - 
 

submitted to the Department of Science Education, Ahmadu Bello University 

Zaria Kaduna, Nigeria. https://searchwork.stanford.edu>view  

Ikwuka, I. (2005). Effect of videotape package on acquisition of oral English skills 

among  senior secondary schools‘ students in Minna, Niger State. Unpublished 

M.  Tech  Thesis submitted to the Department of Science and Science 

Education,  Federal  University of Technology, Minna Nigeria. 

https://www.academia.edu  

ISEMB (2020). Imo State educational management board for senior secondary school    

            population data. Director‘s report: Owerri. 

Meziobi, K. A, Fubara, S.A. & Meziobi, S. A. (2008). Social studies in Nigeria: 

           Teaching methods, instructional material and resources. Owerri: Acadapeak 

publishers. NERDC (2016). Federal Ministry of Education. Senior Secondary 

Education  Curriculum of Economics. Abuja: NERDC Press. 

Nwankwo, C.A. (2021). Teachers‘ competence, motivation as correlates of Senior   

Secondary School students‘ academic achievement in economics in Imo  state. 

Journal of Educational Research on Children, Parents and Teachers (JERCPT), 

2(1): 158-168.     

 Nwankwo, C.A. & Ezegbe, B.N. (2019). Comparative effects of two electronic    

instructional media on students‘ academic achievement in Economics, Imo 

state. UNESWA Journal of Education (UJOE), 2(1): 392 – 401. 

Obinna, K. & Nnenna, C. I. (2010). Effect of videotape instruction on primary school 

pupil‗s achievement on social studies. https://staff.futmina.edu.>journal  

Oladejo, M.A. (2011). Instructional Materials and Students Academic Achievement in 

Physics: Some Policy Implications. European Journal of Humanities and social 

science 2(1). Journals Bank Publishing Inc. 

Omodara, O.D. & Adu, E.I. (2014). Relevance of educational media and multimedia 

           Technology for effective service Delivery in teaching and learning processes. 

Journal of Research and Method in Education, 4(11), 48-51.  

Otegbayo, C. O. (2015). Effect of audiotape and film package on the teaching and 

learning of phonetics in junior secondary schools in Niger State. Unpublished 

Tech. Thesis submitted to the Department of Science and Science Education, 

Federal University of Technology, Minna. https://www.academia.edu  

Saibu, A. (2011). Effect of replay and ability on students‗ skill acquisitions in sobbing 

when exposed to video demonstration. Unpublished M. Ed. Thesis, University 

of Nigeria, Nsukka.www.unn.edu.ng>publications>files  

Smithers, A. (2008). Economics ―dying out in schools‖. Page last updated at 11:41 

GMT, Friday 25, July 2008 12:41 UK. Social Press. Submitted to the 

Department  of Science and Science Education, Federal University of 

Technology, Minna.  Nigeria. Journal science Teacher Association of Nigeria 7 

(28), 18-19.  

WAEC (2020). West African Examination Council. May/June Chief Examiner‗s report. 

         Owerri: ISEMB. 

 

 

 

 

 

 

 

 



GEN 2021, South Africa: Conference Proceedings  

Page - 237 - 
 

DIGITAL TRANSFORMATION IN HIGHER EDUCATION INSTITUTIONS: 

ISSUES OF FUNCTIONALITY AMID THE COVID-19 PANDEMIC 

 

 

Emmanuel Olawale & Bonginkosi Mutongoza  

School of Further and Continuing Education,  

University of Fort Hare, Alice, 5700 

South Africa 

 

 

Abstract  

The COVID-19 pandemic has unleashed an abrupt digital transformation in the 

education sector. As such, it will be difficult for higher education institutions (heis) to 

go back to the old ways of teaching and learning as social distancing precaution will 

remain as an active measure to avoid the spread of the coronavirus. Thus, given that 

the fourth industrial revolution is a complex, dialectical and exciting opportunity that 

can potentially transform society for the better, this paper employs a desktop review to 

examine if HEIs can fully function in a digital transformation era caused by the 

COVID-19 pandemic. As such, the paper concludes that since we must learn to live and 

survive in the present crisis and the HEIs must continue to function fully, universities 

need to continuously seek ways in which they can enhance online education and 

promote the adoption of the fourth industrial revolution. Similarly, governments in 

various countries should ensure the availability of effective communication tools and 

promote technology-enabled learning for students capable of bridging the digital divide 

that exist both in the community and in the education system. 

 

Keywords: COVID-19; digital transformation; fourth industrial revolution; higher 

education institutions; online learning 

 

Introduction 

Though the COVID-19 pandemic is a health crisis, it has affected all facets of society 

including education, health, and society in general. As such, the impact that the 

COVID-19 pandemic has had on many South Africans and several aspects of their lives 

cannot be denied (South African Institute of Race Relations (SAIRR), 2020; Sekyere et 

al., 2020; Ebrahim, 2020). However, before the outbreak of the COVID-19 pandemic, 

there has been a crisis with teaching and learning globally which is evidenced by the 

incessant high levels of poverty (World Bank, 2020). In South Africa, the evidence 

available reveals that only 10.4% of South Africans use the internet at home, and only 4 

675 out of over 25 000 schools have internet connectivity for learning and teaching 

purposes, thus online learning entrenches inequalities within the education sector 

(SAIRR, 2020; Ozili, 2020; Ebrahim, 2020). This is however exacerbated by poor 

connectivity, exorbitant costs, and frequent power interruptions which pose serious 

challenges to online teaching and learning.  

While the spread of COVID-19 necessitated the temporary closure of schools in 

more than 160 countries worldwide (Mhlanga & Moloi, 2020); it is estimated that the 

closure left over 1.6billion children and youth out of school (World Bank, 2020). With 

the disruption of studies due to the closure of educational institutions, teaching and 

learning have moved online in many universities and some secondary/high schools. 

This movement has accelerated the digital transformation of many aspects of life 

including socialisation, shopping, banking as well as teaching and learning 
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(Rospigliosi, 2020). While digital transformation is affecting and changing significant 

various sectors, the education system is being encouraged to take advantage of new 

technologies and tools to develop strategies and actions to play an active role in the 

digital transformation process (European Union, 2019). By so doing, the education 

sector, especially the Higher Education Institutions (HEIs) will become drivers of 

digital innovation needed to navigate the shift in paradigm caused by the COVID-19 

pandemic. 

 

Teaching and Learning in Higher Education Institutions during the COVID-19 

Pandemic 

The coronavirus pandemic has propelled most higher education institutions to move to 

an online teaching and learning process which has influenced the interaction between 

both the students and the teachers (Coman, Tîru, Mesesan-Schmitz, Stanciu, & Bularca, 

2020). As a result of the pandemic, most higher education institutions were restricted to 

mainly interacting with students online (Sobaih, Hasanein, & Abu Elnasr, 2020). For 

the first time, both students and educators in many developing countries are required to 

communicate officially through an online platform for academic-related purposes 

(Sobaih, Hasanein, & Abu Elnasr, 2020). As such, for many educators, the COVID-19 

pandemic is a quintessential adaptive and transformative challenge in which there is no 

specified guide for appropriate response (Organisation for Economic Co-operation and 

Development, 2020). 

While education is perceived as the bedrock of civil society and is the most 

sought after by all societies with the hope that it will help them stay afloat in a dynamic 

world, there has never been a time that the traditional approach of teaching has been 

threatened across the globe like during the COVID-19 pandemic (Suryaman, et al., 

2020). As such, UNESCO as an institution that engages in the field of education 

approved the implementation of an online platform for learning so that students can be 

reached in their various locations (Suryaman, et al., 2020). According to Verawardina 

and Jama (2018), the application of online learning is an evidence of the fourth 

industrial revolution which enables the implementation of distance or online learning 

where access to technology is not limited.  

While internet-based learning during the COVID-19 pandemic is considered as 

an option given that it is an alternative to traditional learning, it became an essential 

element for maintaining the activities in higher education institutions (Coman, Tîru, 

Mesesan-Schmitz, Stanciu, & Bularca, 2020). During the lockdown caused by the 

COVID-19 pandemic, some of the platforms used to ensure that learning progressed 

smoothly were unified collaboration and communication platforms such as Google 

Classrooms, Microsoft Teams, Canvas, and Blackboard, which allows educators to 

create educational courses, training, and skills development programmes (Petrie, 2020). 

These platforms include options of video meetings, workplace, and file storage that 

keep the classroom organised. These platforms also support sharing of various content 

such as Word documents, Excel files, PDF, videos, as well as audio files, and many 

more which also allow students learning and assessments to be tracked (Pokhrel & 

Chhetri, 2021).  

Similarly, the COVID-19 pandemic also brought about the use of a flipped 

classroom which is a simple strategy for providing learning resources such as articles, 

pre-recorded videos, and YouTube links before the class (Pokhrel & Chhetri, 2021); 

and then the online classroom time is used to deepen understanding through discussions 

with peers and faculty (Doucet, Netolicky, Timmers, & Tuscano, 2020). According to 

Pokhrel and Chhetri (2021), the flipped classroom is an effective way to encourage the 
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development of skills such as critical thinking, problem-solving, as well as self-directed 

learning skills. As a result of the COVID-19 pandemic outbreak, the virtual classroom 

platforms such as ―videoconferencing (Google Hangouts Meet, Zoom, Slack, Cisco, 

WebEx) and customizable cloud-based learning management platforms such as Elias, 

Moodle, BigBlueButton and Skype‖ (Pokhrel & Chhetri, 2021: p.135), which are all 

fourth industrial revolution tools continue to be increasingly used in various higher 

education institutions across the globe. 

 

Methodology  

To examine the functionality of HEIs, the present study employs a desktop review 

which utilizes the review of secondary sources such as newspaper articles, magazines, 

and peer-reviewed journal articles. The study also benefited from recently published 

reports from national and international organizations. Since the COVID-19 pandemic 

has forced various organisations as well as universities to reconsider the fourth 

industrial revolution tools, it is paramount to examine the nature of teaching and 

learning in HEIs during the pandemic, the place of the fourth industrial revolution in an 

Africa context, digital transformation towards the fourth industrial revolution in higher 

education institutions, as well as the challenges that arise from the COVID-19 induced 

transformation to establish if higher educational institutions can fully function online in 

the digital transformation era. 

 

Fourth Industrial Revolution (4IR) in an African Context  

In a world that is increasingly characterized by enhanced connectivity, Africa has the 

unique opportunity to leverage digital technologies which have the potential to foster 

large-scale transformation and competitiveness. It is expected that the 4IR will increase 

Africa‘s competitive advantage on world markets by increasing knowledge-intensive 

economies which are governed by connectedness and high digital skill levels 

(Amankwah-Amoah, Osabutey, & Egbetokum, 2018). However, there remains some 

challenges which undermine the course of the 4IR on the African continent, and these 

need to be addressed if Africa is to realise the transformational pedigree which the 

internet of things presents (Masinde & Roux, 2020).  

As a continent, Africa is bedevilled by a serial inadequacy of basic and digital 

infrastructure and this has the effect of inhibiting the transformation of the continent 

(European Union, 2019). Africa is perennially seeking to catch up with other continents 

that continue to lead in terms of research, innovation, and development owing to the 

digital divide (Sutherland, Governance of cybersecurity - the case of South Africa, 

2017). It is estimated that in 2018, a meagre 24% of people in Africa had access to the 

internet while Europe had as much as 80% access, and 51% of access being the global 

average (European Union, 2019). This does not bode well for Africa which still appears 

to be largely dependent on agriculture and natural resource extraction, where minimal 

processing of raw materials accompanies this extraction (Ayentimi & Burgess, 2018). 

As such, Africa tends to be overlooked as a top destination for the investment of 

emergent technologies. 

To be able to harness new technologies which come with 4IR, African countries 

will need to make a considerable investment in ICT infrastructure. Africa needs fixed 

high-speed internet if the continent is to utilise the opportunities which come with the 

4IR (Ayentimi & Burgess, 2018). Presently, the continent does not have widespread 

and affordable tools for technological innovation and adoption. Simply put, most 

countries have scarce or inefficiently allocated radio frequency spectrum required for 

wireless connections. In addition, there is also a need for ICT skills and ecosystems of 
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innovation that can utilize the ICT infrastructure when put in place (Ayentimi & 

Burgess, 2018). Africa will potentially lose if the continent does not bridge the digital 

divide in access to affordable ICTs and digital literacy in different geographical 

locations as this worsens inequalities within and between countries (Kayembe & Nel, 

2019). In this regard, African leaders, policymakers, and business leaders must identify 

specific production structures and indicators lacking in their respective countries. 

In addition, Africa has been criticised for lacking ICT policy frameworks and 

policy agility which encourages innovation. Africa is behind other continents when it 

comes to issues of cybersecurity and data protection, both of which have serious 

ramifications in the 4IR era (Sutherland, Governance of cybersecurity - the case of 

South Africa, 2017). There are very limited policy-based mechanisms to prevent data 

theft and other breaches which may cause the collapse of entire systems. Without 

policies, the regulation of ICT in the context of the 4IR becomes problematic 

(Sutherland, 2017). To protect the populations of African countries from potential 

hackers and cyberwarfare, artificial intelligence, machine learning, and broadband 

regulations will also need to be considered in light of the burgeoning 4IR (Amankwah-

Amoah, Osabutey, & Egbetokum, 2018). There would be a need for policies and 

legislation which encourage innovation and protects the interests of African countries. 

In South Africa, it is estimated that the business sector loses ZAR 5.8 billion annually 

to cybercrimes, and in 2018 alone, the country suffered five major data breaches which 

affected its citizens (Sutherland, 2020). The consequences and scale of breaches might 

be higher in other countries which are still without a semblance of cyber-regulations. It 

is thus essential for one to note that Africa has been left out of previous industrial 

revolutions and cannot afford to be left out of the current one. 

 

Digital Transformation towards 4IR in the Higher Education Sector  

Today, students face a world transformed by technology in which the internet and the 

use of social media create different opportunities and challenges for formal education 

systems (Xing & Marwala, 2017). While higher education institutions face question 

with regards to their destiny as a result of the COVID-19 pandemic, students are 

bothered about life after graduation (Ibrahim, 2020). This is because the evolvement of 

the pandemic has forced various organisations as well as universities to reconsider the 

fourth industrial revolution tools in an attempt to reduce the spread of the disease. 

According to Mhlanga and Moloi (2020), various technologies power the 4IR concept 

and these technologies include among many others: Virtual and augmented realities, 

Additive manufacturing, Blockchain, and distributed ledger technology, Advanced 

materials and nanomaterials, Artificial intelligence and robotics, Ubiquitous linked 

sensors, Energy capture, storage and transmission, Biotechnologies, Geoengineering, 

Neurotechnology, Space technologies (Schwab, 2016).  

These technologies powered by artificial intelligence are now transforming the 

world in which societal concepts such as ‗post-work now define the present period. As 

such, the 4IR period requires certain skills such as critical thinking, people 

management, cognitive flexibility as well as knowledge production and management 

which are different from the previous periods (Ibrahim, 2020). This is because the 

fourth industrial revolution is evolving at an exponential rate rather than a linear space 

(Mncube & Olawale, 2020). Moreover, it is disrupting almost every industry in the 

world and the breadth and depth of these changes herald the transformation of entire 

systems of production, management, governance, and higher education (Penprase, 

2018). As such, the fourth industrial revolution era brought about the existence of a 

cyber-physical system that became a norm in which numerical simulations play an 
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ever-increasing important role in the educational sector and practical applications (Xing 

& Marwala, 2017). 

Given that teaching and learning has historically been confined to students 

gathering in the lecture halls to listen to lecturers or gathering around a table for 

discussion among their peers, technology innovation is challenging those traditional 

practices, thereby bringing radical change to the higher education system. An example 

of such change is the Massive Open Online Course (MOOCs) which is a form of 

education that provides stand-alone online instruction (Xing, 2015). Xing and Marwala 

(2017) argue that although much experimentation of this online instruction lies ahead, 

the MOOCs threaten different higher educations institutions in various ways. 

According to Xing and Marwala (2017), two major factors underpin universities cost. 

The first is the physical proximity requirement - which makes universities enrol less 

with an argument that enrolling more students is expensive considering the increase in 

buildings and instructors. Secondly is the productivity limitation given that the number 

of students that can be in lecture venues and exam-marking rosters are limited (Xing & 

Marwala, 2017). However, MOOCs are capable of eliminating these challenges. 

Thus, given that the Fourth Industrial Revolution (4IR) is an advent of cyber-

physical systems that involve new capabilities for people and machines, it entirely 

represents a new way in which technology is embedded within human societies and 

their bodies (Schwab, 2016). However, in the education sector, creative approaches 

towards the use of technology signal a downward spiral in quality rather than its 

facilitation (Menon & Castrillón, 2019). As such, the shift from the traditional mode of 

lecture delivery which involves the use of a blackboard to a PowerPoint, podcasts, and 

videos, as well as more interactive online platforms is still yet to be matched by 

equivalent flexibility in the process and policies designed to ensure quality in higher 

institutions of learning. In fact, the duality of the modes of delivery as provided for by 

the regulatory bodies also does not reflect the current realities of the delivery of higher 

education, let alone those of the future (Council on Higher Education, 2013; Menon & 

Castrillón, 2019). As such, if higher education institutions are to effectively respond to 

the demands of the fourth industrial revolution, as well as the employment needs of the 

youth, the inherited, static regulatory, and academic tools need to be rapidly and 

effectively revisited so that new modes of delivery, as well as new curricula and 

programmes can be devised, tested, changed and redesigned as needed (Menon & 

Castrillón, 2019). 

 

Concerns Arising from the covid-19 Induced Transformation  

The COVID-19-induced digital transformation was abrupt and thus raised questions on 

the efficacy of emergency online learning as a means of delivering educational content 

and the assessments thereof (Rahman, 2021). On the African continent and in other 

developing nations, this meant that most institutions which had been unable (or indeed 

reluctant) to change from traditional pedagogical approaches which are largely 

premised on fact-to-face delivery otherwise known as contact-based learning 

approaches, to online approaches were forced to transform (Pokhrel & Chhetri, 2021; 

Mncube, Mutongoza, & Olawale, 2021). However, this transformation was not without 

costs as research has demonstrated that poorer countries were not ready for this abrupt 

transformation (Dube, 2020). As already discussed above, the African continent still 

struggles with access to connectivity and broadband, digital illiteracy, technical skills to 

deliver online learning, and other such challenges (Kaisara & Bwalya, 2021). 

The abrupt transformation to online learning has raised concerns with regard to 

access inequalities between rural and more urban communities, also known as the 
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digital divide. Based on challenges like the lack of internet connectivity, irregular 

electricity supplies, and the lack of technological resources which enable online 

learning, the rural and poor populations appear to be the most alienated from access to 

education (Dube, 2020; Mncube, Mutongoza, & Olawale, 2021; Masinde & Roux, 

2020). With the lengthening of remote learning in different countries, it has become 

more apparent that the switch to online learning has failed to take into context the 

uniquely disadvantaged status of rural communities, and thus fails to guarantee a better 

future and development of human capital from rural Africa (Mhlanga & Moloi, 2020; 

Kaisara & Bwalya, 2021).  

In addition, because the transformation to online learning was abrupt and 

somewhat forced, a major concern for institutions has been the preparedness to use 

digital platforms. Research reveals that a major impediment to the use of online 

learning platforms is the lack of the requisite skills to use these platforms effectively 

(Rahman, 2021; Rospigliosi, 2020; Kaisara & Bwalya, 2021). Many institutions were 

forced to learn on the go, as both students and lecturers were expected to use these 

platforms, in some cases with minimal training – this has severe ramifications on the 

quality of learning outcomes (Mncube, Mutongoza, & Olawale, 2021). This is 

especially concerning when it comes to rural institutions where a limited number of 

institutions did not have the infrastructure for online learning thus transitioning became 

somewhat problematic as there is less motivation to venture into the unknown (online 

learning) (Ntshwarang, Malinga, & Losike-Sedimo, 2021). 

Another concern that is brought to the fore by emergency online learning is the 

disruption of social communities. It is argued that while the emergency has somewhat 

graduated students into the spheres of responsibility and independence, it has however 

severely lessened interaction among students and between educators and students 

(Ferri, Grifoni, & Guzzo, 2020). Proponents of digital transformation have argued that 

ICT gadgets can be used as an extension of the social aspects involved in learning, the 

ineffectual use of such technologies has proved that they simply cannot sufficiently 

replace human contact (Dube, 2020). For online learning to be effective, it thus requires 

a thoughtful infusion of human factors which boost the feeling of belonging to a 

community (Masinde & Roux, 2020). It is therefore pertinent that online learning 

offerings deliberately cultivate a culture of collaboration amongst e-learning students. 

This is because African societies are characterized by the tenets of the concept of 

―ubuntu‖, a strong sense of community where people live in mutually supportive 

communities. 

The digital transformation has also raised concerns among education 

stakeholders with regard to assessment. On its own, assessment is an integral part of 

measuring the progress of students, and how suitable they are for professional life. 

Because online learning has limited mechanisms for monitoring assessments, educators 

are often left unsure of how effectively they can measure students‘ learning abilities 

(Thomas, 2017). Institutions have witnessed high rises in students‘ academic 

dishonesty and most cases, they simply do not have effective mechanisms to combat 

this illicit behaviour (Baran & Jonason, 2020). Assessment is one of the tools used to 

measure student success. But owing to the COVID-19-induced online learning, most 

institutions do not have measures that regulate academic integrity online (Baran & 

Jonason, 2020). Thus, educators are often left to believe in the honesty and 

independence of students in doing assignments, thus institutions often bemoan the rise 

of contract cheating where assignments and tests are increasingly being done for 

students by ‗ghost writers‘ at a price (Alin, 2020; Harper, Bretag, & Rundle, 2020). 
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There have also been concerns with regards to the workloads which came with the 

sudden transformation. A sizeable number of educational institutions in Africa were 

caught unawares by the shift to online learning, with close to non-existent digital 

models for learning (Muhuro & Kang'ethe, 2021). Such institutions, had to build online 

platforms in such a way that they integrated external applications into their learning 

models, and this led to delays in the academic calendars (Adeyon & Soykan, 2020; 

Dhawan, 2020). Kaisara and Bwalya (2021) caution that in Africa, there is a scantiness 

of evidence that highlights success stories of online learning although the literature is 

filled with promises of what online learning can deliver. Even though online learning is 

not a  novel phenomenon,  this sudden transformation into online learning has posed 

substantial challenges for educational activities globally, and particularly in resource-

scarce environments where educational institutions, teachers, and students are generally 

not ready for this unexpected disruption to traditional teaching and learning methods 

(Ferri, Grifoni, & Guzzo, 2020; Dhawan, 2020; Muhuro & Kang'ethe, 2021).  

 

Conclusion  

The majority of the studies conducted in assessing education during the COVID-19 

pandemic in various countries revealed that the closure of school does not only provide 

clarity on issues about access to education, and socioeconomic problems that affect 

people across communities, it also fostered a range of challenges for the fully 

functioning higher education institutions. While institutions that work towards the 

advancement of knowledge have been at the forefront of the adoption of digital tools, 

some higher education institutions in the developing nations on the African continent 

continue to grapple with access to internet connectivity, irregular electricity supplies, 

broadband, digital illiteracy, technical skills to deliver online learning, and other 

challenges. Thus, given that digital inequalities are constantly evident between rural 

and more urban communities, higher education institutions need to continuously seek 

ways in which they can enhance online education and promote the adoption of the 

fourth industrial revolution (4IR). Similarly, governments in various countries should 

ensure the availability of effective communication tools and promote technology-

enabled learning for students capable of bridging the digital divide that exist both in the 

community and in the education system. 
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Abstract  

This paper examined the student requirements for virtual learning in Southwestern 

Nigerian Universities. The paper looked at COVID 19 and how it impacting virtual 

learning process in Southwestern Nigerian Universities. The concept of virtual learning 

was discussed, hence virtual learning could be regarded as self-study, self-discovery, 

opportunities easy access to online resources, reduction of time and risk of spreading 

diseases and travelling among individuals. However, the determinants of universities 

students‟ readiness for virtual learning are: virtual learning tools, internet 

connectivity, motivation and perception, media suitability, funding, awareness and 

orientation, and power supply. The use of virtual learning for teaching and learning 

has become an indispensable tool for university students‟ in Southwestern Nigeria. It 

was therefore recommended that internet connectivity, funding, awareness and 

orientation, and power supply among others are important factors that the students‟ 

require for virtual learning in Southwestern Nigerian Universities.       

 

Introduction 

The rise of the internet and new technologies has greatly reshaped the education system 

through increased awareness and engagement of virtual learning. Recently, the 

outbreak of the coronavirus pandemic has further compelled the adoption of such 

online learning as against the traditional physical classroom interaction. Virtual 

learning, also known as E-learning, online learning, or e-education, involves the use of 

an internet-enabled device (smartphone, tablet, laptop, or desktop computer) to connect 

to online resources from virtually anywhere an internet connection is accessible. Online 

learning has become increasingly popular over the past decade as more learners prefer 

the interactive content of audio and visual modules that virtual learning brings rather 

than reading bulky manuals and lecture notes of the traditional learning system. Also, 

the issue of traveling and accommodation costs of traditional learning are eliminated 

with online learning.  

It is instructive to note that over the years, traditional formal learning which 

involves teaching and learning within the four walls of the classroom may have proven 

beneficial, however, this method seems to be inadequate to satisfy the demand of 

current learning needs and societal realities. The present-day learners tend to be faced 

with several concerns (such as disabilities, distance, and so on) which often vitiate their 

opportunity to learn. Besides, adult learners encumbered with unavoidable social and 

economic responsibilities of work and parenting are often placed at a disadvantage 

when learning is structured on the traditional classroom method. In such situations, they 

are either absolutely denied learning opportunities or encounter many difficulties 

acquiring education. 

Technology has wielded a great influence on education, thereby necessitating 

the imperative of e-education. The implication of this for education is that its system 
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should be restructured and positioned to deliver quality learning programmes that will 

help to achieve the institutional and national, regardless of the real or perceived 

difficulties confronting the system. It is also necessary to ensure that such learning 

programmes are delivered unhindered or uninterrupted. This would mean that the 

educational system should be designed to adequately prepare to combat any form of 

challenges that may want to distort continuous learning opportunities. 

Moreover, with the rise of the COVID-19 pandemic all over the world, physical 

learning styles have not only become obsolete but impossible as schools were directed 

to shut down, as part of measures to contain the spread of the disease. While on 

lockdown, online learning became the number one option for learning and self-

improvement. As the lockdown extension on the pandemic increased globally, it was 

important that educational systems look for other methods of teaching and learning to 

continue delivering quality education to the citizenry and virtual learning is an answer 

to that.  

Virtual learning seems to be less expensive than the traditional mode of learning 

and it yields a better student performance since it is self-paced. In virtual learning, the 

course content is easily reviewed and revised to match the current needs of the society 

which may not be so in the traditional style which is subject to a lot of bureaucratic 

bottlenecks. Virtual learning offers the ability to share material in all kinds of formats 

such as videos, slideshows, word documents, and PDFs, conducting webinars, and 

communicating with professors and experts via chat and message forums. However, as 

good as this may sound, it is observed that many Nigerian universities lack the 

wherewithal to switch to virtual learning mode, moreover, students appear unprepared 

to be engaged via this means knowing fully well that virtual learning has received little 

or no attention in nearly all Nigerian universities. It is based on this narrative that this 

paper explored the students‘ requirements for virtual learning in South-Western 

Nigerian universities. 

 

Concept of Virtual Learning 

Virtual learning is one of the phenomenal concepts in education that has grown rapidly 

and globally in recent times at all levels, and tertiary level in particular. According to 

Blanson, Ntuli, and Blankson, (2020), virtual learning is described as a system that 

connects computers via the use of the internet which provides learners with the 

opportunity to acquire knowledge or skills through their interaction with the online 

learning materials made available to them. Dung (2020) conceptualized virtual learning 

as instruction delivered in a technological environment where both the instructor and 

the students are separated by space or time or both. Specifically, when learning is 

facilitated through virtual means, lesson contents are conveyed through information 

technology devices and applications such as multimedia resources, the internet, and 

video conferencing platform among others. Also, Cojocariu, Lazar, Nedeff, and Lazar 

(2014) assert that virtual learning involves the use of a computer with the network, a 

connection that provides the possibility of learning anywhere and at any time. By this 

definition, it is implied that virtual learning encompasses the use of technological tools 

to efficiently and effectively manage education and offer learning opportunities 

irrespective of distance, time, and location barrier. This mode of learning allows for 

flexibility such that learners can be anywhere to learn by attending live lectures, having 

real-time interactions with instructors and other students, and receiving instant 

feedback (Singh & Thurman, 2019). 

Describing virtual learning, Korićanin, Saračević, Biševac and Kamberović 

(2014) stressed that the concept could also be seen as knowledge, skills, and values 
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acquired through a technology-based environment characterized by computers, internet, 

the interaction between users, and access to online materials. The virtual learning 

environment is such that supports learning either through physical or virtual 

communications and interactions. Not only that, virtual learning makes use of tools for 

managing education and learning through the use of the internet. 

Dung (2020) further affirmed that virtual learning is an online educational 

platform that can be categorized into three. This categorization is done based on the 

nature of the interaction between the instructor and the learners for instructional 

delivery and it includes synchronous, asynchronous, and hybrid. The first, synchronous, 

involves online interaction between the instructor and the student simultaneously. It 

does not only provide students with the opportunity of receiving instruction from their 

teachers but to also interact with them and their coursemates through audio 

conversation, text and video communication in a virtual class. Synchronous virtual 

learning provides a suitable environment for learners to effectively participate in taking 

classes from home at the appointed time and to give feedback immediately.  

The second category of virtual learning is asynchronous. This online instruction 

does not take place in real-time, that is, it does not allow for simultaneous interactions 

in form of chats, text, or videos between the teacher and the students. Thus, students are 

more self-directed while taking their course work and assignments within a time frame. 

Interaction between the teacher and the student often takes place through discussion 

boards, blogs, email, and so on. It is instructive to note that class meeting times are not 

always appointed, rather, flexible and effective schedules are designed for students with 

time constraints under the asynchronous method. 

Hybrid virtual learning is the third category. This may also be referred to as 

blended learning (Yeop, Wong & Goh, 2016) whereby instructional delivery can take 

place through both onsite and online interaction. This simply means that blended 

learning is an educational practice that integrates traditional face-to-face teaching with 

the online technology mode related to teaching and learning to maximize the learners‘ 

understanding of a principle, theory, or knowledge. Hybrid learning requires physical 

meetings and making adequate provision for computer-based communication during 

the physical meetings. Thus, the hybrid classification of virtual learning can either be 

both synchronous and asynchronous, as well as physical classroom meeting interaction. 

It was established by Dung (2020) that students perceived virtual learning as beneficial 

for their experiences. Although, this mode of learning was initially practiced as a 

backup plan to ensure the continuity of education. Nonetheless, students have come to 

realize the benefits of virtual learning in terms of exposure to new forms of learning, 

self-study, self-discovery, opportunities, easy access to online resources, reduction of 

time and risk of travelling, individual and communal health safety, and so on. 

 

Determinants of University Students Readiness for Virtual Learning 

The application of virtual learning offers important benefits in today‘s educational 

parlance. Since the uncertainties of contemporary time have constituted a major barrier 

disrupting learning activities, the need to redesign an alternative route to ensure 

learning takes place continuously becomes imperative. This gap is what virtual learning 

aims to address such that learning can remain uninterrupted, particularly at the 

university level, irrespective of any uncertainty, and bearing in mind the importance of 

students as critical stakeholders in the education sector. Students must be ―e-ready‖. 

Thus, students‘ readiness factors for virtual learning in Nigerian universities are 

identified and discussed as follows: 
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Virtual Learning Tools 
The provision of online learning devices is one of the prominent factors that determine 

the readiness of university students for virtual learning. As it has been early established, 

virtual learning is such that it is delivered in a technological environment. This implies 

students must be well equipped with technological devices to be able to maximize this 

mode of learning. The many tools that are required by students include: computers, 

microphones, computer application packages, and programs. Shahaimi and Khalid 

(2016) identified the following computer software tools as necessary for virtual 

learning: Learning Content Management System (LCMS), Learning Support System 

(LSS), Learning Management System (LMS), Course Management System (CMS), 

Learning Platforms (LP) and Course Management System (CMS). Unfortunately, it is 

observed that many of these software packages are yet to find prominence within the 

Nigerian university system. This shows the rate of unpreparedness for virtual learning. 

Although some findings affirmed the availability of online learning resources in 

Nigerian universities (Afolabi, 2015).  

Moreover, the majority of students are equipped with smartphones that get them 

easily connected with many social online activities, which aids effective participation 

and involvement in virtual learning.  Most virtual learning software packages are 

smartphone-friendly. Thus, students‘ access or ownership of smartphones should be 

translated to access to virtual learning tools. 

 

Internet Connectivity 
Internet connection plays a central role in achieving virtual learning in universities. It is 

one major factor that speaks of the volume of students‘ access to the software packages, 

web-based learning platforms, online course contents, web-based course content, and 

so on. It is obvious in Nigeria that universities are faced with poor internet connection 

quality. Lending credence to this, Afolabi (2015) established that students‘ level of 

access to internet connection is very low. Islam, Beer, and Slack's (2015) study on e-

learning challenges faced in tertiary institutions advanced that students are entangled 

with fear for the loss of online work and assessment for monitoring their academic 

performance and progress since the quality of internet connection provided remains 

questionable. The magnitude of poor internet access is not only attributed to students 

alone but lecturers as well who seem to always lament about the quality of internet 

offered to them in their respective offices despite the monthly charges levied on them 

for the usage of such poor facility (Nwagwu, 2019). 

Moreover, closely related to the issue of poor quality of internet connection is 

the high cost of internet access in Nigeria. The cost of purchasing data for internet 

connection in Nigeria seems to be on the high side. Internet providers in Nigeria are 

charging an exorbitant rate for their services and the implication of this is that indigent 

students who are also entitled to quality learning via the virtual platforms may be 

denied such opportunity due to financial constraints. As a result, only students whose 

parents are financially buoyant to bear the cost of data would likely be able to enjoy 

their virtual learning experiences provided that the internet connection is good. 

There has been a general assumption that students who can meet the cost of data 

on their smartphones would not find it difficult to do likewise for their virtual learning 

activities. Nonetheless, it is pivotal to point out that the data required for internet 

connection via the laptop to engage and effectively interact with specific virtual 

learning software and the website would be relatively much and expensive as compared 

to data required for smartphone usage. This perspective, therefore, underscores the 



GEN 2021, South Africa: Conference Proceedings  

Page - 251 - 
 

importance of internet connectivity as an essential determinant of students‘ readiness 

for virtual learning in Nigerian universities. 

 

Motivation and Perception 
Motivation can be considered as an individual‘s drive to act in a certain way. It could 

also be seen as an inspirational factor that stimulates behavior. Motivation can be 

internally or externally induced. An individual is internally motivated when his or her 

inspiration to act is premised on an innate tendency rather than some external 

conditions. For instance, a student who is motivated to study for an examination 

because of the joy of succeeding can be said to be internally motivated. On the other 

hand, when an individual‘s drive to take a certain action is predicated on external 

conditions, such a person is externally motivated. A good example is the case of a 

student who studies hard to be the best because of the fame of being known for 

excellence by his colleagues (Fischer, Malycha & Schafmann, 2019). 

Concerning student‘s readiness for virtual learning, motivation plays a 

fundamental role. Fakinlede, Yusuf, Mejabi, and Adegbija (2014) perceived motivation 

in the light of relevant activities required for students‘ independent learning in terms of 

self-motivation and self-direction. According to the authors, these activities are goal-

directed behaviors exhibited by students and sustained by motivation since their 

attitudes are shaped by their perceptions. Invariably, dispositions and situation elements 

are strongly associated with students‘ motivation affecting their readiness for virtual 

learning. 

Findings from the work of Fakinlede et al. (2014) established that positive 

disposition and drive provides strong evidence for students‘ readiness for virtual 

learning. Kyari, Adiuku-Brown, Abechi, and Adelakun (2018) also affirmed that 

student perception and belief of the usefulness of virtual learning determine their 

preparedness to interact with it. This simply showed students‘ attitude is a motivational 

function that determines their eagerness to acquire independent learning skills which 

are very useful for the virtual learning environment. It is observed that students are 

brave to embrace new technology coupled with the skills it seeks to offer. This would 

propel their confidence, thereby reducing fear and anxiety that may want to endanger 

students‘ learning activities (Shahid, Aleem, Islam, Iqbal & Yousaf, 2019). 

 

Media Suitability 

The media is simply the means or channels through which learning is communicated, in 

this case, virtual learning. It is essential that virtual learning be communicated through 

the appropriate technology media. Although, there are myriads of channels available 

for learning through technology, however, the importance of taking necessary measures 

and standards to select the appropriate media vis-à-vis the lesson content is very 

germane. It would be misleading for educators to perceive all technology media as 

suitable for delivering learning simply because of their versatility. To this end, virtual 

learning must be delivered with suitable media, bearing in mind the content of the 

lesson, learners‘ ability and competencies as well as their needs and interest. This is 

following the findings of Fakinlede et al. (2014) who posited that students‘ readiness 

for online learning can be affected by their perceptions of the suitability of the media 

that will be employed during the learning process. 

 

Funding 

The role of funding as a vital factor in determining students‘ readiness for virtual 

learning cannot be overlooked. For the goal of education to be achieved, funding is 



GEN 2021, South Africa: Conference Proceedings 

Page - 252 - 
 

very necessary or rather compulsory. The provision of facilities, equipment, apparatus, 

and even digital infrastructures is strongly predicated on finance. The appropriation of 

adequate and regular funds to the education sector will go a long way in determining 

the effectiveness of the system. It is obvious in Nigeria that the education sector is 

underfunded. Nwagwu (2019) stressed that the cost of interacting with virtual learning 

experiences is a huge burden on learners as compared with the traditional face-to-face 

mode of learning. Omofaye (2007) also lamented the inadequacy of financial support to 

acquire necessary digital infrastructures and to produce learning materials. 

A report by FDC Limited (2020) also affirmed that Nigeria's budgetary 

allocation to the education sector has never been consistent with the United Nations 

Educational Scientific and Cultural Organization (UNESCO) recommendation of at 

least 15%. It was stressed that the 2020 budget allocation to the sector was estimated at 

N686.8bn, 6.48% of the initial 2020 budget of N10.59 trillion. However, this has been 

reduced by 54% despite the increase in the revised 2020 budget to N10.81 trillion. 

Considering these narratives and bearing in mind that the introduction of virtual 

learning is a new venture for the Nigerian tertiary education system, funding to the 

education sector needs to be improved to adequately prepare and stimulate students to 

embrace virtual learning. 

 

Awareness and Orientation 

As simple or complex as learning may be, there is a need for proper orientation on the 

activities involved in every learning task. Before now, the Nigerian university system 

was primarily known for fostering learning through the traditional classroom method. 

However, the advent of the COVID-19 pandemic ushered in the reality of promoting 

learning outside the four walls of the classroom. Now that universities are considering 

switching to an online mode of delivery instruction and learning instead of the usual 

classroom learning, it is expedient for university administrators to plan and deliver 

proper awareness and orientation exercises for students. Studies have shown that lack 

of awareness is a crucial factor inhibiting students‘ acceptance of virtual learning in 

Nigerian universities (Maina & Nzuki, 2015; Omoregbe, Azeta, Chiazor & Omoregbe, 

2017). Although observation shows that some students are virtually compliant as a 

result of other technology-driven activities they interact with outside the classroom 

learning, yet orientation programs should be carried out to keep all students abreast of 

the technological tools that are required for the virtual learning experience. This could 

help in ameliorating students‘ fears of interacting with the online learning tools 

especially those with poor information technology skills 

To plan and execute effective awareness and orientation for students, the 

university must take into account the use of appropriate technique(s) to make the 

program inclusive such that the least proficient students can benefit. Moreover, there is 

a need to ensure that awareness and orientation is conducted periodically to keep 

students up-to-date about any reforms or changes that may have been introduced for 

uninterrupted delivery of virtual learning  

 

Power Supply 

In today‘s contemporary society, where everyday tasks and activities are predominantly 

associated with electrical infrastructures, an uninterrupted power supply is highly 

imperative. This reality, however, is yet to be achieved in Nigeria. It is no gainsaying 

that the majority of industries and educational institutions inclusive are suffering from 

the poor and erratic power supply. The magnitude of this problem for Nigerian 

universities is that teaching and learning activities requiring the use of power are 
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always interrupted (Olayemi, Adamu & Olayemi, 2021). Moreover, many research 

works and laboratory specimens subjected to experimental activities may eventually 

produce unreliable results for the reason of power failure. The application of virtual 

learning in universities cannot exist separately without a power supply. This is because 

digital infrastructures are built to coexist with power supply for their proper and 

continual functioning. For example, a desktop computer needs to be connected to a 

power source before it can be used. Even for a laptop computer, there would be a need 

for a power connection after a while when its battery is exhausted. 

It is worrisome to mention that the experience of many Nigerian university 

students with power supply is devastating. The majority of the classrooms are in a 

despicable state with poor electrical fittings that don‘t allow for power supply. As if 

that is not enough, power failure is also experienced by students in their various hostels 

and residences, thereby restricting them to study under unpalatable conditions. One 

may, therefore, need to question how effective virtual learning would survive under this 

kind of threat bearing in mind the necessity of power supply for its proper functioning. 

Thus, it is fundamental to note that power supply is a crucial factor determining the 

readiness of the student for virtual learning in Nigerian universities. 

 

Conclusion 

The use of virtual modes of teaching and learning has become an indispensable tool for 

universities in Nigeria. This is as a result of the irregularities that have pervaded the 

world among which is the recent and on-going COVID-19 global health challenge. 

Social ties are currently obstructed with physical distancing taking a lead role among 

the social rules. As a result, students‘ learning in the physical classroom is becoming 

difficult, thereby necessitating the need to effectively appropriate virtual learning 

opportunities. The study has specifically discussed virtual learning tools, internet 

connectivity, motivation and perception, media suitability, funding, awareness and 

orientation, and power supply as important factors that determine students‘ readiness 

for virtual learning in Nigerian universities. 
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Abstract  
Education just like other disciplines or industries has transformed immensely over the 

past decades. Thus, the shift in pedagogy from the traditional pen and ink to the digital 

forms like Moodle, Blackboard, and the likes. The use of learning management systems 

in academic institutions is not new to education, however, it is the systems themselves 

which have evolved over the past decades of the information. This study which was 

guided by the Modified Technology Acceptance Model (TAM 2) assessed the use of 

Moodle as an e-learning platform at Gaborone Technical College. The main questions 

among others were, what was the cause of low usage of Moodle by lecturers and 

students, what features do Moodle offer for educational purposes? Qualitative 

approach was employed, 9 participants were purposively selected and interviewed in 

their natural setting to assess how they feel and why they feel the way they do, the data 

were coded and analysed thematically. The study concluded that Moodle is important 

and relevant to the delivery of programmes in technical colleges. It also identified the 

uses of Moodle at College and explored additional features that can be used by 

lecturers and students for educational purposes. Recommendations on how to improve 

the usage as well as the utilization of Moodle as an e-learning platform was drawn and 

structured in a manner that can assist management, lecturers, and students.  

 

Keywords: Perception, Moodle, e-learning Platform, Technical Education, Botswana 

 

Introduction  

The demand for education has grown exponentially with time and today there are 

thousands of universities and colleges offering a vast array of programmes. The global 

value of knowledge and the quest for lifelong learning has made e-learning a popular 

and viable option for institutions which seek to meet the demand for education due to 

its versatility (Lan , Damijana, Nina & Aleksander (2015).  E-learning is the usage of 

electronic media and associated computer technology including the internet and intranet 

for educational purposes.  

With regard to aspirations in education development, Botswana as a nation is no 

different; she intends to achieve the status of a knowledge-based society by 2036. This 

is boldly enshrined in the national vision 2036 strategy. It is therefore not surprising to 

see tertiary institutions like Gaborone Technical College (GTC) which is the institution 

of focus in this paper embarking on strategies geared towards achieving this like 

incorporation and utilization of information technology in curriculum delivery. 
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Moodle which is an acronym for Modular Object-Oriented Dynamic Learning 

Environment is a globally well-known learning management system (LMS) (Lan, et al., 

2015). Moodle was first launched in GTC in 2013 and it has since then been only 

accessible within the college‘s intranet, that is to say, it is not accessible outside the 

college. Students and members of staff can access the application using the college 

computers or their laptops where there is Wi-Fi coverage. All students and members 

have Moodle accounts which are created automatically upon registration of such users 

into the active directory. There is an administrator who is responsible for the overall 

management of the system. Usage of Moodle in Gaborone Technical College is not 

compulsory despite it having been consistently incorporated in the college‘s annual 

performance plan since 2013. In 2014, the Department of Technical and Vocational 

Education and Training, now DTT & TE took the initiative to train IT support officers 

from all technical colleges on deployment and administration of Moodle. The intention 

was to build a knowledge base of user support personnel who can then capacitate end-

users at their respective institutions on the usage of Moodle and how to incorporate it in 

the classroom. In Gaborone Technical College, such in-house training was conducted in 

2015 when several members of staff were inducted on how to use Moodle. Staff 

members were trained separately according to their departments with facilitating roles 

played by the IT support officer and one ICT lecturer who was a regular user of 

Moodle. 

 

Research Questions 

In exploring this phenomenon, we were guided by the following questions, 

1. What is the cause of low usage of Moodle by lecturers and students at GTC?  

2. How can the usage/utilization of Moodle at GTC be improved?  

 

Theoretical Perspective  

The study was being guided by the technology acceptance model (TAM) which 

according to Vogelsang, Steinhüser, and Hoppe (2013) is well-rooted on the theory of 

reasoned action (TRA) which was developed in 1975 by Fishbein and Ajzen. TAM is 

ideal for this research because of its well-publicized validity in determining the 

acceptance of information systems or information technology (Ramayah, et al., 2002). 

Ramayah and colleagues pronounce that TAM has remained one of the influential 

models used in previous studies. According to Chuttur (2009), TAM posits that the way 

an individual thinks an information system or technology is easy to use or important for 

their work influences their decision whether to use the system or not. Sek et al. (2010) 

describe TAM as being grounded wholly on two beliefs which are Perceived 

Usefulness (PU) and Perceived Ease of Use (PEOU). PU means the extent to which the 

user of technology believes using such a system or technology will be beneficial to 

them. On the other hand, PEOU can be defined as a measure of the effort that the user 

is required to exert to use the system of IT. Vogelsang et al. (2013) quote Davis‘s 

definition of PEOU as ―the degree an individual believes that using a particular system 

would be free of effort‖. With reference to the original TAM as illustrated in figure 1 

below, PU and PEOU are antecedents of attitude towards using (ATU). The attitude of 

the user towards using a particular system is directly determined by their PU and 

PEOU. The attitude that the user has towards using (ATU) a system influences their 

behavioural intention (BI) to the actual system usage (ASU). Worth noting here also is 

that PU does not have a direct influence on ATU only but BI as well. If a user believes 

that a system will assist in improving their efficiency or productivity, then they may 

have a positive behavioural intention towards using such a system.  
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Figure 1: Technology Acceptance Model adopted from (Davis, 1989) 

As evident in the illustration of the modified technology acceptance model (TAM 2)  

shown in Figure 2 below, external variables were added to show they relate with PU 

and BI. 

 
Figure 2: Technology Acceptance Model 2 (Davis & Venkatesh, 2000) 
Figure 2 shows that on improving the original TAM, a number of determinants of PU 

were added. The other modification was that PEOU remained as a single construct 

without any antecedent (Vogelsang, Steinhüser & Hoppe 2013). 

 

Positioning the Phenomenon  

To ground this study, the works of other scholars were interrogated to determine their 

relevance to the usage of Moodle as an e-learning platform in technical education. To 

carry out this review we started by discussing the usage of information and 

communications technology in education. Then an overview of learning management 

systems (LMS) followed by a detailed review of previous studies on the use of Moodle 
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as an e-learning platform as well as how other scholars have applied TAM in predicting 

and evaluating technology user acceptance. 

 

i. Usage of Information and Communications Technology (ICT) in Learning  

Ever since the creation of the first commercial computer in 1964 (Zimmermann 2006), 

there has been countless innovations across different fields and industries. The 

invention of the Internet has rapidly increased the rate at which enterprises incorporate 

technology especially ICT into their day-to-day operations. According to Zimmermann 

(2006), computers are no longer specialized machines limited to scientists and 

mathematicians only. They are not only cheap but widely accessible, portable, and not 

complex to operate, thanks to the graphical user interface (GUI). To add further to this, 

(Kerrest, 2018) attests that every company in the twentieth century is playing a 

significant role in leaving a digital footprint through building and adopting their apps 

and improving processes by engaging the latest innovative technologies. According to 

Kerrest, data obtained from Okta, Inc., an IT cloud service company boasting of over 

100 million registered customers, rated the education industry amongst the top five 

industries that are making technology usage a priority. Amongst the top five were also 

media and entertainment, healthcare and finance, and banking. In education, technology 

has mostly used the incorporation of educational apps which are the drivers of online 

learning, a very popular phenomenon today. According to Research and Markets 

(2018), the global e-learning market is expected to reach $65.41 billion in 2023. The 

use of ICT in education can help to bridge geographical barrier and eliminate exclusion 

from accessing quality education (Peñafiel, et al., 2016).  

 

The global transformation towards an education industry that is driven by the infusion 

of technology into different operational areas and processes should be done with 

caution lest the quality of teaching and learning is compromised. To get the best out of 

what existing technologies and innovations offer, administrators and policy makers 

should device clear and coherent strategies when adopting new technologies. 

According to Mtebe, Dachi and Raphael, (2011), there should be an intensive 

consideration for ―first-order and second-order barriers‖ when adopting educational 

technologies in institutions of learning. The former relates to the hardware, technical 

and administrative support aspects while the latter concerns the responses or readiness 

of individuals to accept and adapt to new changes in technology. Joseph (2015) warns 

that while the introduction of computers in college and university curriculum is a 

welcome development, failure to device rigorous pedagogical approaches can adversely 

affect the quality of teaching and learning.  

 

ii. Overview of Learning Management Systems (LMS)  

As pointed out in the previous subsection, it is very critical for administrators of 

academic institutions to consider pedagogic factors relating to the use of technology in 

education. More emphasis should be put on ensuring that the quality of teaching and 

learning is not compromised by the introduction of a new learning management system 

(Mtebe, et al., 2011). Mtebe and colleagues went on to assert that LMSs should not 

only be used as repositories for assignments and class notes as was the case with the 

University of Dar es Salaam (UDSM) when it introduced Blackboard in 1998. LMSs 

should be used in a manner which accommodates and engages learners regardless of 

their learning type. One thing worth noting is that while e-learning platforms offer 

multiple benefits to institutions, the issue of user acceptance of such systems remains a 

mammoth task for universities and colleges (Servidio & Cronin, 2018). There is a need 



GEN 2021, South Africa: Conference Proceedings  

Page - 259 - 
 

to adequately cater for didactic activities that will make e-learning platforms appealing 

and useful to students. An e-learning platform which is used for handling assignments 

and lecture notes only is just not adequate in this era.  

 

iii. Moodle as an E-Learning Platform  

The advancement and evolution of education and the demand for acquiring more 

knowledge have grown with time. Nowadays, universities and colleges around the 

world are finding the need to take advantage of the existence of Internet technology to 

another level. Internet is no longer just used to access various websites and information 

but rather to host web-based educational platforms which can promote collaboration, 

communication, and digital enrichment of those using the services (Lopes, 2011). 

According to (Peñafiel, et al., 2016), the usage of educational technology like Moodle 

promotes higher-order thinking in students thereby improving communication and 

problem-solving skills. Lopes asserts that through platforms like Moodle, academic 

institutions can improve their focus on learners by increasing online interactivity and 

adequately rationalizing resources that could otherwise be costly. 

  

Over the past years, Moodle has been a viable option for institutions of education with 

a limited budget to spend on LMSs. This is due to the fact that it (Moodle) is an open-

source software package which has enjoyed support from donors and software 

developers making it competitive against licensed systems like Blackboard and 

WebCT. The Centre for Virtual Learning was without a doubt informed about this 

when deciding to embark on a pilot project by using Moodle to offer two distance 

programmes at UDSM as noted by (Mtebe, et al., 2011). In addition to Moodle being 

licensed free, it allowed the Center for Virtual Learning to cater for varying learning 

styles of students through its support for multimedia formats.  

 

Methods and Procedures 

This study took the qualitative approach which as previously discussed is best suited 

for situations that require detailed and in-depth understanding. Since the research was 

conducted within GTC, the qualitative approach came as the most suitable approach; 

for it gave the researchers the opportunity to get findings from the real-world setting of 

the users of Moodle, Aluwihare-Samaranayake (2012); the lecturers, and the students. 

The other reason for choosing this approach was to acquire more knowledge on the 

phenomenon under study that could only be obtained from focused interviews that are 

inherent or peculiar to this approach unlike numerical representations of statistical data 

which is common with quantitative research 

 

The site and participants were purposefully selected as they sought to understand the 

reasons for the phenomenon from the perspective of the participants. The study was 

conducted at Gaborone Technical College. The participants were academic members of 

staff and students from different departments in the same institution. There were 9 

participants which consisted of 6 lecturers and 3 students. 

 

Table 3: Characteristics of Participants (Lecturer) 

Participant Code User Category Gender Age range Department 

PAT-U1 User M 31-40 Key Skills 

PAT-U2 User M 31-40 Business 

PAT-U3 User F 41-50 ICT 

PAT-NU4 Non-user F 31-40 Entrepreneurship 
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PAT-NU5 Non-user M 31-40 Business 

PAT-NU6 Non-user F 41-50 Entrepreneurship 

 

Table 4: Characteristics of Participants (Students) 

Participant Code User Category Gender Programme 

PAT-SU7 Student M Diploma in Culinary Arts 

PAT-SU8 Student F Diploma in Travel Management 

PAT-SU9 Student M Diploma in Systems Administrator 

 

The participants were divided into three categories namely User, Non-user, and 

Student. Users were allocated codes PAT-U1 to PAT-U3 while non-users were 

allocated the codes PAT-NU-4 PAT-NU6. Lastly, student participants were allocated 

the codes PAT-SU6 to PAT-SU9. For example, PAT-U1 is a short form for participant 

user number 1 and PAT-NU4 stands for participant non-user number 4 while PAT-SU9 

stands for participant student-user number 9. Five of the participants were male while 

four were female. Worth noting is that for this study, gender was not an issue. The 

distribution was just coincidental as the research was using the available participants 

not based on their gender. On choosing the students participants, one student was 

conveniently selected from each of the programmes which have students who have 

used Moodle. Those departments are Hospitality and Tourism, ICT, and Business. A 

business student was not sampled because of two reasons, the first being that the 

students were not available as they have gone for industrial attachment, and the other 

being that the desired sample size of three students had already been reached. 

We used semi-structured interviews to glean the feelings and opinions of both 

students and staff members regarding the use of Moodle in GTC because it allowed us 

to gather as much information from the participants as possible without exerting much 

pressure but also keeping the interview focused. Another rationale for this type of 

interview was because of its versatility in allowing both broad and narrow questions. 

In analysing the data, the recorded interviews were transcribed into reports 

which were well categorized according to themes and sub-themes identifiable from the 

responses. Thereafter the researchers scrutinized further for any more patterns in the 

data and mapped them against the theoretical framework guiding the study. Using the 

same data, conclusions that are in line with the research questions were drawn. 

 

1) Description Causes for Low Usage of Moodle 

All lecturers who participated in this study were asked questions to unearth underlying 

reasons for the low usage of Moodle by staff. Through interrogating transcripts from 

their interview recording, the theme causes of low usage of Moodle by staff emerged 

together with its sub-themes which are listed in Table 4.3 below. The theme and its 

sub-themes are analysed in the subsequent subsections. 

 

Theme and Sub-themes Regarding the Causes of Low Usage of Moodle by 

Lecturers and Students 

a) Low usage of Moodle by staff 

These were negative attitudes towards Moodle, user-friendliness of Moodle, voluntary 

usage of the application by staff, and technical end-user support. Worth noting here is 

that these sub-themes are well outlined in the modified technology acceptance model 

(TAM 2) which guided this study. 

b) Negative Attitude towards Moodle 
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All lecturers who were interviewed indicated that usage of Moodle at Gaborone 

Technical College is very low. They all confirmed that they were capacitated on how to 

use Moodle despite the continued minimal usage. One participant had this to say when 

asked about the level of usage of Moodle in the College: 

 “The usage is very minimal” (PAT-U1). 

He continued: 

“I think maybe people are ignorant. Management always encourages us to use 

it but the situation not improving…” (PAT-U1). 

 

The other participant expressed his view regarding Moodle in the words: 

“I think the reason for not using it is being in the comfort zone of the system I 

have been using and not wanting to change or something” (PAT-NU5). 

 

He went on to say: 

 “..another thing is interest. I think I wasn‟t so much interested” (PAT-NU5). 

 

c) Ease of use of Moodle 

Out of the nine (9) interviewed participants, two (2) pointed out that for them Moodle is 

easy to use. Of these two, one added that he thinks he is competent on the use of 

Moodle while the other gave himself a competency rating of seven (7) out of ten (10). 

It should be noted that these two were amongst the three (3) interviewed users of 

Moodle.  

One user from the Business department said: 

 “I would say I‟m competent, it‟s not difficult to use” (PAT-U2). 

 

He continued:  

“The fact that it‟s easy to use has made me to consider it as a tool” (PAT-U2). 

 

The rest of the participants except one felt Moodle was difficult to use and even 

suggested more capacity-building workshops for staff. PAT-NU4 in particular felt that 

amongst staff only ICT lecturers and students were able to use Moodle with ease. She 

pointed out that some people from non-IT-based vocations were always bound to 

struggle with Moodle. Below are some of the statements from the participants: 

 “It was difficult to use” (PAT-NU5) 

“The first time it wasn‟t easy because we were not used to it but as soon as we 

got used to it, it became so easy (PAT-SU9). 

 

d) Technical Support for Moodle 

Majority of the lecturers who took part in the study expressed their concerns about 

technical support from the College‘s network administrators. The general view was that 

the technicians were relatively new in the College and were not familiar with the LMS. 

Below are some of the comments showing opinions of interviewed lecturers regarding 

technical support for Moodle at GTC: 

“Technicians are always slow to respond to our calls and that is one of the 

reasons why some of us are discouraged to use the application” (PAT-NU4) 

 “I think the problem with the user support is that they have not been trained on 

Moodle” (PAT-U1). 
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He added: 

“There used to be technicians who were trained and they could assist” (PAT-

U1). 

 

Students were not asked for their views on technical support because they usually 

report problems encountered to their respective course lecturers who then liaise with 

the network administrators if they (lecturers) cannot resolve the problem(s) themselves. 

 

e) Voluntary use of Moodle by Staff 

Since its inception in GTC, the use of Moodle by staff has not been compulsory. In 

other words, the decision to use Moodle lies with each lecturer‘s discretion. Some of 

the interviewees mentioned during their interviews that they think the number of 

lecturers using Moodle has remained low because of voluntary use. Quoted below is 

one of the participants‘ comments during his interview when asked to state his 

observations regarding the usage of Moodle: 

“Ey, hey people are not using it. If you could try to find the numbers or 

calculations you may find that it‟s even used by less than 5% of the staff” ( 

PAT-U1) 

 

The interviewee went on to explain his assertions: 

“I think maybe people are ignorant. Management always encourage us to use 

Moodle but the situation is not improving because usage is not enforced…” 

(PAT-U1) 

  

2) Description of Perceived Usefulness of Moodle by Staff and Students 

 

a) Perceived Usefulness of Moodle by staff and students 

All lecturers and students who were interviewed expressed similar views regarding the 

usefulness of Moodle. Despite the disparities in their levels of usage, all the participants 

indicated in one way or the other the importance of Moodle in the context of a learning 

institution. Those who use the application pointed out that it made their day-to-day jobs 

easier. Others lamented that Moodle was useful to them because they were able to 

control their students‘ submissions through it. 

 

One of the three participants was quick to point out that Moodle makes his work easier 

while the other two implied so indirectly by noting that for them, Moodle has solved 

the problem of printing. To sum up her reasons for using Moodle, PAT-U3 had the 

following to say: 

“There is no printing involved. I was able to solve the problem of printing 

resources. I was also able to control submission deadlines”. 

 

From the above statement, an inference can be made that without Moodle, PAT-U3‘s 

job would have been costly and time-consuming. These sentiments were shared by the 

third interviewee who had this to say: 

“…we limit the usage of paper through Moodle because we can give students 

feedback through it without using paper.” (PAT-U1). 

 

One interviewee who does not use Moodle in his classes had this to say when asked 

how relevant he thought Moodle was to his job: 
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 “At times, when you want to give students some exercises to work on, you would 

not just wait to meet them in class, but you can send them at any point in time and 

they can access those practice files at any time and in that way I think it would be 

relevant” (PAT-NU5). 

 

All lecturers who used Moodle indicated that they had full control of their students‘ 

submission of assignments and portfolios as they were able to set deadlines that 

students had to meet. PAT-U1 had the following to say: 

“I am able to control my students and they are able to submit within set or 

stipulated times”. 

 

On being asked further to describe his students‘ overall attitude towards using Moodle, 

PAT-U1‘s response was:  

“They do not like it, it controls them and how they submit assignments, no late 

submissions” (PAT-U1). 

 

One student interviewee studying Travel Management noted during her interview that 

Moodle was useful to her because it assisted with the timely submission of 

assignments. In her own words she said: 

“It helped me with meeting deadlines unlike submitting by hand” (PAT-SU8). 

 

This shows that Moodle is not making the job easier for lecturers only but even for 

students as well. Comments from interviewed lecturers who do not use Moodle showed 

that even though they were not using the application, they were certain that it was to a 

large extent useful to those who use it. They all mentioned that using Moodle can 

prevent late or delayed submissions by students. Below are some of their statements: 

“...Entrepreneurship has multiple chapters and Moodle can help with setting 

deadlines for each” (PAT-NU6).  

 

“It makes teaching and learning easier and encourages independent learning 

on the side of the students” (PAT-NU4). 

 

b) Cost-Effectiveness 

Printing of assignments, portfolios, and course notes was referenced as one costly 

aspect in the delivery of programmes at GTC. With that, most of the participants noted 

that through using Moodle, they were able to cut down the cost of printing since less 

paper was used which in turn saves printing toner and the lifespan of printers. Below 

are some of the statements from the interviewees: 

 “Moodle can help to save stationary on reducing printing” (PAT-U2) 

“…we limit the usage of paper through Moodle because we can give students 

feedback through it without using paper” (PAT-U1). 

 

When asked if this reduction of printing paper was cost-effective in any way, PAT-

U1‘s response was: 

 “Yes, definitely” (PAT-U1). 

 

Another participant said: 

“There is no printing involved” (PAT-U3). 
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Two students had this to say: 

“It did not cost us much unlike having to print first before submitting” (PAT-

SU8) 

“..stationery is money, the college uses more money on paper so it could cut 

costs on that by using Moodle” (PAT-SU9). 

 

Another dimension that relates well to cost-effectiveness in the usage of Moodle is that 

of time. It was apparent from the conversations that the researcher had with the 

participants that Moodle was effective in managing time. This may be the course plan 

itself as alluded to by one entrepreneurship lecturer or just some milestones during the 

delivery process. Most of the participants who use Moodle pointed out that they usually 

completed their teaching and assessing their module within the set notional hours. 

During his interview, one of the participants who teaches Financial Accounting and 

Auditing said: 

“I noticed that I am always busy from meetings and other engagements but 

through Moodle, I have been able to get my learners to work even when I am 

not available” (PAT-U2). 

 

This statement by PAT-U2 shows that if it was not for Moodle, the lecturer would have 

challenges with giving his students work to do which could ultimately deter course 

completion thereby bringing about some cost implications. By saving time, some 

resources are also spared which ensures minimal running costs for programmes.  

 

3) Description of How the Usage of Moodle can be improved 

 

a) How usage of Moodle can be improved 

 

Role of Management  

Comments from majority of the participants (users and non-users) suggested that the 

role of management was very pivotal in improving the adoption of the utilization of 

Moodle by staff. All the participants mentioned that the college management should 

motivate and encourage all teaching staff to use Moodle in their teaching as it was a 

useful technology. They were all asked to express how they would feel if everyone was 

forced to use Moodle and all of them responded positively. The general view was that if 

all lecturers were forced to use the LMS, they would in turn be propelled to actively 

learn how to use it and adopt it as an everyday tool in their classes. Stated below are 

some of the comments from the participants regarding their thoughts on forced usage of 

Moodle: 

 “I feel it would be a good idea. I think even students across all departments 

will manoeuvre it” (PAT-U3). 

“Like I said, most students do not like Moodle and they have attitude towards 

lecturers who use it. If everyone could use it, we would all be level and even 

getting help from each other would be easy” (PAT-U1). 

“For me, that would be a perfect move, sometimes people need a little push in 

the right direction. It would be a good idea. People will clearly realize that it is 

a good tool to use, just like other management and monitoring tools that are 

compulsory” (PAT-NU6) 

“I won‟t have any problem with that, it would actually force me and everyone to 

learn to use it and maybe even solve this perception that it‟s (Moodle) is a 

challenge because it would now be part of our work” (PAT-NU4) 
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She continued and said: 

“Lecturers would be forced to learn and become competent using Moodle” 

(PAT-NU4) 

 

Another participant who attributed his failure to use Moodle not only to it being 

difficult to use but to his disinterest in it as well was also in support of the suggestion to 

enforce the system‘s use by all staff. He noted that it would be a positive move and that 

he will acclimatize and move on with the technology. He was of the view that 

management should do more in encouraging people to embrace not only Moodle but 

other new technologies as well. In expressing his opinion he said: 

“It seems like we are afraid of technology; people should be encouraged not to 

be afraid and we could be in a position to use some of these new technologies. 

But now if we just introduce them and not follow up to establish whether people 

are using them then I don‟t think we will get to a point where we are using 

technology fully in our academic endeavors” (PAT-NU5). 

 

It is worth noting that in addition to supporting enforced usage of Moodle of staff, all 

the interviewed lecturers also felt strongly about the need for regular and constant 

motivation and encouragement of staff to use Moodle. Some even suggested doing 

followup per department. Amongst all comments made to that effect were the 

following: 

“…if people were to be encouraged and forced to use Moodle then further 

capacity building is necessary” (PAT-NU6).  

“A refresher course is necessary and maybe a strong word from management” 

(PAT-U2) 

 

Another one said: 

“They should preach and encourage all to use it and organize workshops to 

capacitate staff” (PAT-NU4) 

 

One lecturer emphasized that management can influence the development of policies 

that would encourage the usage of technologies such as Moodle. He further explained 

that through such policies, the assessment would also be restructured to incorporate the 

option to use Moodle as it is currently not possible with some courses. 

 

b)  Accessibility of Moodle 

Most of the interviewed participants who use Moodle indicated that it is only accessible 

within the college. A few others did not know as they had never checked whether it is 

accessible outside or not. They stated that they had only accessed it when in college, 

using college computers. This means that students who stay off-campus could not 

submit assignments from home or even access course content. They need to be 

connected to the intranet, in the college to access the system. When expressing his 

views about Moodle as an e-learning platform, one lecture had this to say: 

“There is one negative factor which is that it is only accessible within the 

college. It could have been better if learners could also access it from outside” (PAT-

U2). 

 

The same sentiments were echoed by another lecturer in these words: 

“It would make it easier for everyone to access it, even from home when away 

from the office” (PAT-U1). 
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The third lecturer had this to say: 

 “…access is limited to the college only. That is one disadvantage of it” (PAT-

U3). 

 

On being asked how she manages to continue using Moodle despite the limitation 

discussed above, she responded in these words: 

“I manage well by doing everything from home when necessary and just upload 

when I get to work” (PAT-U3). 

 

Students who were interviewed shared the same views as the lecturers when asked to 

hear their thoughts on publishing the college‘s Moodle site on the internet. One student 

studying Tourism Management said: 

“It would be good because we would not be forced to come to school just to 

submit. We would be able to do our school work and submit from wherever we 

are” (PAT-SU8). 

 

On an average note, all participants lamented that it would be highly beneficial if 

Moodle could be accessed using cell phones and other hand held devices instead of 

laptops and personal computers only. One of the participants indicated that almost all 

students had smartphones which are internet-ready, unlike laptops which only a few 

had. 

 

Others, especially the students were of the view that the Wi-Fi or radius of coverage of 

the wireless network was very limited as it was restricted to the hostels and just a few 

other places in the college. The complaint here was that there was a general shortage of 

functional computers in the computer laboratories and that there was no wireless 

network access in such laboratories for students to use their laptops. This, therefore, 

prevented them from accessing Moodle efficiently as at when they needed to. One of 

the lecturers was asked how he usually accessed Moodle and to further indicate 

whether he uses college computers or his laptop. He responded by saying: 

“We use office desktops in staffrooms and computer laboratories; I have not 

seen it being accessed on private laptops” (PAT-U2) 

 

Another participant noted that Moodle was accessible through Internet explorer only 

which according to her is quite outdated, unlike Chrome which most of them (lecturers) 

use. She was of the view that enabling access to Moodle on multiple platforms would 

improve the use of Moodle. The participant said: 

“It would improve the service, especially for students because they would be 

able to work from wherever they are without having to go to the labs” (PAT-

U3) 

 

Another issue that emerged during an interview with one of the participants was that of 

limited access of Moodle due to the operational time frames of the computer labs. His 

concern was that access to computers was generally limited for those students whose 

lessons were not time tabled to computer laboratories. In further explaining himself, the 

participant said: 

“We need labs which students can access 24/7 or at least after hours” (PAT-

U2) 
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He went on to say: 

“The Wi-Fi should also permit students to use their phones and other gadgets. 

The wireless is there but it‟s very restrictive and limited. Most students have 

phones already” (PAT-U2). 

 

None of the interviewees complained about the reliability of Moodle at GTC. They all 

reported no cases of permanent data loss or distortion of any sort. One lecturer 

indicated that there was a time when some of his colleagues lost some files following 

hardware failure which affected the entire college. He went on to clarify that the files 

were recovered and restored successfully thereafter. 

 

c) Capacity Building 

The importance of regular training on how to use Moodle was pointed out by most of 

the participants during their interviews. While they acknowledged that they were all 

trained at some point roughly four (4) years ago; they were quick to suggest that more 

training is necessary. Two (2) of the lecturers felt that the training was too short and 

lamented that it could be the reason why some staff members never even started using 

the application. Below are some of the statements they said: 

“…I think there wasn‟t enough training. I had challenges uploading quizzes and 

activities/notes onto Moodle for students to carry out” (PAT-NU4).  

 

This statement above was made by a lecturer who pointed out that after the training 

which was conducted in 2015, she tried to use Moodle once but found it too 

challenging. The lecturer attributed her discontinuation of using Moodle after the first 

attempt to insufficient training which took at most ―half a day‖ as she put it. She voiced 

her dissatisfaction about the training in these words: 

“It was not sufficient, it could have been better if we were trained for two (2) to 

three (3) weeks. The time was just limited.” (PAT-NU4). 

 

On the same note, others said comments like: 

“…I think I wasn‟t so much interested. It could have been the time also, maybe 

it was not sufficient or adequate” (PAT-NU5). 

“We were trained to use Moodle a while ago over a short period of time. A 

refresher course is necessary and also maybe it can get others to use 

Moodle…” (PAT-U2). 

 

Discussion 

The findings from the participants revealed that the use of Moodle at GTC is very low. 

What was very apparent during the interviews was that all the interviewed lecturers 

indicated that they know very few colleagues who are using the application amongst 

the 45 academic staff. When asked to state the causes of low usage of Moodle by staff, 

almost all the participants noted that it is because people generally have a negative 

attitude towards technology. They noted that with consideration of the fact that no one 

is forced to use Moodle, there are slim chances of achieving any improvement in the 

rate of usage. Deeper conversations with the participants exposed perceptions that some 

have that information technology can only be of benefit to those in the field of IT. 

Some participants mentioned that people are just afraid of using technology which is 

why they have not bothered using Moodle despite having been trained. Talking of 

training brings us to another issue that arose during the interviews where participants 

made remarks to the effect that Moodle was difficult to use. Some even clarified that 
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they are currently not using the application because it seemed difficult to use during the 

time of training. On the other hand, however, students who were interviewed indicated 

that using Moodle becomes easier with time as one uses it over and over again. They 

were not trained by experts but by their respective lecturers but nonetheless managed to 

grasp what was necessary to continue using it for their benefit. A conclusion that one 

can make from this is that the students whose lecturers use Moodle do not have much 

of a choice but to learn using it to access course content. This suggests in a way that for 

such students, usage is enforced unlike in the case of lecturers who have the liberty to 

choose whether to use the application or not. Another factor that came to light as a 

possible cause of low usage of Moodle by staff was the unsatisfactory level of user 

support for those who make efforts to use Moodle. Currently, at GTC, there are no 

trained technicians or system administrators of Moodle. Those who were there initially 

have been transferred and have not been replaced ever. One of the participants 

mentioned that she discontinued using Moodle because of this, bringing down further 

the number of staff who are using the learning management system. With the above 

said, it is apparent that the college management has a mammoth task of changing their 

approach to promoting the use of Moodle. There are primarily three uses of Moodle at 

GTC and these are the repository for course content, unidirectional feedback, and 

conducting assessments. None of the participants uses Moodle as a tool for receiving 

any feedback from students.  

While it is undeniable that the usage of Moodle is low, it can be concluded from 

the data analysis that Moodle is useful and quite important to everyone including those 

who do not share the same ideas. On improving the usage and the quality of the service, 

the general suggestion was that management should develop guidelines that would 

somehow enforce or promote the usage of Moodle and also consider hosting the 

application on the internet so that it becomes accessible not only within the college but 

everywhere. The interviewees also suggested that the modes of access for Moodle 

should be varied, that is to say, it should be accessible on multiple platforms including 

cell phones. That according to the participants can improve accessibility and maybe the 

general usage. 

 

Conclusion 

The study was underpinned by the Modified Theory Acceptance Model. As suggested 

and depicted by the model, data gathered from the participants indicated that there were 

several factors influencing the decision of an individual to use Moodle. For those that 

use Moodle, the findings indicated that such users found Moodle relatively easy to 

work with and considered it relevant and useful for their work. Other users who did not 

use Moodle noted inadequate skills as one of their reasons for not using the application 

suggesting that for them, Moodle was not easy to use. The findings further suggest that 

for all users, there was a behavioural intention to use Moodle even though the actual 

usage was minimal. Amongst the causes of the low usage was also the issue of 

insufficient technical support and voluntary use of Moodle by staff. For students, usage 

was not entirely voluntary as it was directly influenced by its (Moodle)‘s use by the 

students‘ respective lecturers. 

The features of Moodle which are mostly used at GTC were found out to be 

only three among a much wider array of possible uses. Lecturers mostly use Moodle to 

share course notes and associated resources with their students and well as to receive 

assignment submissions. Other lecturers also use it to give their students feedback. 

Other uses of Moodle although not being used in GTC are course dashboard, discussion 

forum, attendance register, wiki, glossary, and workshop. To improve the use of 
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Moodle, the college management should intensify initiatives that are geared towards 

supporting and improving the usage and utilization level of Moodle. These include 

developing guidelines and policies that will ensure consistency and even influence staff 

to use Moodle. Furthermore, management should familiarize themselves adequately 

with the applications and organize regular training of staff by experts in the use of 

learning management systems. 
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Abstract 

This ex-post facto research study sought to determine the influence of family size on 

psychosocial behaviours of school children in Enugu State Nigeria. Two research 

questions and two null hypotheses guided the study.  Sample size of 640 primary school 

children (320 males and 320 females) were randomly selected. A Family and Children‟ 

Psychosocial Behaviour Questionnaire (FAPBQ) was used as an instrument for data 

collection. The data collected was analysed using means, and standard deviation and 

analysis of variance (ANOVA) were used to test the postulated null hypotheses.  The 

major findings revealed that family size (small, moderate and large) influence 

psychological and social behaviours of school children. It was also found that size of 

family (small, moderate and large) does not have significant influence on male and 

female school children‟s mean score ratings on psychological and sociological 

behaviours. Therefore, counsellors should advance in the measures for apprehending 

or curbing some negative psychological and sociological behaviours that children are 

likely to exhibit in the society. 

 

Keywords: Family size; Family; Psychosocial behaviours; School children 

 

Introduction                                                       
Family is a social unit of members that share common values; interests, interaction and 

seeks the development of the members‘ psychological and social behaviours. Umobi 

and Umobi (2009) define family as a group of persons connected by blood, by affinity, 

or by law, especially within two or three operations or a group consisting of parents and 

their children; a group of persons who live together and have a shared commitment to a 

domestic relationship.. Family plays the roles of satisfying children‘s economic, social, 
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sexual and educational needs. A family is expected to provide both psychological and 

social fund to its members. This view is upheld by Sanni, Udoh, Okediji, Modo and 

Ezeh, (2010) who assert that families are the strongest socializing forces of life. They 

further indicate that families teach children to eschew unacceptable behaviour, to delay 

gratification and to respect the right of others. Families have different forms and as 

such its structure differ significantly in terms of roles, systems, sizes and leaderships. 

So differing family types may directly impact on the stability of the family, home and 

the functioning of children and adolescents. 

 The inadequate functioning of the structure or system in families could cause 

emotional detachment and depression among children. It therefore implies that this 

family type should hold strongly on range of human emotions and strive to resolve 

predictable conflict in the family irrespective of the family size. Family size refers to 

the number of persons in a family. In this regard, family size is defined as members that 

exist in a family structure which is either small, moderate or large in number. In 

essence, every family in one way or the other falls into one of these sizes. Emphasising 

further, Lassonde (1997) shows that family size can affect child‘s long-term nutritional 

status, though the effect is moderated by family structure and culture. In consonance 

with this, Umezulike (2010) reveals that the medium size family has the highest level 

of stability followed by the small size and provision of food, shelter, clothing, training 

and care for the few family members. From the foregoing, family size, that is number 

of member in the family, has a way of influencing stability of the family and 

psychosocial behaviours of children. Reiterating the difficulty surrounding large size 

families, Umezulike (2010) posits that in large size families, the tendency is that the 

parents get overstretched in their effort to provide the basic necessities of life.  

Commenting on the relevance of family size on child development and its 

possible effects, Ugwu (2015) states that children of large families have a greater 

opportunity to learn cooperation at an early age than children of smaller families as 

they must learn to get along with siblings. Children of large families cope with the 

emotional crises of sibling rivalry, from which they may learn important lessons that 

would aid them later in life.  

On the other hand, Ede, Eze, Ononaiwu, & Ugwu (2019) also maintains that 

children of large families suffer feelings of inferiority. It suggests that children in small 

families receive a greater amount of individual attention and tend to be comfortable 

around adults at an early age. They may also be overprotected, however, which can 

result in dependence, lack of initiative and fear of risk, and the increased parental 

attention may also take the form of excessive scrutiny and pressure to live up to other 

people‘s expectations. Evidence shows that pupils of small families are likely to receive 

more parental attention and motivation; and have more access to resources than those 

from large families (Omeh, 2010). The additional attention and motivation according to 

Omeh leads to better school performance. Other researchers have equally shown that 

families with large number of children could find it difficult to care for the children‘s 

well-being (Ogagbolo, 2005). In addition, family size could also influence the 

psychosocial competence of children.  

Furthermore, explaining the relationship between family type and psychosocial 

behaviours of children, Henry, Saga and Plunkett (1996) report that children with 

parents who engage in positive reasoning in order to solve problems and who describe 

their families as very cohesive are more likely to report higher levels of perspective 

taking when trying to understand another individual‘s feeling or emotional states.  In 

consonance with this, Paley, Gonger and Harold (2000) observe that children establish 

their initial social relationships with their parental figures and the nature of those 
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parents - child relationships, and the context in which they are sustained determine the 

social skills and social relations the children would develop with others later in life. 

Therefore, the biological, intellectual, physical and social development which a child 

passes through makes some of them develop lower self-esteem and more negative 

assessment of their developmental changes. 

Some researchers hold the view that family size teaches children negative 

means of achieving needs and as such they display aversive and punitive reactions to 

conflict situations which are characteristics of authoritarian parenting (Pattersin, Rerd 

& Dishien, 1992; Lambert & Cashwell, 2003; Christte, Nelson & Johvette, 2005; 

Demary & Malecki, 2005).  In essence, it is implied that psychological behaviour of 

children towards social forces are linked to type of family to which such children 

belong. 

 Ofordile (2002) views behaviour as the activity of organisms. Specifically, 

Ofordile observes that behaviour includes a broad range of activities: highly visible 

motor responses such as walking, speech and the manipulation of objects; internal 

activity such as thinking and emotion; as well as the subtle and involuntary activity of 

smooth muscles and glands. It means that behaviour encompasses all the activities of 

human and animal sense organs. In essence, behaviour is the observable response 

which is either voluntary or involuntary to internal and external environment. External 

behaviour problems are characterised by a lack of one‘s emotional difficulties in 

interpersonal relations and rule breaking, as well as irritability. Internalied behavioural 

problem, on the other hand, is characterised by excessive emotional control, social 

isolation, demand for attention and feelings of uselessness, inferiority or dependence.  

Behaviour is the function of biochemical and neurophysiologic mechanisms.  Evidence 

abounds that heredity and environment exert strong influence on behavioural 

phenomena (Ofordile, 2002). Some negative behaviours, like aggression, are 

hereditary, and may influence an individual‘s psychosocial behaviour. Ofordile (2002) 

noted that aggressive behaviour includes verbal aggression, bullying, physical fighting, 

robbery, rape and homicide. In relation to this, Ofordile (2002) opines that a person 

who behaves in an aggressive fashion is considered to have the trait of aggressiveness. 

In essence, negative behaviours are inferred from heredity. However, some undesirable 

behaviour can be a function of psychosocial construct.  

Psychosocial construct is defined as the mind‘s ability to, consciously or 

unconsciously adjust and relate the body to its social environment (Online Gale 

Encyclopedia of Medicine, 2008). Psychosocial development according to Erikson (as 

cited in Ngwoke & Eze, 2004) refers to changes in one‘s interactions with others and 

one‘s understanding of others, and of one‘s knowledge and understanding of oneself 

and others as members of society. According to O‘Connor and Scott (2006), the basic 

premise is that the effect of parenting is embedded in the myriad social factors affecting 

child development. In this study, psychosocial development is referred to as a process 

of acquiring knowledge which has internal and external origin.  

 Psychological development emphasises contributions of society and culture to 

the development of human species. Erikson (1963) postulates that human personality 

develops through a series of a predetermined steps which under conditions of normal 

development, move the individual from a state of complete dependency to a state of 

independent operation and regulation in society. According to Ngwoke and Eze (2004), 

the individual necessarily undertakes a task or crisis as a process of psychosocial 

development.   

 Emphasising on psychosocial crisis, Ngwoke and Eze (2004) observe that in 

reality, none of the crisis stages is completely resolved, but sufficient resolution of a 
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crisis at a stage to some extent equips the individual to be able to deal with the 

challenges presented by the next stage of development. This depicts that each 

developmental stage has its own peculiar developmental task or crisis. The 

developmental stages span through infancy-basic trust versus basic mistrust (Birth  to  

one and half years), Early childhood – Autonomy versus doubt (one and half years to 

30 years) Middle childhood-initiative versus quilt (3 to 6 years), late childhood – 

industry versus inferiority (6-12 years) and Adolescence – Ego identify versus role 

diffusion. It is therefore the duties of the family guide school children to discover 

possible ways of dealing with social and psychological difficulties that may arise in 

each stage. If not done at home through parents, the children may be more rigid, 

egocentric and lack creativity. Sometime they may lack empathy for one another, 

express frustration and distrust physically. For some of the children that may be 

quarrelsome and violent could be controlled in the family. However, the present 

researchers are not certain about the influential roles of family size on the psychosocial 

behaviours of the school children. In view of that, this study was conducted. 

 

Statement of the Problem 

From literature, a good number of school children have been reported to be socially 

maladjusted, feel isolated, dejected and rejected, grow quarrelsome, and lack sense of 

cooperation. Consequently, such pupils have poor relationship with peers and other 

members of society. They find it difficult to participate in social activity and tend to be 

more rigid, egocentric and lack creativity. Sometime they are impulsive, lack empathy, 

and express frustration physically. They exhibit tantrums and are often emotionally 

insecure in their relationships with others. These poor psychosocial characteristics 

bring about incessant fighting, quarrelling, biting, and infliction of injury on one 

another. These behaviours have been attributed to the way they are brought up in the 

family (Ede, Eze, Ononaiwu, & Ugwu 2019). The family as a socialising agent has 

roles to play towards enhancing the social competence of children. These psychosocial 

behaviours are however, moderated by the family sizes (Ede, Eze, Ononaiwu, & Ugwu, 

2019; Ugwu, 2015). It becomes necessary therefore to investigate if the family size, 

parental occupation and education could influence psychosocial behaviour. Given the 

above concerns, this study investigated the influence of the family size on psychosocial 

behaviours of school children in Nsukka education authority of Enugu state Nigeria 

 

Research Questions  

This study was guided by these research questions: 

1. What is the influence of family size (small, moderate and large) on 

psychological behaviours of school children? 

2. What is the influence of family size (small, moderate and large) on social 

behaviours of school children? 

 

Hypotheses 

The following null hypotheses formulated to guide this study would be tested at 0.05 

probability level:  

Ho1 Size of family (small, moderate and large family) does not have significant 

influence on male and female school children‘s mean score ratings on 

psychological behaviour.  

Ho2  Size of family (small, moderate and large families) does not have significant 

influence on male and female school children‘s mean score rating on 

sociological behaviour.   
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Method   

 

Study Design 

The study adopted ex-post facto research design. According to Nworgu (2006), ex-post 

facto design involves a study where a phenomenon has taken place and cannot be 

manipulated by the researcher. The choice of this particular design was based on the 

fact that influence of family variables like family type (monogamous and polygamous), 

and family size (small, moderate and large) on children have already been in existence. 

Also the family type (monogamous and polygamous) and size of the children which are 

the independent variables cannot be manipulated.  

 

Participants   

 This study utilized a sample size of 640 senior secondary school children comprising 

320 males and 320 females from primary schools in Nsukka education authority in 

Enugu state Nigeria. The choice of 640 SS II sample size was based on 5% selection 

(Ali 2006). According to Ali (2006), when a population is in many thousands, 5% of 

the population can be used for the study but when it is few thousands, 10% sample of 

the population can be used. We arrived at the number by adopting a multi-stage 

sampling technique. In this technique, three stages were used in selecting the 640 

participants. Firstly, a purposive sampling technique was used in selecting 14 public co- 

educational schools that are located in semi-urban and urban areas of the zone. 

Secondly, we also used proportionate sampling technique in selecting seven most 

populated schools. Thirdly, a cut-out paper method otherwise known as simple random 

sampling by balloting without replacement was adopted in selecting 640 school 

children.  

 

Measure 

The instrument for data collection was a questionnaire designed by the researchers; 

―Family and Children‘ Psychosocial Behaviour Questionnaire (FAPBQ)‖ was used as 

dependent measure. The instrument has sections A and B. Section A focused on the 

demographic variables of the respondents such as gender, family size, family type and 

location. Section B contained 24 items based on the psychosocial behaviours. The items 

were put into two clusters. Cluster one elicited information on psychological 

behaviours while cluster two elicited information on children‘s sociological behaviours. 

These items were placed on four point rating scale of Strong Agree (SA), Agree (A), 

Disagree (D) and Strongly Agree (SD) which are weighted 4, 3, 2 and 1, respectively. 

The internal consistency of the instrument gave Alpha co-efficient values of 0.81 and 

0.63 for cluster one and two respectively. The moderate overall co-efficient value of 

0.75 indicated that the instrument was reliable to be used for the study. 

 

Procedure   

We visited nearly all the primary schools in urban and semi-urban areas in Nsukka 

education authority of Enugu State Nigeria to obtain approval and permission to 

conduct this study using their school children. Out of the schools we visited, 12 

headteachers granted us their permission. A written informed consent letter was 

distributed to parents of the children to complete. In the letter, the purpose of the 

research was explained, possible benefits and adverse effects were identified. Also, our 

institutional research and ethic board in University of Nigeria through Educational 

Foundations Department granted us permission to conduct this study. One week after 

we had obtained the permission from the parents and school management, the school 
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children were assembled at school theatre where they were seated. A total of 640 copies 

of the questionnaire, pens, and pencils were administered to the respondents. We 

assigned two research assistants who were also primary school teachers to every group, 

which was made up of 50 primary school children. The roles of the research assistants 

were to monitor, direct, answer possible questions by the participants, and retrieve the 

completed measure. The use of Research Assistants was to ensure facilitation in the 

distribution of the questionnaire copies. The completion of questionnaire lasted from 20 

to 35 minutes. The research assistants were briefed on how to distribute and collect the 

questionnaire copies from the respondents. They were also instructed to administer the 

instrument meticulously to ensure high return.     

 

Method of Data Analysis  

The research questions (one and two) were answered using Mean and Standard 

Deviation. The use of Mean analysis was to determine the central tendencies of the 

items while the Standard Deviation analysis enabled the researchers to ascertain the 

variability or dispersion of the participants‘ responses to the items. A criterion mean 

score of 2.50 was used as benchmark for acceptance. This means that any item in the 

research instrument with mean score of 2.50 and above was taken as agree while mean 

score below the criterion mean score of 2.50 was taken as disagree. The null hypotheses 

were analysed using Analysis of Variance (ANOVA) Statistics. These were tested at 

0.05 probability level.   

 

Results  

Table 1: Mean and Standard Deviation analysis of the influence of family size (small, 

moderate and large) on psychological behaviours of school children.    

              
S/N Psychological 

behaviours of children  

Small family size 

n = 431 

Moderate family size 

n = 149 

Large family size 

n=60 

  X  
SD RMK X  

SD RMK X  
SD RMK 

1. Exhibiting of aggressive 

behaviour in 

relationships with adult 

member   

3.48 0.66 A 3.38 0.65 A 3.53 0.62 A 

2. Having poor self-concept 

of themselves   

3.58 0.72 A 3.56 0.73 A 3. 70 0.59 A 

3. Involving in drinking of 

alcohol  

3.23 0.69 A 3.19 0.73 A 3.30 1.65 A 

4 Lacking of emotional 

stability when faced with 

problem   

3.19 0.61 A 3.16 0.66 A 3.25 0.63 A 

5 Watching pornographic 

films to feel happy  

3.53 0.71 A 3.48 0.78 A 3.68 0.62 A 

6  Having feeling of 

distrust over school 

administration  

3.32 0.66 A 3.21 0.68 A 3.22 0.58 A 

7 Experiencing feeling of 

depression due to lack of 

parental care  

3.34 0.75 A  3.32 0.81 A  3.43 0.70 A 

8 Exhibiting liking for 

engagement in sexual 

relationship  

3.44 0.65 A 3.42 0.58 A  3.55 0.53 A 

9 Feeling of satisfaction 

with interaction with 

friend at school  

3.36 0.78 A 3.43 0.78 A  3.55 0.67 A 
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10 Feeling of satisfaction 

with destruction of 

school properties  

3.26 0.72 A 3.21 0.73 A 3.33 0.68 A 

11 Feeling of happiness and 

to parental attachment  

3.30 0.66 A 3.12 0.69 A 3.07 0.58 A 

12.  Feeling unhappy stealing 

classmates property  

3.49 0.73 A 3.44 0.81 A 3.65 0.63 A 

 Overall  3.38 0.35 A 3.33 0.39 A 3.44 0.31 A 

 

A = Agree; X  = Mean; SD = Standard Deviation; Criterion Mean ( X ) = 2.50  

Table 1 shows the mean and standard deviation of the influence of family size (small, 

moderate and large) on psychological behaviours of school children. The analysis 

reveals that the mean score of small, moderate and large to items 1 to 12 are higher than 

2.50 benchmark mean. This indicates that the school children agree that the items 

influence their psychological behaviours.  The high overall mean score of 3.44 for large 

family size as against mean score value of 3.38 and 3.33 for small family size and 

moderate family size respectively indicate that large family size has higher 

psychological influence than small and moderate family size. The overall standard 

deviations of 0.35, 0.39 and 0.31 for small, moderate and large family sizes show 

closeness of the responses.  

 

Table 2: Mean and standard deviation analysis of the influence of family size (small, 

moderate and large) on social behaviours of school children.  
 Children’s social  

behaviours of 

Small family size 

n = 431 

Moderate family size 

n = 149 

Large family size 

n=60 

S/N  X  
SD RMK X  

SD RM

K 
X  

SD RMK 

1. Having conflicts at home 

due to rigid parental care  

3.33 0.63 A 3.22 0.66 A 3.22 0.58 A 

2. Taking delight in 

examination malpractice  

1.43 0.50 D 1.44 0.50 D 1.48 0.50 D 

3. Breaking of school rules 

and regulation 

3.43 0.59 A 3.40 0.56 A 3.50 0.54 A 

4 Bulling of younger 

students at school  

2.59 1.28 A 2.61 1.30 A 2.68 1.31 A 

5 Involvement in 

homosexual abuse   

3.10 0.71 A 3.02 0.73 A 3.15 0.68 A 

6  Involvement in deep 

caring of aged parent 

care   

3.42 0.69 A 3.30 0.72 A 3.35 0.66 A 

7 Developing deep interest 

in gambling   

3.23 0.80 A  3.25 0.89 A  3.42 0.81 A 

8 Involving in cult activity    3.25 0.67 A 3.24 0.65 A  3.37 0.58 A 

9 Developing deep interest 

in internet activities  

3.19 0.68 A 3.06 0.72 A  3.08 0.70 A 

10 Carrying of dangerous 

weapon is part in social 

gathering   

3.40 0.81 A 3.32 0.84 A 3.38 0.69 A 

11 Taking delight in 

breaking of family rules  

3.08 0.70 A 2.97 0.71 A 3.10 0.68 A 

12.  Having delight in 

smoking among peers  

3.15 0.61 A 3.08 0.71 A 3.07 0.75 A 

 Overall  3.05 0.31 A 2.99 0.34 A 3.07 0.31 A 

A = Agree; D = Disagree; Criterion Mean ( X ) = 2.50; RMK = Remark 
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Data analysis in Table 2 shows the mean and standard deviation of the influence of 

family size (small, moderate and large) on social behaviours of school children. The 

result of data analysis indicates that items 1, 3, 4, 5 to 12 have mean scores range 

between 2.59 – 3.50. The mean scores are above the criterion mean of 2.50. In addition, 

mean score of item 2 is below the benchmark mean. However, the overall mean scores 

of small, moderate and large family size are higher than 2.50 benchmark implying that 

family sizes (small, moderate and family) influence social behaviours of school 

children. Also, the overall standard deviations of 0.31, 0.34 and 0.31 indicating that 

there is less disparity in the influence of small, moderate and large family size on social 

behaviours of school children.    

 

Table 3: Analysis of variance of the influence of size of family on male and female 

school children‘ mean score ratings on psychological behaviours.  

 

Source  Type III 

sum of 

squares  

Df Mean 

square  

f  Sig.  

Corrected 

model  

.597 2 .298 2.346 .097 

Intercept  4001.545 1 4001.545 3.1468.755 .000 

Family size  .597 2  .298 2.346 .097 

Error  81.000 637 .127   

Total  7351.361 640     

Corrected total   81.597 639    

 

 Analysis of data in Table 3 shows that the probability associated with the calculated 

value of F (2.35) for the influence of size of family (small, moderate and large) on male 

and female school children‘ mean score ratings on psychological behaviours is 0.10. 

Since the probability value of 0.10 is higher than the set 0.05 probability level, 

consequently, the null hypothesis was accepted. Thus, size of family (small, moderate 

and large) does not have significant influence on male and female school children‘ 

mean score ratings on psychological behaviours.  

 

Table 4: Analysis of variance of the influence of size of family (small, moderate 

and large) on male and female school children’ mean score ratings on 

sociological behaviours.  

 

Source  Type III 

sum of 

squares  

df Mean square  f  Sig.  

Corrected 

model  

.423 2 .212 2.060 .128 

Intercept  3229.521 1 3229.521 31420.369 .000 

Family size  .423 2 .212 2.060 .128 

Error  65.474 637 .103    

Total  5975.354 640    

Corrected 

total  

65.897 639    
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 Data analysis in Table 4 shows that the probability associated with the calculated value 

of f (2.06) for the influence of size of family (small, moderate and large) on male and 

female school children‘ mean score ratings on sociological behaviours is 0.13. Since 

the set probability level of 0.05 is less than the probability value of 0.13, the null 

hypothesis was accepted. Hence, size of family (small, moderate and large) does not 

have significant influence on male and female school children‘ mean score ratings on 

sociological behaviour.  

 

Discussion  

Regarding research question one, Table 1 shows the mean and standard deviation of the 

influence of family size (small, moderate and large) on psychological behaviours of 

school children. The analysis indicated that family size (small, moderates and large) 

influence psychological behaviours of school children. The psychological behaviours 

are aggressive behaviour, poor self-esteem, drinking of alcohol, emotional instability, 

watching pornographic films, feeling of distrust, depression, sexuality, satisfaction with 

interaction with trained, satisfaction with destruction of school properties, happiness 

due to parental attachment and feeling unhappy and stealing classmates  property. This 

finding does not agree with Tenibiaje (2009) who noted that family size and birth order 

have no influence on academic performance of pre-degree students. No wonder past 

studies continued to lament that sanity of marriage and family is seriously depleting 

and deteriorating in its standard and originality (e,g, Ede, Eze, Ononaiwu, & Ugwu 

2019).   

It was also found that size of family (small, moderate and large) does not have 

significant influence on male and female school children‘s mean score ratings on 

psychological behaviour. This is contrary to Toyin and Aderemi (2013) which indicated 

that parenting style and emotional intelligence are powerful to the prediction of violent 

behaviour among students.  

In respect to the data analysis in Table 2, it was revealed that small, moderate 

and large family sizes influence social behaviours of school children. From the 

analysis, the findings also showed that the responses from school children from small, 

moderate and large family size do not vary much. However, the influence of family size 

(small, moderate and large) on school children social behaviours include conflict at 

home, breaking of school rules and regulation, bullying of younger students, 

homosexual abuse and deep caring of aged parents. Others include deep interest in 

gambling, cultism and internet activities, carrying of dangerous weapon, breaking of 

family rules and smoking among peers. This finding is congruent with Umezuike  

(2010) who indicated that school adjustment of primary school  student depends on 

whether they are from separated family or not. It is worrisome that family sizes 

inculcate negative social behaviours in children which is against Bible 

recommendations and morale standards of any society. This result is not surprising 

because many parents support their children whenever they engage in ill activities in 

the society.  

Regarding hypothesis one that states that size of family (small, moderate and 

large family) does not have significant influence on male and female school children‘s 

mean score ratings on psychological behaviour It was also found that size of family 

(small, moderate and large) does not have significant influence on male and female in-

school adolescents‘ mean score ratings on psychological behaviour. This is contrary to 

Toyin and Aderemi (2013) which indicated that parenting style and emotional 

intelligence are powerful to the prediction of  violent behaviour among students.  
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Null hypothesis two indicated that size of family (small, moderate and large) does not 

have significant influence on male and female school children‘ mean score ratings on 

sociological behaviour. This is in line with the work of Tenibiaje (2009) that family 

size and birth order have no influence on academic performance of pre-degree students. 

 

Conclusion  
This study concludes that family size (small, moderate and large) influence 

psychological behaviours of school children. It was also found that size of family 

(small, moderate and large) does not have significant influence on male and female 

school children‘s mean score ratings on psychological behaviours. The study further 

concludes that family size (small, moderate and large) influence social behaviours of 

school children. Finally, it was concluded that size of family (small, moderate and 

large) does not have significant influence on male and female school children‘ mean 

score ratings on sociological behaviours.  

 

Implications of the Study  

There are educational implications derived from the findings of this study. The result 

indicated that family size (small, moderate and large) influence psychological 

behaviours of school children. The implication here is that children have tendencies of 

being violent and destructive since family that is large in number is characterized by 

aggressiveness. On the other hand, it was found that size of family (small, moderate 

and large) does not have significant influence on urban and rural school children‘s 

mean score ratings on psychological behaviours.  

Finally, it was found that family size (small, moderate and large) influence 

social behaviours of school children. It implies that if the children received or emulated 

undesirable behaviour from their respective homes, they will be unsocial in the society. 

Meanwhile, society at large will suffer the consequence. The reason is that when the 

children are exposed to wrong type of social behaviour while at home it will surely 

affect their outdoor exposure. 

 

Recommendations 

Government should also discourage divorce because it gives opportunity for 

polygamous and single parent families. Parents should serve as good example by 

engaging in prosocial activities and overhaul family‘s moral standard to ensure 

development of appropriate social behaviour among school children. Counsellors 

should advance in their measures for apprehending or curbing some negative 

psychological and sociological behaviours that children are likely to exhibit in the 

society.   
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Abstract 

Identifying other forms of teaching activity among lecturers in the Covid-19 era led to 

the present study whose main objective is to investigate how lecturers in Lead City 

University, Ibadan, Oyo State, Nigeria manage teaching activities during the Covid-19 

era. A total of 245 lecturers in Lead City University participated. The researcher 

designed 16 items on the lecturers' questionnaire which was both contents validated 

and face-to-face validated by an expert. The researcher used a descriptive type of 

analysis in form of frequency and percentages. The findings revealed that Lead City 

University Ibadan has been able to identify another method of teaching activity aside 

from the traditional method.  Currently, the Lead City University lecturers have 

adopted a method called the blended teaching method which has been able to manage 

learning to a great extent in the Covid-19 era.  It was also revealed that most lecturers 

were faced with challenges which range from consumption of high cost of data, 

unstable power supply among others.  It was recommended that all educational 

institutions should employ a blended teaching method. In addition to it, government 

should provide a constant power supply to the citizens and cut down the cost of data 

usage. In conclusion, lecturers should exploit and develop other virtual teaching 

platforms. 

 

Keywords: Teaching activity, Covid-19 Era, Lecturers, Lead City University, Blended, 

Virtual, Platform 

 

Introduction 
A Pandemic is the breakout of illness occurring across boundaries. Covid-19 Pandemic 

is the breakout of serious illness across the globe. It is known as Corona Virus 

Pandemic which is still ongoing. According to Cennimo (2021), Covid-19 originated 

from Hubei-Wuhan in China in December 2019. It is a Severe Acute Respiratory 

Syndrome Coronavirus 2 (SARSCOV-2) which was reported to WHO on 31
st
 

December 2019. On 30
th

 January, it was declared an outbreak by WHO; a global crisis. 

The first case of Coronavirus was confirmed in Nigeria Centre for Disease Control on 

27
th

 February 2020 from a Milan Italian citizen in Lagos who was tested positive for 

the Virus by the virology laboratory of the Lagos University Teaching Hospital.  He 

was isolated from the community, had no serious symptoms and was managed at the 

infectious disease hospital in Yaba Lagos. In March 2020, a second case was confirmed 

by a Nigerian citizen in Ewekoro, Ogun State who had contact with the first confirmed 

case in Nigeria. The third case of the virus was also confirmed on 17
th

 March 2020 
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from a thirty-year-old Nigerian female citizen in Lagos who returned on 13
th

 March 

from the United Kingdom (The Nations newspaper, March 2020). Five new cases of 

the virus were confirmed, four out of the new cases were discovered in Lagos State 

while one was discovered in Ekiti State on 18
th

 March 2020 (The Nations newspaper, 

March 2020). On the 22
nd

 of March, eight new cases were confirmed, six out of the 

eight confirmed cases were from Lagos State while the two were from Oyo state and 

FCT respectively. And the spread of the virus increased across the nation to what we 

have as of 25
th

 January 2021 (samples tested- 1,270, 523, confirmed cases- 122, 996, 

Active cases- 23,130, Discharged cases- 8,359, Death- 1,507 (NCDC coronavirus 

Covid-19, Nigeria). The increasing cases of Covid-19 across the state have hindered 

teaching-learning activities.  

Teaching is the inculcation of morals from the instructors to the students. It is 

the effective impartation of positive change in the behaviour of learners. It is the 

constructive act of imparting knowledge, causing learners to have a positive change in 

behaviour (Smith, 2021). It is the impartation of knowledge and experiences by a 

trained person. It is the experience or profession of the trained experienced person who 

gives learners instruction, especially in a school (Havighurst, 2020). Teaching is the 

profession of life changers which involves creating positive change in learners through 

constant interaction in any educational institution. This profession not only changes 

lives but gives birth to life in society. It is the act of engaging learners of different age 

group, different learning categories in the understanding and application of concepts 

and knowledge (Ondeiring and Leen, 2020). Teaching involves imparting knowledge to 

learners. According to Rajagopalan (2019), teaching is the act of interacting with 

learners, problem-solving and decision-making between the learner and the teacher. It 

helps learners to identify themselves, to know who they are, ability to take and make a 

good decision concerning their present state and future. Teaching has the following 

characteristics: Teaching is democratic. It involves an interacting process between the 

learner and the teachers with respect. It is a planned activity whereby the teacher 

decides the objectives, learning experiences and change in behaviour. It is an 

intentional activity resulting in learning. A good teacher develops emotional stability 

among his/her learners. However, it is worth noting that without the impartation of 

knowledge, there is no meaningful learning. 

Learning is a dynamic procedure in human behaviour. It begins from cradle to 

grave, from womb to death. It is a process that man or any living creature cannot do 

without. Learning is also known as a relatively permanent change in behaviour due to 

experience (Sharma, 2021). This experience could either be direct experience by the 

learner or indirect experience through teaching, observation, imitation, by insight 

among others. "Learning has three components- relatively permanent; behaviour 

change, the changed behaviour is as a result of experience; Sharma (2021) opined. 

Learning is relatively permanent. This simply means that learning must last a 

lifetime. Relatively means to a certain degree compared with other things of the same 

kind. This was proved by Thorndike's law on learning theory which states that 

learning is a relative change in behaviour due to experience. Learning is the active 

involvement of learners in the constructive knowledge and understanding of subject 

matter (Brame, 2021). It implies the constructive thinking and participation of learners 

in acquiring knowledge on the subject matter. In this case, learners are actively 

involved. The teachers only guide the learners with useful information on a subject 

matter while the learners develop constructive knowledge and understanding. It is the 

active participation and construction process of learners on subject matters which are 
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inseparable from doing (Joao, 2018). Learning is the creation of knowledge through 

experience (llcin and Tomruk, 2018). 

Teaching activities have all along been undertaken through traditional method 

or physical contact at all levels of education in Nigeria which is now known as Old-

fashioned way of teaching. However, during the Covid-19 pandemic outbreak, the 

traditional method of teaching was restricted to reduce the spread of the virus through 

contact. In fact, for about three to five months, all institutions were on lockdown based 

on the federal government‘s directive but in the mist of the lockdown, many private 

institutions introduced online teaching which is known as virtual teaching so that the 

students will not be disadvantaged.  

Lead City University is a private university situated in the capital of one of the 

five South-west Nigeria States, that is Ibadan, Oyo State. Lead City University which 

was initially named City University was approved by the National Universities 

Commission (NUC) for immediate take off in December 2003 as a prelude to the 

ratification by the Federal Executive Council which was effected on February 16th 

2005. Hence, the name was resolved to modify the name as Lead City University. Lead 

City University caters for both the young adolescents and the adult working class.   

In Lead City University, before the advent of Covid-19, the teaching activities 

has been mainly through contact or traditional method. Lead City University embarked 

on virtual teaching activities during the first and second wave of Covid-19 whereby 

some lecturers used different platforms for teaching their students. A virtual platform is 

a software-based system that can fully mirror the functionality of a target system on-

chip or board such as Skype, Slack, Google Hangouts, Zoom meeting, Microsoft 

Teams, Go-To-meeting, and free conference call among others (Writer, 2020). At 

times, students are grouped into various groups on a specific topic. Students organize a 

self-group platform, where all group members contribute their quota and eventually 

presents their topic(s). In the first instance, managing teaching-learning activities 

during Covid-19 was a bit challenging for both lecturers and students. The challenges 

faced by the lecturers range from isolation (where teaching-learning activities can be 

lonely without the company of the students), technical difficulties (inability to use the 

technological device during online teaching), time-consuming in lesson preparation and 

setting and forgetting online teaching-learning activities (Best, March 2020). 

 

Statement of the Problem 

In achieving the goals and objectives of any level of Education as stated in the National 

Policy of Education, teaching activities cannot be over-emphasized. From ages, the 

normal and only way of teaching is traditional where the teacher or lecturer impart 

knowledge to students through contact. Although, before the covid-19 pandemic 

outbreak, lecturers are used to technology but it was not used as a means to teach. From 

observations, some lecturers use technology more for socials, some just to 

communicate with friends and acquaintances and not to teach the students. Hence, this 

thought was mirrored during the Covid-19 pandemic out-break when all activities were 

halted due to the Federal Government‘s directive for the closure of schools for more 

than five months in other to curb the spread of virus which ought not be if lecturers had 

been proactive towards virtual teaching activities. In Nigeria, all levels of education 

were negatively affected by the lockdown on education where most students could not 

access education, rather, they resulted to watching cartoons, playing within the 

neighborhoods, and engaging in all non-educative acts. The outbreak met everyone 

especially in Nigeria unprepared unlike other nations such as Japan, China, USA, 

Germany, and United Kingdom among others where education was not much affected. 
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But later, some private institutions started to make use of Zoom, WhatsApp and Jisti 

applications for teaching activities.  Although, Covid-19 has unveiled the lapses in the 

Nigerian Educational sector which led the management of Lead City University, 

Nigeria to think of a constructive way forward. To this end, this study focused on the 

lecturers‘ analysis of managing teaching activities in the Covid-19 era in Lead City 

University, Ibadan, Oyo State, Nigeria. 

          

Aim and Objectives  

The aim of the study is to focus on lecturers‘ analysis of managing teaching activities in 

the Covid-19 era in Lead City University, Nigeria. 

The objectives are to: 

i) identify the teaching method lecturers used before the Covid-19 era in Lead 

City University, Nigeria. 

ii) identify the devices lecturers used to teach during the Covid-19 Era in Lead 

City University, Nigeria. 

iii) identify the method(s) used to conduct examination in the Covid-19 Era in 

Lead City University, Nigeria. 

iv) identify the extent to which lecturers manage teaching activities in the 

Covid-19 era in Lead City University, Nigeria. 

v) investigate the challenges encountered by lecturers in managing teaching 

activities in the Covid-19 era in Lead City University, Nigeria. 

vi) identify the platform lecturers used for teaching activities in the Covid-19 

era in Lead City University, Nigeria. 

 

Research Questions 

This study seeks to examine how Lead City University manages teaching-learning 

activities in the Covid-19 era. In the light of the above, the study seeks to investigate 

the following: 

1. What is/are the teaching method(s) that lecturers used before the Covid-19 era 

in Lead City University, Nigeria? 

2. What is/ are the device (s) lecturers used for teaching during the Covid-19 

lockdown in Lead City University? 

3. What is/are the teaching method(s) that lecturers are using in the Covid-19 era 

in Lead City University, Nigeria? 

4. To what extent are lecturers managing teaching activities in the Covid-19 era in 

Lead City University, Nigeria? 

5. What are the challenges encountered by lecturers during the teaching activities 

in the Covid-19 era in Lead City University, Nigeria? 

6. What are the virtual teaching platforms lecturers are using in the Covid-19 era 

in Lead City University, Nigeria? 

 

Methodology 

 

Design 

This study used the descriptive research design (a case study type), geared towards a 

thorough understanding of a given social unit (Lead City University).  

 

Selection of Participants 

Lead City University comprises seven (7) faculties and thirty-one (31) departments 

with a population of three hundred and one (301) Lecturers. Purposive and Simple 
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Random Sample techniques were used to get the exact number of respondents. 

Yamane's formulae were incorporated to get the sample size of two hundred and 

eighty-six (286) from the population. The minimum number of lecturers in the 

departments is nine, hence, nine (9) were randomly selected from each department 

making a total of two hundred and seventy-nine (279) respondents. A total of 245 

(88%) were retrieved for the statistical analysis.  

 

Procedure for Data Analysis 

A hardcopy self-made structured questionnaire titled ―Lecturers‘ Questionnaire‖ was 

used to elicit information from the respondents. However, the structured questionnaire 

was subjected to both content validity and face validity and the reliability index 

obtained was 0.78. The structured questionnaire was of two sections: Section A 

contains the demographic data of Lecturers and section B contains items fixed response 

type. The questionnaire was administered to the respondents face to face in their 

various departments.   

 

Ethical Consideration 

Ethical guideline relating to data collection, analysis and interpretation on research as 

specified by Lead City University was followed with the views of enhancing the 

credibility, validity and reliability of the study. 

 

Analysis of Data 

In answering the research questions, a descriptive type of analysis; frequency, mean, 

weighted mean and percentage were employed. 

 

Research Question 1: What is the teaching method used in Lead City University 

before the Covid-19 era? 

 

Table 1 reveals that the percentage of lecturers who used the traditional teaching 

method before the Covid-19 era was higher than the percentage of lecturers who used 

any other teaching method before the covid-19 era. The number of lecturers who used 

the traditional teaching method before the Covid-19 era is 242 (98.8%). The use of 

traditional teaching method before the Covid-19 era has a higher percentage. Also, 

during the lockdown, the main method of teaching was virtual (100%) and after the 

lockdown, lecturers in Lead City University, Nigeria started to use blended method to 

teach with the highest percentage (55.1%).   

 

Research Question 2: What is/are the device(s) used for teaching-learning during the 

Covid-19 lockdown in Lead City University, Ibadan? 

 

Table 2a shows the type of devices Lead City University lecturers used to teach during 

lockdown. From the table 2a, lecturers who used Android phone together with laptop 

has the highest percentage (56.4%) followed by those who used only Android phone 

(30.7%) while those who used laptop alone has the least percentage (5.7%). This 

simply means that the devices used most for teaching activity in Lead City University, 

Nigeria during the Covid-19 lockdown is the combination of Android phone and 

laptop. This also explains the fact that two devices were used the most for teaching 

activities during the Covid-19 lockdown in Lead City University. Table 2b, further 

explains the number of devices lecturers used to teach during the Covid-19 lockdown in 

Lead City University, Nigeria. This confirms that lecturers used two devices to teach 
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having been with the highest percentage (59.2%) and those who used more than two 

devices had the least percentage (8.2%). 

 

Research Question 3: What is (are) the method(s) used to conduct examination in 

Lead City University, Nigeria in the Covid-19 era? 

 

Table 3 shows the method used to conduct examination in Lead City University, 

Nigeria in the Covid-19 era. The result reveals that the only method used to conduct 

examination during the lockdown was online (100%). After lockdown, the university 

engaged in blended examination. Students who opted for online examination were 

expected to write in that respect through their Head of the Department. Instructions 

guiding the online examination were given to such students. Such students were 

monitored from the university making sure that students strictly adhered to the rules 

guiding the online examination. The examination was written simultaneously with the 

physical.         

 

Research Question 4: To what extent is Lead City University, Ibadan managing 

teaching-learning activities in the Covid-19 era? 

 

Table 4, reveals lecturers‘ response to managing teaching in the Covid-19 era. From 

item 1, the highest percentage displayed very great extent (20.4%) of lecturers who 

employ virtual group work to students while the least percentage is very low extent 

(6.1%). On the other hand, under very great extent, the lecturers who use simple 

language in communicating with the students have the highest percentage (53.1%). 

Also, the table reveals that to a great extent lecturers in Lead City University, Nigeria 

use critical thinking to teach the subject matter during virtual teaching activities 

(63.3%). To a great extent, the subject matter determines the approach lecturers use for 

teaching (36.7%) in Covid-19 era. To a very great extent (49%), lecturers in Lead City 

University, Nigeria ensure that students are actively involved in any teaching activities. 

Moreover, to a great extent (42.9%), lecturers guide students with useful information 

on the subject matter during the virtual teaching activities. To some extent (42.9%), 

teaching is done virtually in Lead City University, Nigeria. The weighted mean of 3.75 

is greater than the decision rule mean 3.50. This implies that the lecturers in Lead City 

University, Nigeria manage the teaching activities to some extent in the Covid-19 era.       

 

Research Question 5: What are the challenges encountered in Lead City University by 

lecturers during teaching-learning activities in the Covid-19 era? 

 

Table 5 shows the challenges lecturers are facing in managing teaching in the Covid-19 

era. The constant challenge lecturers have at all times is cost of data (79.6%), followed 

by the unstable electricity during virtual teaching activities (28.6%) and the least 

challenge is the setting and forgetting online learning activities (6.1%). The weighted 

mean 2.74 is greater than the decision rule mean 2.5. Hence, the challenges lectures are 

facing are enormous.  

 

Research Question 6: What are the virtual teaching-learning platforms used in Lead 

City University in the Covid-19 era? 

Table 6 shows the types of platform lecturers are using to teach in the Covid-19 era. 

From the table, it can be deduced that both during the lockdown and after lockdown, 

the mostly used platform by lecturers in Lead City University is Google Meet (69.4% 



GEN 2021, South Africa: Conference Proceedings  

Page - 291 - 
 

and 20.4% respectively). Google Meet has all the features in other platforms like Zoom. 

When the lecturers were interviewed, some said that, Google Meet is user friendly and 

without any extra cost apart from the cost of data. 

 

Discussion 

Findings revealed that Lead City University, Ibadan manages teaching activities to a 

great extent in the Covid-19 era. Teaching activities are activities that can determine the 

learning outcomes of teaching in a school. For Lead City University to achieve her aim, 

she deployed a virtual platform, majorly Google Meet for teaching-learning activities. 

This finding was in line with Writer (2020), who believed that the teaching method can 

also go beyond traditional, through virtual platforms such as Google Hangouts, Zoom 

meeting among others. It is also in line with Taylor and Hamy (2013) that both 

environmental and cognitive factors interact to influence human learning and 

behaviour.  

Although, being a new form of teaching method in Nigeria, especially Lead 

City University, Ibadan, both lecturers and students sometimes are faced with 

challenges which range from consumption of data, unstable power supply (electricity) 

during virtual teaching activity among others. The outcome of this study was also in 

favour of Best (2020). Despite the challenges encountered during the Lockdown and 

after the lockdown, Lead City University was able to manage teaching activities in the 

Covid-19 era to a great extent. 

 

Conclusion 

It can be deduced from the results of this study that Lead City University manages 

teaching activities to a great extent. The study also found that Lead City University has 

been able to identify and incorporate another teaching method (virtual) to her teaching 

activity. In other words, both traditional (physical) method and virtual form of teaching 

activities known as the blended teaching method is currently being used by the 

Lecturers for effective teaching-learning process. Hence there is no barrier towards 

education.  

 

Recommendations 

Based on the findings the following are recommended: 

1.  All educational institutions should employ a blended teaching-learning method 

for teaching-learning activities in the school. 

2.  Government should provide a constant power supply to the citizens. 

3.  Lecturers should exploit and develop other virtual teaching-learning platforms. 
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Table 1: Teaching Method in the Covid-19 Era  
Period Traditional/Phys

ical Method 

Only (%) 

Virtual Method 

Only (%) 

Blended Method     

(%) 

Void Total 

Before Lockdown          242 (98.8)        3 (1.2)                                   0                 0          245                                       

Lockdown                          0                 245 (100)                                 0                0          245 

After Lockdown           60 (24.5)        50 (20.4)                      135 (55.1)            0         245 

Field Survey, 2021 

 

Table 2a: Types of Devices Lecturers used to teach during lockdown  

Android 

Phone    (%) 

Android 

& Laptop 

(%) 

Android, 

Desktop & 

Laptop (%) 

Desktop 

(%) 

Laptop 

(%) 

Laptop & 

Palmtop 

(%) 

Total 

75 (30.7%)   138 (56.4%)     6 (2.4%)       6 (2.4%)  14 (5.7%)   6 (2.4%)         245        

Field Survey, 2021 
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Table 2b: Number of Devices Lecturers are using to teach  

One Device Two Devices More Than 

Two Devices 

Void Total 

55 (22.4%)        145 (59.2%)      20 (8.2%)         25 (10.2%)        245       

Field Survey, 2021 

 

 

Table 3: Methods Used to Conduct Examination 

Period Online 

(%) 

Physical (%) Blended (%)  Total 

Before Lockdown               0                   245 (100)          0                    245 

During Lockdown            245 (100)          0                      0                    245 

After Lockdown               70 (28.66)      125 (51.0)       50 (20.4)           245 

Field Survey, 2021 

 

Table 4: Lecturers’ Response on Managing Teaching in the Covid-19 Era  
Item                                             VGE              GE                  SE              LE            VLE       Void        Total    Mean 

I employ virtual group 

work to my students 

 

I use critical thinking to 

understanding the subject 

matter during virtual 

teaching activities 

 

The subject matter 

determines the activities to 

use for teaching in the 

Covid-19 era  

 

In practical classes, I 

instruct my student to 

switch on their camera, 

observe and do the same 

from their end.  

 

I ensure that my students 

are actively involved in 

any teaching activities 

 

I guide my students with 

useful information in the 

subject matter during the 

virtual teaching activities 

 

Students are allowed to 

contribute their quota in 

the virtual classroom 

 

I use simple language in 

communicating with my 

student 

 

Teaching is done virtually 

 

I ensure that my students 

understand the basic 

concepts of the subject 

matter. 

50 (20.4%)     85(34.7%)    80(32.7%)   15 (6.1%)   15 (6.1%)   0 (0%)    245         3.57 

 

 

 

35 (14.3%)  155 (63.3%)   30(12.2%)    10 (4.1%)   15 (6.1%)   0 (0%)    245        3.76 

 

 

 

 

75 (30.6%)  90(36.7%)    70(28.6%)     10 (4.1%)     0 (0%)      0 (0%)     245       3.94 

 

 

 

 

10 (4.1%)   65(26.5%)    50(20.4%)   25 (10.2%)   65(26.5%)   30 (12.2%)   245   2.67 

 

 

 

 

 

120 (49.0%)   90(36.7%)   5 (2.0%)   25(10.2%)     0 (0%)     5 (2.0%)    245       4.27 

 

 

 

80 (32.7%)   105 (42.9%)   40 (16.3%)   0 (0%)     15(6.1%)   5 (2.0%)    245     3.98 

 

 

 

 

70 (28.6%)   85 (34.7%)   70 (28.6%)   5 (2.0%)    10 (4.1%)    5 (2.0%)   245     3.83 

 

 

 

130 (53.1%)  65 (26.5%)   35 (14.3%)   5 (2.0%)   10 (4.1%)     0 (0%)     245    4.22 

 

 

10 (4.1%)    60 (24.5%)   105 (42.9%)  25 (10.2%)  35 (14.3%)  10 (4.1%)  245   2.94 

 

 

125 (51.0%)   90 (36.7%)  25 (10.2%)   0 (0%)       5 (2.0%)       0 (0%)      245    4.35 

Weighted Mean                             3.75 

Field Survey, 2021 
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Table 5: Challenges Lecturers are facing in Managing Teaching in the Covid-19 

Era 
Item                                              AAT                 SO                 OF           NAA         Void          Total     Mean  

Cost of data                                      195 (79.6%)   40 (16.3%)      5 (2.0%)       0             5 (2.0%)      245  3.79 

 

Unstable power supply                                                                                                                                                                                  

during virtual teaching activities    70 (28.6%)   125 (51.0%)    15 (6.1%)  30 (12.2%) 5 (2.0%)     245     2.98 

 

Time wastage during my lesson                                                                                                                       

preparation(s)                                 20 (8.2%)      140 (57.1%)   35 (14.3%) 45 (18.4%) 5 (2.0%)    245   2.56 

 

Technical difficulties with online                                                                                                                                                                                      

teaching devices                             45 (18.4%)   100 (40.8%)   50 (20.4%)  45 (18.4%) 5 (2.0%)    245   2.60 

 

Setting and forgetting online learning                                                                                                                                   

activities.                                        15 (6.1%)    55 (22.4%)     35 (14.3%)  135(55.1%) 5 (2.0%)    245  1.79 

 

Weighted Mean                                                                                                                                          2.74  

Field Survey, 2021 

 

Table 6: Types of Platform Lecturers are using to teach in the Covid-19 Era 
Platform /Covid 19 Era       During Lockdown     After Lockdown     Void              Total 

Google Meet                  170 (69.4%)                 50 (20.4%)        25 (10.2%)         245 

Slack                                          0                               0                         0                      0 

Skype                                   15 (6.1%)                     10 (4.1%)            220 (90.0%)       245 

Zoom Meeting                     20 (8.2%)                     10 (4.1%)            215 (87.8%)       245 

Free conference                   10 (4.1%)                        0                       235 (96.0%)       245 

Google hangout                   20 (8.2%)                      5 (2.0%)             220 (90.0%)       245 

Face time                               5 (2.0%)                    10 (4.1%)             230 (93.9%)        245 

Edmond                                 5 (2.0%)                      5 (2.0%)             235 (96.0%)        245 

Moodle                                10 (4.1%)                   10 (4.1%)             225 (91.8%)         245 

Intermedia                              0                                  0                          0                       0 

Others please specify            5 (2.0%)                     5 (2.0%)             235 (2.0%)           245 

Field Survey, 2021 
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Abstract  

The advent of COVID-19 has made the education sector, such as universities, switch 

from the old normal to the new normal where both teaching and learning, including 

university operations, are done virtually. The learning from home situation has come 

with its own challenges, among which is lack of conducive environment for the learners 

to learn, little or lack of internet of things, rurality and lack of access to social 

amenities, among others. Apart from these challenges, students from rural universities 

continue to face more challenges. In order to respond to this, the study adopted Ubuntu 

as a philosophy that could be used to ameliorate the challenge of COVID-19. This was 

done by answering the following question: How can Ubuntu, a compassionate 

philosophy, be deployed to ameliorate students' academic predicaments during 

COVID-19 new normal? Ubuntu was conceptualised alongside its principles. The 

nexus between ubuntu and university operation was also uncovered. The analysis 

showed that compassionateness and love via the adequate provision of facilities for 

student and support for students is the major way to ensure students' achievement and 

university productivity during the COVID-19 shift. Hence, the study concluded that 

Ubuntu is a re-engineering tool expedient in university operation during the COVID-19 

era.  

 

Keywords: Ubuntu, COVID-19, University students, University operation, South 

Africa.  

 

Introduction  

Coronavirus, otherwise known as COVID-19, emanated from Wuhan, China, in late 

2019 (Varalakshmi & Arunachalam, 2020). The COVID-19, in its pandemic potential, 

has affected the world tremendously (Jimola & Ofodu, 2021; Omodan & Ige, 2021). At 

some point, during the year 2020, almost all countries of the world were put on hold 

under emergency response policies such as, lockdown, stay-home, social distancing, 

among others which had an adverse effect on the world economy (Ebrahim, Ahmed, 

Gozzer, Schlagenhauf & Memish, 2020). The virus was described as easy to spread and 

seriously contagious (Omodan, 2020a), responsible for the quick spread from Wuhan, 

China, to other parts of China and subsequently other countries of the world (WHO, 

2020). In order to respond to this pandemic as declared by World Health Organisation, 

all the affected countries, including South Africa, put measures in place, among which 

was the closure of schools, universities and other public gatherings in other to contain 

the virus. This measure became expedient for the country to remain not absolutely safe, 

but at least to ensure that the spread of the virus is minimised since the only practicable 

measures according to WHO (2020b) were social distancing, self-isolation, and 

avoidance of social gathering.  Based on this, education sectors comprising of primary, 

secondary and higher education in the developed countries quickly switched to online 

mailto:OmodanBI@ufs.ac.za
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learning while schools in the developing and underdeveloped countries struggled to 

find their feet. 

The trajectory of COVID-19, having affected the university system, which is 

the focus of this study, is still living in South Africa. Though, as at the time of this 

study in 2021, primary and secondary schools have started their normal schooling 

activities but the university has continued to run from home, while some essential 

departments are allowed to work-switch. This working from home is not limited to staff 

alone, but the majority of students are mandated to receive their learning from home. 

This learning from home has come with its own challenges, among which is, lack of 

conducive environment for the learners to learn, some of them are with little or lack of 

internet of things, rurality and lack of access to social amenities, among others (Jinadu, 

Oyaremi & Rufai, 2021; Jimola & Ofodu, 2021; Omodan, 2020b). Apart from these 

challenges, students from rural universities continue to face challenges as evidenced in 

our experience as lecturers. Part of these complaints are: students are bombarded with 

many assignments, tests, and other activities amidst lack of online learning material, 

access to good electricity and computer to engage well with their studies. Some of these 

students are operating using middle or low-level capacity phones which might not give 

them a smooth learning process. Also, observation exists that many university students, 

mostly those at the entry-level, such as year one students in rural universities, face 

numerous issues. Among other issues are the fact that many of them are transiting from 

rural secondary schools without knowledge and experience in online learning. Some of 

them who experienced blended learning prior to their university education still find it 

difficult to acclimatise themselves to the new level of education in a complete virtual 

system.   

Literature also confirms that the effect of COVID-19 has significantly affected 

university students' academic practices and work-life balance, which culminated in the 

changes in the teaching-learning system, tutoring system, assessments, access to 

libraries, changed communication channels between teachers and students, variations in 

workloads, and  students' performance level (Owusu-Fordjour & Koomson, 2020). The 

social life of students is also affected because the new normal has systematically 

prohibited meeting with friends, relatives, colleagues, travelling within and outside the 

country (Cao, Fang, Hou, Han, Dong & Zheng, 2020; Ma & Miller, 2020). Students' 

financial endeavours were also affected because the new ways of doing things in the 

universities have, one way or the other, made students lose their supporting petty-petty 

jobs (Elmer & Mepham, 2020), which has resulted in fear, anger, anxiety, among others 

(Cao, Fang, Hou, Han, Dong & Zheng, 2020; Brooks, Webster, Smith, Woodland, 

Wessely, Greenberg, & Rubin, 2020; Ma & Miller, 2020). Having established the 

cavity created by the advent of COVID-19, one could argue for the need for social, 

academic, emotional support for university students, especially the rurally located 

students, to enable them cope well with the COVID-19 new normal and new university 

operations. To respond to this, this theoretical paper will explore the strength of Ubuntu 

as a compassionate approach to address students' predicaments during COVID-19 new 

normal.  

 

Major Research Question 

In order to respond to the above problem, the study was structured to answer this 

question:  

 How can Ubuntu, a compassionate philosophy, be deployed to ameliorate 

students' academic predicaments during COVID-19 new normal?  
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Research Objectives 

In order to provide an answer to the above piloting research question towards 

proffering solutions to the identified students academic predicaments, the following 

objectives were formulated to guide the study; 

 To identify the predicament and academic challenges of rural university 

students during the COVID-19 new normal.  

 To explore the potential of Ubuntu as a philosophy that is potentially needed to 

be part of university response to students' academic issues. 

 

Methodological Layout  

The study deplored theoretical analysis as a design to interpret the existing situation to 

provide solutions based on the principles of the adopted theoretical frameworks. 

Theoretical analysis was deemed appropriate because it enables the researchers to 

present their views, speculation, reasoning and opinions based on the theory's 

assumptions (Jasso, 1988). This was done by providing a conceptual and historical 

understanding of the adopted theory (Ubuntu); the principles were also highlighted 

point by point as it affects the university operation vis-à-vis students' predicaments. The 

point-by-point (who is the proponent of this point-by-point approach) principles 

derived from the exploration of Ubuntu were presented as the best practices that could 

be used as motivation for students to engage well with their academic and also to 

ensure overall students' academic achievement. Based on the point-by-point argument, 

conclusion and recommendation were made. Below is the conceptualisation of the 

selected theory.  

 

Ubuntu as a Compassionate Philosophy 

As an Africanised philosophy, Ubuntu has been very popular among Africans and 

among those who believe in the indigenous epistemic liberation. This philosophy 

emanated from Xhosa words, "ubu" which mean "being", and "ntu" which means 

"human" (Ramose, 1999; Omodan & Tsotetsi, 2019). Ubuntu, in Xhosa language, 

means Humanness (Tutu, 2004; Bolden, 2014). The idea of Ubuntu was a communal 

practice of African community where people live together in harmony, oneness and 

unity even in the face of various diversities (Jolley, 2011), which boiled down to the 

saying "umuntu ngumuntu ngabantu", that is, 'a person is a person through others (Lefa, 

2015). This Ubuntu idea is not limited to Xhosa or Southern African culture alone. 

Various African communities such as: Tanzania, Congo, Angola, Malawi, 

Mozambigue, Uganda and Nigeria. Angola, Congo, Uganda, Malawi and Mozambigue 

represent the word Ubuntu as ―gimuntu‖, ―bomoto‖, ―umuntu‖, ―umunthu‖ and 

―vumuntu, respectively (Mugumbate & Nyanguru, 2013). In "Tanzania, it is "bumuntu" 

and in Yoruba community of Nigeria known Ubuntu as "Isokan" unity in diversity 

(Omodan & Ige, 2021b). Tworeck, Hemminga, Huber & Dhillon (2015) also described 

Ubuntu as a humane spirit which could be equated to practices of humanity. This could 

also be linked to the unity, collaboration of people despite their differences (Khomba, 

2011). This could be viewed as a philosophy that binds people together or elaborates 

more on the facts that human beings are dependent on one another.   

From the above, it is not out of place to argue that Ubuntu is rooted in empathy, 

mutuality, personhood, compassion and commitment to united development. The 

implementation of Ubuntu in any systemic operations is tantamount to creating a 

tentacle for cooperation among the stakeholders. This is in accordance with the 

argument of Jolley (2011) and Omodan (2019) that Ubuntu is a spirit that binds people 

together towards community development and emancipation. This is to say that Ubuntu 
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is adopted to unravel organisational issues, most especially issues concerning progress, 

development and emancipation. This is because Ubuntu, according to Bolden (2014) 

possesses principles such as; affection, sharing and sympathy, interdependence and 

unity. All these assumptions bother on humanity and being humane in the process of 

things. This could also be seen as a process of compassion towards organisational goal. 

In Omodan (2019) it was argued that the use of ubuntu-like leadership and management 

style is more productive to keep people in the organisation together towards achieving 

their aims and objective. This is also in line with Nzimakwe (2014) argument that 

Ubuntu-like system is a perfect way of solidifying relationships in organisations. His 

argument may be connected to the fact that Ubuntu thrives on bringing people together 

as one indivisible entity. Hence, in order to ensure that all stakeholders in the university 

system, including students, work together, the place of Ubuntu is unquantifiable and 

expedient during COVID-19 new normal. This is because students need more love, 

compassion, solidarity and support from the university to survive and cope well with 

their studies.   

 

The Nexus between Ubuntu and University Operations 

Having explored the concept of Ubuntu along its principles, one could deduce that 

Ubuntu is a productive style that could be used to instil organisation unity, progress, 

collaboratives, compassionateness and humanity among people. Undoubtedly, the 

implementation of this among university stakeholders during COIVID-19 new normal 

will raise students' trust towards their university operation even when the situation 

seems unbearable and tensed. This is relevant because expression of love and 

compassion between teachers and principal has been found productive in motivating 

teachers (Aina et al., 2015). One could then argue that if this is productive between 

leaders (principal) to adult teachers), how much more between adult (lecturer/university 

authorities) and students. Therefore, Ubuntu has its place in ensuring good school 

leadership performance (Mbhele (2015), not only in secondary schools but also in 

Universities. Based on this, the following principles of compassion and love via the 

provision of education as deduced from Ubuntu, are rationalised below and their 

potential to eradicate students' predicament in their academic lives during the COVID-

19 shift. 

 

Compassionateness and Student Emancipation during COVID-19 New normal 

Being founded on collectivism (Phasha, 2016), the philosophy is consistent with 

humanness, which could be linked to "being compassionate" with one another. This is 

mostly needed to unravel power differentials that have placed university lecturers and 

other stakeholders in the position of power, while the students are seen as the less 

powerful in need of support from the university to survive.  This kind of support is not 

only needed at the time of emergency like COVID-19, nor only needed in the time of 

unexpected change, but needed at all times. This is in line with Phasha (2016) argument 

that ubuntu likeness should be seen as a tool to be compassionate to one another.  

This is to say that the university, at the time of the COVID-19 shift, must 

understand that many students, mostly those who came from rural communities, are 

facing numerous challenges, such as lack of computer, internet, electricity, and other 

social amenities to meet up with their academic demands. Also, universities in South 

Africa must be aware and be responsible for the fact that many first-year students 

coming from the rural background may need more communal support that will assist 

them in acclimatising themselves with the double transition. This was argued by 

Walton (2018) that collectivism and humanness are needed to ensure social change, 
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which could only be ascertained by collaboration among all stakeholders. This is not 

also far from Walton's recommendation that inclusiveness in education sectors, where 

the needy are supported and assisted in achieving greatness, is a bridging gap between 

the have and the have not. Therefore, we deduce that when students need to be 

supported during COVID-19 new normal and the universities, in their powerful 

capacity, must show compassion for the students and accommodate them in their 

inclusive agenda.  

 

Love via Provision of Materials and Students Emancipation during COVID-19 

One way love could be extended to students during the COVID-19 pandemic shift and 

beyond is to ensure adequate provision of academic facilities that will enable them to 

engage well with their studies. Lawanson and Gede (2011) posited that the place of 

educational facilities in the development of students is imminent, and the university 

must at all-times ensure adequate provision of such facilities. Literature also confirms 

that students, during COVID-19 new normal, lack computer and other academic 

facilities to respond to new learning methods (Dube, 2020; Jinadu, Oyaremi & Rufai, 

2021; Jimola & Ofodu, 2021). Dube also confirms that students from the rurally located 

community who are also attending rural universities are facing a serious challenge in 

coping with the use and non-availability of the internet of things. There is no doubt that 

these facilities are needed by the students during COVID-19 and beyond. In this case, 

we are aware that some of the universities in South Africa provided computer sets and 

internet to students, but our observation and encounter with some students showed that 

some of the students are still not included in the distribution process. In this case, it will 

be more productive if universities could extend love by deliberately identifying the 

needy among the students. This is one of the principles of Ubuntu which was regarded 

as the philosophy of love, oneness, unity and togetherness for the purpose of achieving 

communal goal. The communal goal, in this case, is student's success; students' success 

will also reflect in university productivity.    

 

Conclusion and Recommendations 

The notion of Ubuntu is very important in the university operation during an 

emergency such as COVID-19 because the above exploration confirms that Ubuntu and 

its principles promote a communal way of doing things. This way includes but is not 

limited to commonality in communalism, humanness in humanity, love and 

compassionateness in the process of unity and diversity. Having perused the origin, 

assumptions, and relevance of Ubuntu in university operation, we conclude that 

Ubuntu, viewed from the perspective of compassion for students, shows love by 

ensuring that students' academic facilities during COVID-19 are met. One could then 

conclude that show of love and compassion from the university towards its students 

will enhance student's success and unity of purpose towards actualising university goals 

and objectives. Based on these, the following recommendations are made; 

 That university, in its capacity, should incorporate Ubuntu and its principles in 

their operational process where students enjoy some level of compassionate 

relationships from the university authorities in the form of social, physical and 

psychological support. This will enable them to cope well with the new normal 

that has characterised the teaching and learning space during the COVID-19 

shift.  

 Secondly, that university in its own capacity should incorporate Ubuntu and its 

principles in their operational process where students enjoy professional love 

and humanness from university authority. This could be done by providing 
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relevant and adequate educational facilities that could enhance student learning 

during the COVID-19 shift. This could be by providing enough internet of 

things and training for the students to ensure the usage of the facilities.  
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Abstract 
Research productivity of academic staff in Nigerian universities has seemingly been on 

decline in recent years and this has led to poor ranking of Nigerian universities 

internationally. Extant studies on factors enhancing research productivity in Nigerian 

universities concentrated more on facility and resource factors than on the 

demographic factors like: Rank (R) and Marital status (MS). This study, therefore, 

investigated the predictive roles of rank and marital status of academic staff on 

research productivity (ASRP) in public universities in Southwestern Nigeria. 

Descriptive survey design was used. Three federal universities (University of Ibadan - 

UI, University of Lagos- UNILAG and Obafemi Awolowo University -OAU), Three 

state universities (Olabisi Onabanjo University- OOU, Adekunle Ajasin University-

AAU and Ekiti State University– EKSU) were purposively selected. The proportional 

sampling technique was employed to select 1300 academic staffs and ASRP (r= 0.74) 

scale was used. Pearson product moment correlation and Multiple regressions were 

used to analyze data at 0.05 level of significance. The result showed that rank and 

marital status jointly predicted academic staff research productivity. The strongest 

predictor of ASRP was rank, followed by marital status. Based on the findings, it was 

recommended that the management of various universities should always put the rank 

and marital status of the academic staff to be employed into consideration. 

 

Keywords: Rank, Marital Status and research productivity, Academic staff   in 

Nigerian public universities 

 

Introduction 

An increase in productivity is the priority goal of every organization whether public or 

private. Productivity is central to an organisation‘s existence and all other major factors 

such as resource efficiency, programme effectiveness and standard of success are 

geared towards it. It is apparent that organizations are conscious of the vitality of 

productivity and strive hard to achieve and maintain a good status. Every discipline has 

a system of evaluation of its members ‗professionalism and productivity. Universities 

are among the organizations that emphasize productivity. The productivity of any 

university institution is usually based on the achievements in teaching, research, and 

community service. In Nigeria, the society judges the productivity of a university in 

terms of the number, quality and categories of graduates produced per session; 

however, from a stricter professional and international perspective, the productivity of a 

university is judged first by the quality of the research conducted under the auspices of 

the institution and the quantity and quality of the academic staff research and 

publications. Correspondingly, researches and publications have been and will continue 

to be the critical factors in determining the productivity of the academic staff of 

universities. The phrase ―publish or perish‖ appears to be popular among the academics 

in the Nigerian university setting. This phrase emphasizes the importance attached to 

research and publications in any university. The research productivity of the academic 
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staff is worthy of attention as the quality and quantity of their publications are the 

determining factors in their performance evaluations, promotions, tenure, research 

grants, and salary increment. The research output of an academic staff is widely 

regarded as the main source of esteem, as a requirement for individual promotion, as an 

evidence of institutional excellence, as a sine qua non for obtaining competitive 

research funds. Supporting this, Williams (2012) opines that research productivity plays 

a major role in attaining success in academia as it relates to promotion and tenure, 

salary, and the fringe benefits of the profession. Williams indicates further that research 

productivity varies widely from institution to institution depending on the emphasis that 

is placed on the three key aspects of higher education, namely, teaching, research, and 

community service.  

The issue of poor research productivity which manifested itself in the poor 

ranking of Nigerian universities globally has been a grave concern for stakeholders. 

Nigerian universities appeared to be unimpressive in global ranking when considered 

along bibliometric, and web metric indices.  The latest worldwide universities' ranking 

shows that Nigerian universities have dropped out of reckoning because of the poor 

quality and scope of research conducted by indigenous academics. The National 

Universities Commission report of 2016 showed that the recent world ranking was not 

encouraging for the Ivory towers in the country as no Nigerian university featured on 

the world best 500 universities list. Indeed, from the African continent, only the 

University of Cape Town, South Africa made the list. More embarrassing was the fact 

that even among the contending universities in Africa, the best and the nation‘s premier 

university was ranked number 801st, trailing behind some universities in Kenya, South 

Africa, and Ghana, and unfortunately, there are other 250 universities in the same 801 

position with the University of Ibadan. Only five Nigerian universities made the list of 

the first 50 tertiary institutions in Africa: the nation‘s premier university, the University 

of Ibadan, came first in the country and 13th in Africa, the University of Lagos which 

came second in the country but 21st in Africa came a distant 2, 266 in the World. Other 

universities, which were poorly rated despite being the cream of the country‘s 

university system and well sought-after by candidates, included the University of 

Nigeria, Nsukka which was in 6th position in the country but 44th in Africa and came a 

distant 1,433; Obafemi Awolowo University came 4th in the country but 29th in Africa 

and 2,473 in the World. All other universities did not feature at all. (Hartnet 2003 in  

Akuegwu ,Udida &  Bassey 2016). 

The verdict of the ranking system speaks for itself. If Nigerian universities 

cannot feature among the best 500 in the world and are ranked from Position 13th 

downwards in Africa, then there is something fundamentally deficient in the system.  

The question then is what is the quality of research that goes on in the universities? Are 

there research opportunities, grants and facilities in the universities? If there are, are 

these research findings published in reputable journals across the world?   Umar (2017) 

opines that the Nigerian academic is not as lucky as others in the developed nations.  

He or she is entitled to attend international conferences about once in two years. If he 

or she must attend other conferences, he or she is required to look for funding from 

other sources. Reputable journals which were published in the Universities of Ibadan, 

Lagos, Nsukka and Ife in the past have all disappeared due to poor funding (Umar, 

2017). For example, the University of Ibadan used to be a reference point for 

international scholars of African history and culture. Those were the days of Professors 

Kenneth Dike, Festus Ade Ajayi, and Tekena Tamuno, and many others. Indeed, 

Nigerian universities hosted academics and students from all regions of the world. 
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These days, most of the people that come to Nigeria to study are very few and 

according to Umar (2017) most of them are refugees.  

There is no gainsaying the fact that numerous problems besetting Nigerian 

universities amidst several other factors could be attributed to this low research 

productivity which manifests in the low rating of Nigerian universities. These problems 

include lack of adequate funding, inaccessibility of research grants, unconducive 

intellectual environment, inadequate library facilities, and low priority accorded to 

research and development by the government and the private sector and above all the 

inappropriate demographic factors, poor or unavailable infrastructure, epileptic power 

supply, and paucity of funds to attend international conferences. According to Umar 

(2017), in universities that are well ranked, funds are routinely available for scholars to 

attend conferences where their findings and contributions to knowledge are presented 

and discussed. Also, because of the sound quality of research, their essays are accepted 

and published in international reputable journals.  Consequently, the quantity and 

quality of the research output of the academic staff might negatively affect the 

universities‘ rating and recognition globally. Such ratings may in the long run 

negatively affect the allocation of budgets from governments and international grants 

and funding of the institutions. Also affected is the ability to attract the best students 

and professors, as most universities are largely teaching institutions and have limited, if 

any, research missions or profiles.  

The country‘s low research output probably reflects the low priority accorded to 

research and development by government (Chiemeke, Longe and Shaib, 2009).  

Consequently, this situation of low productivity seemed to create a poor relationship 

between Nigerian authors and foreign authors, resulting in reduction of research grants 

coming from foreign bodies. The Federal Government of Nigeria might not be 

motivated to recognize local researchers and this might also make most presidential 

projects to be given to foreigners.  Universities abroad might find it difficult to absorb 

visiting lecturers from Nigeria on sabbatical. This might also cause low attendance of 

foreign personnel to international conferences held in Nigeria while little or no value 

will be given to research output in Nigeria. Nevertheless, Subha and Shaki (2016) 

reveal that countries that invest more in education always performed better in the 

rankings.  

 The foregoing calls for an in-depth investigation of the Nigerian universities 

research productivity since the global ranking did not exempt even the highly regarded 

universities in the Nigerian ranking framework. Studies on research productivity in 

Nigeria have considered various factors as the determinant; institutional and colleague 

support, self-concept, information communication technology and departmental 

differences, information literacy skills (Okonedo and Popoola, 2012, Oduwole and 

Ikhizama, 2007; Okafor, 2011; Okon and Nnaji ,2014, and Mabawonku and Okiki 

,2013) and many more in relation to the research productivity. Nevertheless, not much 

literature has considered the place of rank and marital status factors in-relation to the 

research productivity of the academic staff in Nigerian universities. This is worth 

investigating because these could make or mar the productivity of the academic staff. 

The demographical factors such as rank and marital status could predict the research 

productivity of an academic staff to some extent. 

 The condition of being married or unmarried is called the marital status of the 

male or the female. Marital status has emerged as a reliable predictor of organizational 

productivity (Ogbogu, 2009). Married people are more loyal to their organization than 

the unmarried. Married people have more family obligations and require more stability 

and security regarding their jobs. Therefore, they are expected to be more committed 
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and productive to their current organization, than their unmarried counterpart. This was 

supported by Saifuddin and Nawaz (2012) that marital status is positively associated 

with the research productivity of an academic staff.  

The rank of academic staff could affect their research productivity. The 

completion of a Ph.D. degree indicates the existence of an enquiring mind and the 

ability to conduct a high level of independent research. As a consequence, it would be 

expected that obtaining a Ph.D could be a key factor in enhancing research output at a 

given university. It may however be argued that once academics have obtained Ph.D 

degrees, they could enter a comfort zone which in turn causes their research activity to 

drop. A developing country, such as Nigeria, may cause staff to be faced with a higher 

teaching load and a lack of guidance or mentorship about publication techniques 

(Gerber 2009) cited in Obicci (2014) that may, in turn, affect their research 

productivity. 

Hedjazi and Behravan (2011) examined factors influencing research 

productivity of agriculture faculty members in Iran. The purpose of the research was to 

analyse the relationship between individual, institutional and demographic 

characteristics on one hand and the research productivity of agriculture faculty 

members on the other. The statistical population of the research comprised 280 

academic staff in agricultural faculties all over Tehran Province. The data regarding 

research productivity and demographic characteristics were extracted from the faculty 

members‘ profiles. Questionnaires were utilized to collect information concerning 

individual and institutional variables. The reliability of the questionnaire was calculated 

to be between 0.74 and 0.97 using the Cronbach‘s Alpha. The regression analysis 

revealed that from among demographic characteristics, two variables, namely, 

academic rank and age (R2ADRAD2 = 0.265); among individual characteristics, three 

variables, namely, working habits, creativity as well as autonomy and commitment 

(R2ADRAD2 = 0.097); and among institutional characteristics four variables namely, 

network of communication with colleagues, resources of facilities, corporate 

management and clear research objectives (R2ADRAD2 = 0.151) were significant 

predictors for agricultural faculty members‘ research productivity. 

Temesgan and Muray (2011) examined demographic factors affecting research 

productivity at the University of KwaZulu. Research output affects both the strength 

and funding of universities. Accordingly, university academic staff members are under 

pressure to be active and productive in research. Though all academics have research 

interest, all are not producing research output which is accredited by the Department of 

Education (DOE). The results show that the demographic and academic profiles of staff 

that produce research output differ from faculty to faculty. Thus, the intervention 

strategies that increased the number of research productive academics should be 

faculty-based rather than being University based. Public universities are those higher 

educational institutions established by government and controlled by the ministries of 

education which hold ultimate authority over public universities.  Public universities in 

Nigeria are referred to as universities predominantly funded by public means (taxes) 

through the national or the state governments which are Federal and state universities. 

At present, there are fifteen public universities in southwestern Nigeria, of which six 

are Federal and nine are State-owned. The South-west is a geopolitical zone in Nigeria 

which comprises 6 states, namely: Ogun, Oyo, Osun, Ondo, Ekiti and Lagos.  
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Purpose of the Study 
The general purpose of this study was to examine demographic factors (marital status 

and rank) as predictors of academic staff research productivity in southwestern Nigeria. 

Specifically, this study intends to: 

i. investigate the extent to which rank contributed to academic staff research 

productivity in the universities in southwestern Nigeria; 

ii. determine the extent to which marital status contributed to academic staff 

research productivity in the universities in southwestern Nigeria; 

iii. examine the relative contribution of demographic factors (marital status and 

rank) to the prediction of academic staff research productivity in the universities 

in Southwestern Nigeria; 

 

Research Questions 

To achieve the purpose of this study, the following research questions were answered. 

1. What is the level of research productivity among the academic staff in 

universities in Southwestern Nigeria? 

2. To what extent did marital status contribute to the prediction of academic staff 

research productivity in universities in Southwestern Nigeria? 

3. To what extent did rank contribute to the prediction of academic staff research 

productivity in universities in Southwestern Nigeria? 

4. To what extent did demographic factors (marital status and rank) contribute to 

the prediction of academic staff research productivity in universities in 

southwestern Nigeria? 

 

Hypotheses 

The following hypotheses were tested at 0.05 level of significance. 

 

H01: Demographic factors will not relatively and significantly predict academic staff 

research productivity in universities in southwestern Nigeria. 

 

H02: Demographic factors (marital status and rank) will not jointly and significantly 

predict academic staff research productivity in the universities in southwestern Nigeria.                                                

 

Methodology 

 

Population of the Study 

The population consists of all the academic staff in the six (6) universities in 

southwestern Nigeria which amounted to 7,197. 

 

Sample and Sampling Techniques 

This study adopted a multistage sampling procedure in selecting the respondents. The 

first stage involved purposive sampling techniques in selecting three federal 

universities (University of Ibadan - UI, University of Lagos - UNILAG and Obafemi 

Awolowo University -OAU) and three State universities (Olabisi Onabanjo University- 

OOU, Adekunle Ajasin University-AAU and Ekiti State University– EKSU) making a 

total of six universities from the public universities in Southwestern Nigeria. This is 

appropriate based on the ground of age and conventionality of the programme since 

they are the oldest and leading universities that have a long history of academic 

research productivity profile. All the faculties in these six universities were used in 

order to ensure adequate representation. The second stage involved a proportionate to 
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size sampling technique that is the more the population the more the respondents 

sampled. (UI=239, OAU=279, UNILAG=236, EKS= 169, OOU= 209 and AAU= 168) 

a total number of one thousand and three hundred (1300) academic staff members were 

selected across the six States. This sample size is considered a representative sample for 

the study.  

 

Instruments for Data Collection 

 The questionnaire was basically divided into two sections, namely, A and B described 

as follows  

 Section A. Demographic Indicators. This section contains demographic 

information of the staff.  They are age, gender, marital status and academic 

rank. 

 Section B. Research Productivity Scale. This section is a 10-item scale 

measuring academic staff research productivity. The scale is a 4-point Likert-

scale response. The reliability coefficient recorded on this section was 

Cronbach alpha = 0.74. 

 

Validity of the Instruments 

Face and content validity of the instrument were determined by lecturers from different      

departments in the University of Ibadan. They were requested to assess the instrument 

in terms of clarity of expression, suitability of items, accuracy of answers and content 

coverage; they made suggestions and amendments where necessary.  

 

Reliability of the Instruments 

A pilot study was conducted to ascertain the reliability of the items. Reliability was 

established through administration of the questionnaire to 50 academic staff of Federal 

University of Agriculture, Abeokuta, and Osun State university, Osogbo which are not 

part of the sample for the study. The spilt half correlation was used randomly, and 

Cronbach alpha was used to analyze the data collected which yielded coefficient 0.74 at 

0.05 level of significance.  The more the respondents sampled. The third stage involved 

random sampling technique. On the whole, one thousand and three hundred academic 

staff members were selected across the six States. This sample size is considered a 

representative sample for the study. 

 

Method of Data Analysis 

Data collected was analyzed through the aid of Descriptive statistics, Pearson Product 

Moment Correlation and Multiple Regression at 0.05 level of significance. 

 

Results  

Analysis of Demographic Profiles of the Respondents 

This segment presents the analysis of the demographic profiles of respondents who 

participated in this study using descriptive statistics (mostly frequency count and 

percentages). 

 

 

 

 

 

 

 



GEN 2021, South Africa: Conference Proceedings 

Page - 308 - 
 

Distribution of the Academic staff by Marital Status and Rank  

Variable Frequency Percentage (%) 

Marital Status 

Single 

Married 

Divorced 

Total 

43 

1075 

44 

1162 

3.7 

92.5 

3.8 

100 

Rank 

Assistant Lecturer 

Lecturer II 

Lecturer I 

Senior Lecturer 

Professors  

Total 

77 

433 

227 

336 

89 

1162 

6.6 

37.3 

19.5 

28.9 

7.7 

100 

 

 

 
 

Figure 1: Pie Chart showing frequency distribution by marital status. 
This revealed that out of 1162 academic staff, 92.5% of them are married, 3.8% 

of them are divorced, while 3.7% of them are single. This implies that the 

majority of the academic staff who participated in this study are married. 
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Figure 2: Pie Chart showing frequency distribution by rank 

This revealed that out of 1162 academic staff, 37.3% of them are lecturer II, 28.9% 

of them are senior lecturers 19.1% of them are lecturer I, 7.7% of them are 

professors, while 6.6% of them are assistant lecturers. This implies that the 

majority of the academic staff who participated in this study are lecturer II. 

 

Research Question 1: What is the level of research productivity among academic 

staff? 

Table 1: Distribution of Academic Staff by Number of Publication 

  In your 

estimation 

what is: 

>5 

5<x≤ 

10 

> 10 

10<x≤2

0 

> 20 

20<x 3

0 

> 30 

30<x≤4

0 

>40 

40<x≤

50 

No 

respon

se 

 

 ̅ 

1 the number of 

your empirical 

publication 

294 

(25.3%) 

215 

(18.5%) 

263 

(22.6%) 

102 

(8.8%) 

57 

(4.9%) 

231 

(19.9

%) 

2.3

7 

2 the number of 

your analytical 

papers 

255 

(21.9%) 

334 

(28.7%) 

215 

(18.5%) 

147 

(12.7%) 

13 

(1.1%) 

198 

(17%) 

2.3

0 

3 the number of 

your position 

papers 

500 

(43%) 

233 

(21.1%) 

111 

(9.6%) 

22 

(1.9%) 

0 

(0%) 

296 

(25.5

%) 

1.6

0 

4 the number of 

your journal 

articles 

275 

(23.7%) 

288 

(24.8%) 

198 

(17%) 

149 

(12.8%) 

47 

(4.0%) 

205 

(17.6

%) 

2.3

8 

5 the number of 

your 

conference 

proceedings 

494 

(42.5%) 

229 

(19.7%) 

121 

(10.4%) 

100 

(8.6%) 

13 

(1.1%) 

205 

(17.6

%) 

1.8

6 

6 the number of 

your chapters 

in books 

544 

(46.8%) 

225 

(19.4%) 

64 

(5.5%) 

22 

(1.9%) 

10 

(0.9%) 

297 

(25.6

%) 

1.5

3 

7 the number of 

your papers in 

local journals 

415 

(35.7%) 

349 

(30%) 

142 

(12.2%) 

45 

(3.9%) 

45 

(3.9%) 

166 

(14.3

%) 

1.9

5 

Rank 

Assistant Lecturer

Lecturer II

Lecturer II

Senior Lecturer

Professor

A

LL

Pr

7

Sen-Lec  

Lec I 

Lec II 
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8 the number of 

your paper in 

international 

journals 

372 

(32%) 

278 

(23.9%) 

210 

(18.1%) 

76 

(6.5%) 

47 

(4.0%) 

179 

(15.4

%) 

2.1

3 

9 the number of 

journal articles 

you are 

targeting in the 

next six 

months 

522 

(44.9%) 

240 

(20.7%) 

180 

(15.5%) 

35 

(3.0%) 

0 

(0%) 

185 

(15.9

%) 

1.7

2 

1

0 

the number of 

journal articles 

you are 

targeting in the 

next one year 

160 

(13.8%) 

531 

(45.7%) 

181 

(15.6%) 

47 

(4%) 

35 

(3%) 

208 

(17.9

%) 

2.2

3 

 

Table 1 indicated that 25.3%  of the respondents confirmed that they had more than 

five empirical publications, 28.7%  also reported that they had more than 10 

analytical papers, most of them reported that they had more than five position papers 

(43%), 23.7% said they had more than five journal article, another 42.5% revealed 

that they had more than five conference proceedings papers, 46.8% confirmed that 

they had more than five chapters in books, 35.7%  of the respondents reported that 

they had more than five local journal articles,  32.0% reported that they had more than 

five international journal article, 44.9% of the respondents are targeting more than 

five publications in the next six months , while in the next one year, 45.7% of them 

are targeting more than 10 publications. These implies that when considering the 

views of the majority (by 40%), it can be inferred that majority of the respondents 

prefer to write chapters in books, target more than 10 publications per year, more than 

five position papers in six months, and write position papers for conference 

proceedings. 

 

Research Question 2: To what extent did marital status contribute to the prediction 

of academic staff research productivity? 

 

Table 2: Summary of analysis of marital status to the prediction of academic staff 

research Productivity  

Age Range  N Mean Std. 

Deviation  

Sum of 

Squares  

Df Mean 

Square  

F Sig 

Single 43 16.3837 2.42896 486.949 2 243.474 13.276 .000 

Married 1075 19.8095 4.39777 21255.336 1159 18.339   

Divorced 44 19.4773 2.34261 21742.284 1161    

Total 1162 19.6702 4.32749      

 

Table 2 revealed that there was a significant difference in the research productivity of 

academic staff based on marital status; F(2, 1159)= 13.276, p< 0.01, η
2
= 0.022 . The 

table further reveals that married academic staff had the highest research productivity 

(mean= 19.81), followed by the divorced (mean= 19.48) and the singles (mean= 

16.38). Size of effect revealed that marital status contributed 2.2% in the variation of 

academic staff research productivity. That means marital status had small effect in the 

prediction of research productivity of the academic staff. 
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Research Question 3: To what extent did rank contribute to the prediction 

of academic staff research productivity? 

 

Table 2: Summary of analysis of rank to the prediction of academic staff research 

productivity  

Rank N Mean 

Std. 

Deviation 

Sum of 

Square

s Df 

Mean 

Square F Sig. 

Ass-Lecturer 77 17.6169 2.94874 1281.252 4 320.313 18.113 .000 

Lecturer II 433 18.7956 4.47486 

20461.03

3 1161    

Lecturer I 227 19.8315 4.80597 

20461.03

3 1157    

Senior 

Lecturer 336 20.7083 3.62790      

Professor 

and 

Associate 

Professors 89 21.3708 4.15675      

Total 1162 19.6702 4.32749      

 

Table 2 indicated that there was a significant difference in the research productivity of 

the academic staff by rank; F(4, 1157) = 18.113, p<0.01, η
2
= 0.058. It was further 

discovered that Professors and Associate Professors have the highest research 

productivity (mean= 21.3708), followed by senior lecturers (mean= 20.708), lecturers I 

(mean= 19.83), lecturer II (mean= 18.79), and Assistant lecturers (mean= 17.62). Size 

of the prediction revealed that cadre accounts for 5.8% in the prediction of academic 

staff research productivity. 

 

Hypotheses 

The following hypotheses were tested at 0.05 level of significance.  

 

Hypothesis 1: Demographic factors will not relatively and significantly predict 

academic staff research productivity in universities in southwestern Nigeria. 

 

Table 3: Regression summary of relative contributions of the demographic factors 

 (rank and marital status) to the prediction of academic staff research 

productivity 

 Unstandardised 

Coefficients 

Std. 

Error 

Standardised 

Coefficients 

T P Remark 

 Beta 

(Constant) 19.130 1.113  17.188 .000 Significant 

Marital .864 .459 .055 1.881 .060 Significant 

Rank .651 .122 .178 5.330 .000 Significant 

 

Table 3 showed that the two predictor factors (marital status and rank) were potent 

predictors of academic staff productivity. The most potent factor was rank (Beta = .178, 

t= 5.330, P<0.05); followed by marital status (Beta =.055, t = 1.88, P<0.05) These 

  



GEN 2021, South Africa: Conference Proceedings 

Page - 312 - 
 

implies that the two factors do predict academic staff research productivity. Hence, the 

null hypothesis is rejected, that is, each and all of them predict research productivity of 

the academic staff but in different magnitude. Demographic factors (marital status and 

rank) do predict academic staff research productivity and rank was the most influential 

factor. 

 

Hypothesis 2 Demographic factors will not jointly and significantly predict academic 

 staff research productivity in the universities in southwestern, Nigeria. 

Table 4 showed that the two predictor factors (marital status and rank) were potent 

predictors of academic staff productivity. The most potent factor was rank (Beta = .178, 

t= 5.330, P<0.05); followed by marital status (Beta =.055, t = 1.88, P<0.05) This 

implied that the two factors do predict academic staff research productivity. Hence, the 

null hypothesis is rejected, that is, each and all of them predict research productivity of 

the academic staff but in different magnitude. The demographic factors (marital status 

and rank) do predict academic staff research productivity, rank was the most influential 

factor.  

Therefore, the posited hypothesis is rejected 

 

Discussion of Findings 
The study examined the predictive roles of rank and marital status on academic staff 

research productivity. Research question one sought the level of academic staff 

research productivity. It was found out that the research productivity of the academic 

staff is generally on the average. This study corroborated the study of Kyaligonza 

(2015) who established that the total research productivity of academic staff is on 

average. This study established that the research productivity of the academic staff is on 

the average in chapters in books which contradict the submissions of Okiki and 

Mabawonku (2013) that the research productivity of the academic staff in Nigerian 

Universities was lower in chapters in books and that of Olatokunbo (2014) that the 

research productivity of the academic staff of Nigerian universities was high in chapters 

in books. 

  The second research question sought to know the extent to which marital status 

contributed to the academic staff research productivity.  The study found that there is a 

significant difference in the research productivity of academic staff based on marital 

status; F(2, 1159)= 13.276, p< 0.05, η
2
= 0.022 married and single academic staff differed 

significantly in their research productivity.  It was further revealed that married 

academic staff had the highest research productivity (mean= 19.81), followed by the 

divorced (mean= 19.48) and the singles (mean= 16.38). Size of effect reveals that 

marital status contributed 2.2% in the variation of academic staff research productivity.  

This contradicts the findings of Teoderescu (2013) that suggested that women and 

especially married ones tend to produce less research than men across disciplines and 

they tend to devote most of their time on family issues.  

The study also examined the extent to which rank contributed to the research 

productivity of the academic staff, and found that there is a significant difference in the 

 

Table 4.: Regression summary of joint contribution of demographic factors (marital 

status and rank) to the predictors of academic staff research productivity 

Model R R Square Adjusted R 

Square 

Std. Error of the Estimate 

1 .252
a
 .063 .060 4.19556 
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research productivity of academic staff by cadre; F(4, 1157) = 18.113, p<0.05, η
2
= 0.058. 

It was further discovered that professors and associate professors have the highest 

research productivity (mean= 21.3708), followed by senior lecturers (mean= 20.708), 

lecturers I (mean= 19.83), lecturers II (mean= 18.79), and assistant lecturers (mean= 

17.62). Size of influence reveals that cadre accounts for 5.8% in the prediction of 

academic staff research productivity.  This is corroborated by the findings of 

Kyaligonza (2015); Anumaka (2014) and Olatokunbo (2013) that research productivity 

was high among professors, associate professors and senior lecturers.  

  The first hypothesis examined whether demographic factors relatively predicted 

academic staff research productivity. It was discovered that demographic factors 

relatively contributed to the prediction of academic staff research productivity. 

Therefore, the null hypothesis is rejected. The most potent factor was rank (Beta = .178, 

t= 5.330, P<0.05); followed by marital status (Beta =.055, t = 1.88, P<0.05) This study 

is in line with the findings of Temesgan and Murray (2011) that demographic factors 

relatively influenced academic staff research productivity. 

  The second hypothesis tested examined whether demographic factors jointly 

contributed to the prediction of academic staff research productivity. There was a joint 

contribution of demographic factors to the prediction of academic staff research 

productivity; f (4,1157) =19.54, p<0.05) and accounted for 6.0% (adjusted r=0.060) in 

prediction of the dependent variable.  This study corroborates the findings of 

Anyaogwu and Mabawonku (2014) that demographic variables have significant 

positive relationship with research productivity of academic staff in Nigerian 

universities. 

 

Conclusion 

The study investigated demographic factors as predictors of academic staff research 

productivity in Southwestern Nigeria. It was discovered that demographic variables 

significantly correlated and jointly predicted academic staff research productivity. The 

most potent predictor of research productivity was rank followed by marital status. 

Also, the marital status of the academic staff has an inverse relationship with research 

productivity of an academic staff. 

By implication, it could be concluded that at the long run the higher the rank of 

the academic staff the higher the quality and quantity of academic staff research 

productivity. More so, the lower the rank of the academic staff is, the lesser or the 

poorer the quality and quantity of academic staff research productivity, Therefore, if all 

these are taken into consideration, the academic staff research productivity will 

improve, the students will gain a lot and more qualitative graduates will be produced 

for the nation. 

 

Recommendations 

Based on the above findings the following are hereby recommended. 

 The management of the universities to always put the demographic variables 

{rank and marital status) of the staff to be employed into consideration. 

 Research work should be encouraged among academic staff in universities 

irrespective of gender, marital status and rank 

   An enabling environment should be provided in the universities for more 

research-oriented activities  

 The government should extend more funds to the universities for the purpose of 

fostering research activities rather than the ―publish or perish‖ syndrome. 
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  The National Universities Commission is enjoined to include quantity and 

quality in their yard stick for the accreditation of any department in any university in 

Nigeria. They are also expected to rate the internet presence of those research 

publications. 
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Abstract: 

The problem of transition from school to university in the first year of undergraduate 

study remains a topical issue. The first year of university is a time fraught with 

difficulties for students. Educators and students addressing these experiences need to 

identify which experiences to address, and how to support students in overcoming them. 

Most studies have focused on students‟ experiences with single difficulties, such as 

finances, or workload, or family issues. This literature review aims to investigate the 

first-year students‟ experiences of multiple difficulties in the university. From extant 

studies, diverse factors can affect the performance of students. Some of these include 

the number of subjects for which a student registers per year, cognitive factors (such as 

language proficiency), and non-cognitive factors (such as the locus of control and 

study habits). The paper provides evidence from existing literature that the students at 

the universities are faced with significant academic challenges, as a result of the poor 

socio-economic backgrounds from which most of them come, and the low levels of 

education which they received from the poorly-equipped education system. It is 

therefore recommended that Faculty and staff need to recognise that students are 

already different in their attitudes and behaviour as a result of the social and 

technological revolution. They need also to understand, nourish and find ways to 

influence the peer culture, and utilise how students are affected by what they perceive 

as the normative behaviour of their peers in the social environment. 

 

Keywords: Academic support, experiences, first-year students, transitional 

experiences, university. 

 

Introduction  
The problem of transition from high school to university remains a topical issue in the 

South African educational system. The first year of undergraduate study, commonly 

known as First-Year Experience (FYE) (van Zyl, 2013; Kift, 2015) is usually linked to 

the discourse of educational disadvantage (Leibowitz & Bozalek, 2014), and this has 

certain implications for academic development practices (Scott, 2009b). In South 

Africa, the educational disadvantage is explained as mostly accountable for the access–

throughput disparity since the new regime in Higher Education post-1994 (CHE, 

2016a; CHE, 2013).   

The first year of university is a time fraught with difficulties for students. 

Lecturers and students addressing these experiences need to identify which experiences 

to address and how to support students in overcoming them. Studies to date have 

focused on students‘ experiences with single difficulties, such as finances, or workload, 

or family issues (Bexley, Daroesman, Arkoudis & James, 2013). The current literature 

review aimed to investigate students‘ experiences of multiple difficulties. Specifically, 

mailto:psakati0@gmail.com
mailto:nngibe@ufh.ac.za
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the researchers wanted to know how different types of difficulties are related to one 

another (in terms of relative size) and whether students‘ perceptions related to how they 

engaged with their difficulties. Understanding these experiences has positive 

implications for helping students to engage with their difficulties and develop 

resilience. 

 

Background to the Study 

Internationally, going to university is an exciting new phase in life, with all the 

adventures that come with it, especially for students who move out of their parent's 

house and start to live on their own in a new city (van Rooij, 2018). Though many 

students do not know what to expect, and some have unrealistic expectations about 

university in general (Heublein, Ebert, Hutzsch, Isleib, Konig, Richter & Woisch, 

2017) or about the specific degree programme they have chosen to pursue (De Buck, 

2009). About one-third of all students in the Netherlands move out of their parental 

house when they start their post-secondary studies (Kences, 2016), which means that 

for many students, the transition not only entails academic but also the social 

adjustment to the new situation, for instance, dealing with freedom and independence.  

Over the last two decades, Australia has witnessed widespread scholarly investigation 

and interventions to improve engagement and reduce attrition during the first year of 

university (Nelson, Clarke, Kift, & Creagh, 2011). The same period has witnessed an 

increase in a diverse Australian university student population, from 164,711 students in 

2004 to 270,362 in 2014. Despite this growth, the diversity of the student population 

has remained relatively stable. The Department of Education (2015) provided the 

following statistics of a slight increase in the proportion of students: 

 Living in low socio-economic circumstances, 17.2% in 2004, and 18.6% in 

2014; 

 With indigenous heritage, 1.5% in 2004 and 1.7% in 2014); 

 Living with disability, 3.4% in 2004 and 5.4% in 2014; or  

 Who had non-English speaking backgrounds, 3.4% in 2004 and 4% in 2014. 

 

In Europe and America, the literature indicates that the conception of student transition 

has been approached from a broadened perspective. The works of Tinto (1987; 2008) 

continue to inform the literature as seminal texts on first-year transition, success, and 

progression in university. The broad areas covered in the literature on student transition 

also include Yorke and Thomas‘s (2003) UK study on transition and student diversity. 

Yorke and Longden‘s (2007) work on student expectations, Westlake‘s (2008) student-

focused university transitional support, Briggs, Clark and Hall (2012) research on 

transition and student identity, and Gibbons‘ (2017) work on career development and 

underprepared students, just to mention a few. Similarly, recent work in Asia identifies 

a conceptual approach to transition which emphasizes the need to bridge the rift 

between academic and social support needs and transitional skills support needs in 

current transition practices (Ponnudurai & Ganesan, 2018). 

Most other studies in Europe, America, Asia, and Africa focus on first-year 

students‘ experiences, and attrition and retention programmes (Willcoxson, Cotter & 

Joy, 2011). The literature catalogue varying and different ways students experience 

transition in university. According to Kantanis (2000), students experience not just 

academic culture shock in their transitional adaptation in the university environment 

but also the emotional shock of leaving the familiar home environment to a life at 

university, which in many ways differs from home. An explanation commonly adduced 

for the shock that students experience in their transition is that they enter the university 
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environment with little preparation, which means little or no clarity of what to expect 

and, are ignorant of what impact the university environment can have on their lives 

(Upcraft & Gardner, 1989).  

Predominantly, the literature on first-year students‘ or what some refer to as 

‗freshman students‘ experiences in Africa approached the issues of transition in 

university from student adjustment perspectives. In Ethiopia, first-year students are 

reported to experience major adjustment difficulties in university in the areas of 

educational, social, and personal-psychological issues of life on campus (Jemal, 2011), 

including mistreatment by university staff (Moges & Amare, 2004). These experiences 

are seen to result from inadequate preparations for adjusting to campus culture; the 

overwhelming new values, norms, and unexpected standards, communication barriers, 

and varying educational expectations in university (Jemal, 2011). Life away from 

home, and absence of familial support also implied that first-year students experience 

social adjustments problems more than academic and personal-psychological 

challenges (Abebayehu, 2000; William, 2004).  

These findings are similarly echoed in studies in Zimbabwe. According to 

Mutambara and Veni (2012), first-year students in Zimbabwe experience a lack of 

social support, which buffers their stress and contributes to their moody feelings. 

Another study in Zimbabwe found that first-year students experience frustrations from 

academic issues because of examination grades, poor facilities, inadequate high school 

preparation for university grades, and poor feedback (Chidzonga, 2014). Likewise, 

Mwangi‘s (2016) study in Kenya reveals that first-year students experience academic 

writing difficulties because of their inability to navigate the three stages of language 

production, which are construction, transformation, and execution (Anderson, 1995), 

and therefore face barriers to express themselves correctly and coherently in the second 

language of instruction. Another study in Kenya indicates that first-year students face 

difficulties from cultural shock due to contrasting experiences of their previous (home) 

environment and present (university) environment, unmet expectations, and what is 

termed as ‗fear of the unknown‘ (Wangeri, Kimani & Mtwelelu, 2012).  

However, there are, on the other hand, positive experiences reported in the 

literature on the first-year transition in university. Thomas (2002b) observes that 

creating new social networks at university can provide the student needed support to 

overcome adjustment difficulties. This is also affirmed by Mutambara and Veni‘s 

(2012) and Law‘s (2007) findings that friends on campus were the main source of 

support in terms of adjustment to life in university for the first-year students. 

Correspondingly, Heaven (2000) suggests that the first-year students benefit from 

experiences of; feeling grown-up, a wider variety of choices of what modules to study, 

more time to spend with peers, greater independence from parental and adult 

surveillance, more opportunities to explore lifestyles and different values, and being 

challenged intellectually by academic work. 

In South Africa, FYE discourse has largely been embedded in academic 

development practices (Scott, 2009b). Academic development includes a plethora of 

interventions and programmes (van Zyl, 2013; van Zyl, 2017) either experimented or 

adopted by universities to enhance access, improve progression and ensure academic 

success. These practices, which are meant to support successful FYE students‘ 

transition in university, are not only characteristically top-down in design but 

essentially institution-led in conception (Samson, 2017). Also discussed in the literature 

is the issue of lack of articulation of FYE and transition programmes in universities, 

often discussed as the ‗articulation gap‘ (Shay, 2015; Scott, 2009b), and poor uptake or 

ownership of FYE interventions by first-year students (van Zyl, 2017). 
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Statement of the Problem 

It is reported in 2000 to 2008 that first time entering undergraduate cohort studies for 

public Higher Education Institutions (HEIs) that whereas gains seem to be made in 

student drop-out, attrition remains high in the first to second year transition (DHET, 

2016). It is estimated that a fifth of all first-year entrants in Higher Education nationally 

will drop out in their first year (van Broekhuizen, 2016; van Zyl, 2017;). However, the 

report emphasises the lack of sufficient knowledge of the learning needs of the majority 

of the student body in the higher education system as critical to the high rate of attrition 

despite increasing participation (CHE, 2013). This contention is equally implied in van 

Zyl‘s (2017) assertion that low levels of student success and the challenges of the first-

year transition are ―extremely complex systemic phenomena‖. Perhaps more than 

anything, both assertions point to the need to problematize the meaning and 

understandings students give to the challenges of the first-year transition at university 

from their own experience and in their voices.  

Beyond this, van Zyl‘s (2017) assertion likewise signals the need to trouble and 

unbundle what constitutes first-year student academic risk. This is important not only to 

make the experiences and challenges of the first-year transition discursive and relevant 

to the context but to draw on the student‘s own experiences to define their learning 

needs and explain what these imply for academic development practices that aim to 

meet the same needs. In other words, the assertion warrants an understanding of the 

challenges of the first-year transition that draws from a multiple and nuanced lens as 

opposed to a centric, top-down, and dominant institutionally derived perspective, which 

tends to leave out the student‘s voice. Smit (2012:98) stresses the need to ―find ways of 

researching the full texture of the student experience…‖ This assertion applies to the 

first-year students‘ transitional experience in South African universities.   

 

Purpose of the study 

The purpose of the current study was to investigate the first year students‘ experiences 

of multiple difficulties in the university 

 

Overview of the Literature Review 

In the domain of Higher Education, a great diversity of factors can affect the 

performance of students. One of these factors is the number of subjects for which a 

student registers per year. In addition, cognitive factors, such as language proficiency, 

and non-cognitive factors, such as the locus of control and study habits, all exert 

significant influence on performance, retention, and throughput (Tanga & Maphosa, 

2017). The following aspects make up this review of the literature.  

 

Poor Academic Performance 

In the context of the topic of this study, poor academic performance may be understood 

as an inability to produce successful results immediately (Johnson, 2002). As pointed 

out by Tinto (2006), poor academic performance will inevitably ensue when students in 

higher education institutions do not respond well to the teaching methods employed. 

Institutions of higher education present students with a host of academic challenges to 

overcome to succeed and graduate, such as mastering the content of courses 

cognitively, successfully coping with demanding study material, effectively managing 

time, and so on. Remaining persistent and persevering with these challenges are the 

attributes that define and express the psychological construct of achievement at higher 

education institutions (Johnson, Taasoobshirazi, Kestler & Cordova, 2014). 
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Brown (2010) investigated the phenomenon of dropping out from higher education in a 

study conducted in rural secondary schools in the Eastern Cape of South Africa using 

focus group discussions. The study found that the main cause of dropping out 

concerned the failure of students to adapt to the demands of higher education. It also 

found that this was directly related to the school system not preparing students 

adequately, resulting in some students finding the adjustment to the demands of higher 

education difficult. The second cause of students dropping out to a large extent 

involved the institutions themselves. Brown attributed the failure of particular students 

to the admission policies of universities, maintaining that they did not function 

effectively to exclude those students who lacked the necessary intellectual capacity and 

skills. It is also in the light of this orientation that the paper sought to explore students‘ 

academic challenges at the university. 

 

Academic Support or Academic Development to Students’ Support in the First 

Year at the University 

Boughey (2007) explains that academic support was established in South Africa in the 

early 1980s by four English-speaking, liberal Historical White Universities (HWUs) 

(Natal, Rhodes, Cape Town, and Witwatersrand). It was aimed at supporting the few 

black students admitted to study in those universities but considered as ‗underprepared‘ 

for tertiary study given the poor quality of their educational experiences. Boughey 

(2007) describes the early student support initiatives which were being provided within 

the ―context and background of students who were affected personally and 

academically by political events.‖ Likening it to what Grant and Knowles (2000) called 

‗academic housework‘, which implies sort of selfless pastoral care from support 

practitioners within universities, she claims that student support initiatives at the 

institutional level ―were largely constructed around the idea of giving black students an 

equal chance in institutions modelled on European universities‖ (Boughey, 2007:34). In 

disagreement with its orientation, Boughey (2007), citing Salter and Tapper (1993) thus 

contends that in practice;   

… early South African Academic Support initiatives were involved in 

the transmission of unquestioned values and ways of behaving to black 

students with „potential‟ and, in doing so, were implicated in the 

construction of the „elite homogeneity buttressed by ideological 

consensus‟... 

 

Accordingly, in examining the underlying frameworks of early support initiatives for 

transition to university, Samson (2017) affirms that these initiatives overlooked 

students‘ ties to their backgrounds and as such did not take into cognizance the student 

positionality (Tinto, 2006), and questions the social structures that construct the 

university as a different ‗world.‘ Samson (2017) further asserts that framing the 

transition experience for the student as a loss, which disconnects from the student‘s 

ways of knowing and being, potentially makes the student a stranger in the new ‗world‘ 

of the university. Perhaps, this forces a shift of focus from support to academic 

development, envisaged as structural alignment of FYE within the structures of the 

institution (Boughey, 2007) in ways that make provision of spaces wherein student 

experiences are not merely pre-empted but, importantly ―articulated by students 

themselves.‖ Thus, this brings student positionality (Boughey, 2007) and voice to the 

FYE discourse in questioning the ―very social structure that constructs the university as 

a different world‖ (Samson, 2017). 
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Taking a broader position of the first-year experience, McInnis (2001) pointed out that 

university students are experiencing not only academic development but also social, 

emotional, and moral development. Therefore, researchers investigating the first-year 

experience would do well to investigate the social circumstances surrounding the 

student rather than focusing on small milieu or singular academic issues. McInnis‘ 

argument is best demonstrated by large scale whole-of-university approaches such as 

the approach to student health in the United Kingdom (UK) (Orme & Dooris, 2010) 

and to the first-year experience in Australia (Fernandez, Howse, Rubion, Valera, 

Thorncraft, Noone, Luu & Salvador-Carulla, 2016).  

These approaches take a long time to develop but have a large-scale impact. 

Nelson et al. (2011) made a similar argument in their review of Australasian research 

of the first-year experience. They identified three ―generations‖ of research trends that 

evolved from isolated, subject or faculty-specific studies of individual student 

characteristics, to studies of curriculum and transition pedagogies, to larger-scale 

whole-of-institution approaches. Although the scope of the current study does not have 

the breadth of a whole-of-university approach, it does consider the relationship between 

various social, personal, and academic difficulties that students face. It also investigates 

the difficulties for first-year students across two cohorts, one year apart. Using two 

cohorts allowed us to ask whether there were any time-specific difficulties, or whether 

the various difficulties that students faced were relatively stable across cohorts.  

 

A Developmental Psychological Approach to First-Year Students’ Difficulties  

From a developmental psychological perspective, young people engage with the 

various contexts of their life in active ways so that events happening in one context are 

likely to affect other contexts (Lerner, Theokas & Jelicic, 2005). The academic 

difficulties that a student faces in curricular domains are affected by – and affect – their 

experiences outside of the curriculum (at home, with friends, and in the workplace). For 

example, ongoing distress arising from family, academic, or work-life can limit a 

person‘s cognitive capacities, such as memory, attention, concentration, and decision 

making (Marin, Mullin, Michael, Foy & Arora, 2011). This can have negative 

consequences for a student‘s learning experiences, as well as for their social and 

professional experiences. Mastery over one‘s difficulties, in any domain, is associated 

with healthy development and wellbeing (Brooker & Lawrence, 2012). With the right 

scaffolding and support, difficult experiences can become opportunities for a person to 

develop new skills and resources. The reward upon overcoming the difficulty is not 

only the absence of the difficult circumstance but also the development of the person‘s 

abilities (Brooker & Lawrence, 2012). If the difficult situation is instead avoided, then 

these rewards are not achieved. The task for universities is to help students overcome 

difficulties rather than avoid difficulties altogether. 

Lazarus and Folkman (1984) and Lazarus (2006), in their transactional model of 

stress and coping, distinguished between difficulties that can be mastered and 

difficulties that lead to avoidance. They identified four different ways that a person 

appraises a situation. If the situation requires effort or causes discomfort, it might be 

appraised as either: (a) harmful, if it is currently causing the person damage or loss; (b) 

threatening, if harm is currently not occurring, but is likely to occur in the future; or (c) 

challenging, if there is potential for a positive outcome in the future. If there is no 

difficulty (no effort required and no discomfort), then the situation might be appraised 

as (d) benign. The person then makes a second appraisal about whether and how they 

can engage with the difficulty: threatening or harmful difficulties illicit avoidance or 

stagnation; whereas challenging difficulties to invite engagement.  
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The transactional nature of this model means that the person changes their appraisal of 

the situation as their resources or skills change. What might seem threatening at first 

(for instance, a student‘s uncertainty about academic abilities) is likely to change as the 

student receives feedback from their teachers and peers and when s/he practices. This 

transactional approach builds upon the earlier question of ―which difficulties facing 

first-year students should universities address?‖ and also asks ―how might students‘ 

appraisals of their difficulties help them to overcome their difficulties?‖ Answering 

these questions can identify opportunities to help students thrive in their first year of 

university.  

Many studies of the student experience rely on consultations with teaching 

academics or support services and university leaders. Asking various experts for their 

advice is, of course, warranted, as any single perspective is framed by inherent biases 

that may or may not match other people‘s realities (Brinkworth, Burke da Silva, King, 

Luzecky, Mc Cann & Palmer, 2013; Murray, 2013, Carey, 2013). They argue, however, 

that there are two clear benefits to asking students for their perceptions of their 

experiences. First, individuals are the experts of their own lives and can provide 

nuanced, meaningful insights into the issues that affect their lives (Wynaden, 

Wichmann, & Murray, 2013). Carey‘s (2013) seminal paper reported studies in which 

young children and teenagers discussed their experiences of equity and fairness in a 

local childcare centre. Their discussions lead to systemic changes in the childcare 

centre that improved processes and teaching practices (Wynaden, Wichmann, & 

Murray, 2013). The young children and teenagers‘ views regarding the systems in 

which they live offered new frames of reference that were not immediately apparent to 

their adult caretakers. ―If these young children and teenagers can become reliable 

consultants, so too can young adults and university students‘ contribute to discussions 

about improving university processes.‖ (Wynaden et al., 2013: 17) In their argument 

they found much support in the university context, in research addressing mental health 

(Trowler & Trowler, 2010), quality assurance and curriculum design (Elassy, 2013). 

Second, ―if individual‘s perspective comes with inherent biases and a person‘s 

appraisals can change over time, then there is a benefit in understanding how those 

biases and perceptions influence the person‘s behaviour‖ (Lazarus, 2006: 49). By 

giving students a space to voice their perceptions, it will identify different types of 

perceptions (appraisals) that students use to frame their difficulties. These different 

appraisals might offer solutions for helping students engage with their difficulties and 

work to overcome them. 

 

Conclusion 

The students at the universities are faced with significant academic challenges as a 

result of the poor socio-economic backgrounds from which most of them come and the 

low levels of education that they received from the poorly-equipped education system. 

The academic difficulties that a student faces in curricular domains are affected by – 

and affect their experiences outside of the curriculum at home, with friends, and in the 

workplace. These challenges have negative consequences for a student‘s learning 

experiences, as well as for their social and professional experiences. Students should be 

provided a platform for appraising their difficulties. These different appraisals might 

offer solutions for helping students engage with their difficulties and work to overcome 

them. 
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Recommendations  

Based on the literature reviewed, the following recommendations need to be taken into 

consideration: 

 Faculty and staff need to: 

 Recognise that students are already different in their attitudes and 

behaviour as a result of the social and technological revolution. 

 Understand, nourish and find ways to influence the peer culture. 

 Understand and utilise how students are affected by what they perceive as 

the normative behaviour of their peers in the social environment. 

 A campus must still offer deliberate classroom and out-of-class opportunities for 

student personal awareness and exploration to take place. 

 Campuses need to provide opportunities for students to explore the meaning and 

purpose of their life activities. 

 The information revolution has created the need to reduce pressure on students to 

accumulate a personal knowledge base and, instead, emphasize the development of 

process tools for information retrieval. 

 Students need to have skills to manage their daily life 
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Abstract 

The global education expansion project has been a signature feature of the world for 

the past seventy-five years.  The terrain of the biggest education expansion drive in 

human history has been the past seventy-five years in Africa.  Yet after seventy-five 

years, the impressive gains made is counter-balanced by a host of challenges, on all 

three dimensions of quantity, quality and equality. In addition to this, the Covid-19 

pandemic swept over Africa, radically impacting education.  This chapter surveys the 

evolution of education in Africa, and the impact of the Covid-19 pandemic.  The 

strengths, weaknesses, opportunities and threats brought by the crossing of paths of 

education development and the outbreak of the Covid-19 pandemic in Africa are then 

identified, with the final aim of using these findings to chart the way forward for 

education development in Africa.  In guiding the principals steering the education 

changes necessitated by the Covid-19 pandemic, and the public discourse undepinning 

these changes, the scholarly field of Comparative and International Education seems to 

be ideally equiped 

 

Introduction  

In the public life of Africa as well as the individual lives of Africans, education 

occupies a central place.  Yet education on the continent is facing its share of 

challenges.  In 2020, the Covid-19 pandemic swept over the continent, affecting all 

spheres of society, including education.  The aim of this paper is to tease out the threats 

and opportunities which the pandemic is posing to education, especially with respect to 

the strengths and weaknesses of education in Africa. 

The paper commences with a survey of the global education expansion project 

as the canvass against which the education expansion project of Africa should be 

viewed as part of this global education expansion drive.  That is followed by a survey 

of the societal context of Africa, as education in Africa is, as in all parts of the world, 

being shaped by the societal context in which it is embedded.  The developmental 

trajectory of education in Africa is then reconstructed, and the current state of education 

assessed.  Subsequently, the outbreak of the pandemic is briefly portrayed, after which 

the SWOT (strengths, weaknesses, opportunities and threats) is carried out. 

 

The Global Education Expansion Project 

Significance in History 

Since the mid-twentieth century various attempts have been made to typify the age.  

First it was fashionable to talk about the ―atomic age‖, or the ―age of the division of the 

atom‖, then ―the space age‖, then various scholars and public commentators have 

identified the population explosion (e.g. Paul Kennedy), technology (e.g. Alvin 

Toffler), globalisation (e.g. Thomas Friedmann), or the ecological crisis (e.g. Al Gore) 

as the prime feature of the contemporary age.  While each of these has merits, one, 

often overlooked hallmark of the current age is the education revolution. In the last 
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seventy-five years, more education expansion has taken place than in the entire prior 

history of humanity. 

 

Causes and Expectations 

After having existed long on the fringe of society, and seen as a luxury, or even a waste 

of resources, education rose during the second half of the twentieth century to become 

the single biggest expenditure on the public budgets in most countries, as education 

came to be seen as a panacea for the total round of problems or challenges facing 

society.  These include, but is by no means limited to, the stimulation of economic 

growth (as human capital theory posits education as the most effective means to effect 

economic growth, and by implication, to eradicate unemployment), to bring about 

modernisation (as modernisation theory contended that, in the second half of the 

twentieth century with the advent of independence of many countries, education is the 

main instrument to effect modernisation of societies/countries), to forge national unity 

and to entrench a democratic culture, to secure peace (as peace education protagonists 

proclaimed), to bring about intercultural respect (as advocates of intercultural education 

claimed) or to facilitate both individual and group social mobility (see OECD, 2018). 

 

Extent 

The extent of the global education expansion project can be appreciated from the 

growth in enrolment totals and enrolment ratios since the mid-twentieth century as 

respectively presented in tables 1 and 2 below: 

 

Table 1 Growth in Enrolments Worldwide (x 000), 1950-2019 

Level 

Year 

Primary education Secondary 

education 

Higher education 

1950 177 145 38 040 6 317 

1960 243 487 68 926 11 174 

1970 411 304 169 227 28 084 

1980 541 556 264 379 51 037 

1990 596 853 315 008 88 613 

2000 654 722 450 397 99 511 

2010 695 204 543 488 180 207 

2019 739 447 601 267 227 556 

(Sources of data: UNESCO, 2021-3; Wolhuter, 2021). 

 

Table 2 Growth in Gross Education Enrolment Ratios, 1950-2019 (Percentages) 

Education level 

Year 

Primary 

education 

Secondary 

education 

Higher 

education 

1950 59 13 5 

1960 62 40 8 

1970 89 36 9 

1980 96 46 12 

1990 99 52 14 

2000 99 60 19 

2010 107 70 30 

2019 102 76 39 

(Sources of data: UNESCO, 2021-3, Wolhuter, 2021-3, 2022)  
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Assessment 

The assessment of an education project entails three dimensions: a quantitative, a 

qualitative and an equality dimension.  As for the quantitative (enrolments), despite 

spectacular progress made in the last seventy five years, as tables 1 and 2 show, the 

challenge remains huge.  Even before the outbreak of the COVID-19 pandemic, 17% of 

the 258 million children of school-going age across the globe were not attending school 

(UNESCO, 2020: 6).  Higher education is even more selective.  But it is not only 

access to or participation in education (the quantitative) that matters.  In an article 

published in the highly ranked journal Science, Erik Hanushek and Ludger 

Woessmann‘s (2016) empirical analysis showed that when it comes to education‘s 

return in economic growth, quality of education matters more than quantity.  In terms 

of all components of quality: input (financial and physical resources), process (teachers, 

teaching learning, administrative underpinning), outcome (achievements) and product 

(effect of education on lives of individual graduates and on society) quality, the 

position in many parts of the world is far from satisfactory (see Wolhuter & Jacobs, 

2022).  Then finally, in terms of gender, socio-economic descent, ethnicity/race, and 

geography, education worldwide is very unequal (see Wolhuter & Jacobs, 2022).  At a 

global level, inequalities in terms of socio-economic status (i.e. affluence or poverty of 

nations) are very stark.  In 2018-19, high-income countries were spending annually the 

equivalent of $8,501 for every child or youth‘s education compared to $48 in low-

income countries (UNESCO, 2021-4).  The ―learning poverty rate‖, that is the 

percentage of 10-year-olds unable to read a short, age-appropriate text – was 53 percent 

in low- and middle-income countries prior to COVID-19, compared to only 9 percent 

for high-income countries (Ibid.). 

 

Africa: Societal context 

Geography 

Africa covers 30.37 million square kilometres.  This is a large tract of land, the size not 

evident in the conventional Mercator projection of the world map, but North-America, 

India and China can comfortably fit into the borders of Africa. 

 

Demography 

The population of Africa totals 1.3 billion (May 2021) (Worldometers, 2021-2).  It is 

after Asia, the most populous continent, and is the continent with the swiftest 

population growth rate.  This makes for a youthful population and directs a strong 

imperative for the expansion of education.  The United Nations predicts the global 

population to increase by approximately 2 billion between 2020 and 2050, of which 

more than 50 percent will be in Sub-Saharan Africa (The Economist Intelligence Unit, 

2020: 2020). 

 

Socio-Cultural Situation 

Socially and culturally, the continent is diverse even within the borders of single 

countries, diversity is huge.  An indication of this diversity is the number and diversity 

of languages in Africa.  Some estimates put the number of languages spoken in Africa 

as home languages as high as 2 000 (Coyne, 2015: 620).  Most of these languages have 

relatively few speakers with the median being only 25 000 (Lewis et al. 2013).   

 

Politics 

The countries of Africa are recent creations, with borders arbitrarily demarcated by 

European colonising powers in the late nineteenth century, to suit European interests.  
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Most African region attained independence around 1960.  The first three decades after 

independence were turbulent.  After 1990 constitutional democracy gained traction.  

However, since about 2005 regression is noticeable (see Mills et al., 2019).  Politically 

many states in Africa are simultaneously the worst of two possible worlds: On the one 

hand, they are weak or even failed states (not able to deliver the basic services of 

government, such as securing life and property of citizens and of national borders), on 

the other hand, these governments are creating in an overly regulating environment; 

stifling the autonomy of civil society and setting in place a policy environment not 

conducive for the growth of a vibrant economy. 

 

Economy 

The political situation, as portrayed in the preceding section, as well as international 

economic developments, resulted in paltry economic performances of the economies of 

Africa during the first three decades after the attainment of independence, particularly 

in the 1980s.  Concomitant to the democratisation process of the 1990s, a process of 

liberal economic reforms took place.  After registering positive economic growth rates, 

regression set in since about 2010.  In 2020, amidst the Covid pandemic, the economy 

of the continent contracted by 2.1 percent (African Development Bank Group, 2021).  

Currently 22 African countries are, in terms of the classification of the World Bank‘s, 

low income countries, 22 are lower middle income countries, 6 are upper middle 

income countries, and 2 (Mauritius andt the Seychelles) are high income countries.  

 

Religion and life and world philosophy 

The two world major religions Islam and Christianity are strongly present in Africa.  

The Islamic religion got into Sahara Africa in the seventh century and is strongly 

present in especially the Northern part of Africa.  In Sub-Sahara Africa, Christianity is 

the stronger of the two.  Christianity was brought to Sub-Saharan Africa in the last part 

of the nineteenth century, by missionaries from Europe.  Many Africans practiced a 

kind of syncretic religion, combining elements of Christianity with elements of 

traditional African religions.   

 

At a secular level, the modern Western liberal, individualistic, materialistic and 

consumer philosophy, with its attendant system of values, in the current age of 

globalization, entered Africa as well, existing alongside traditional African cultures and 

their philosophical and value systems, with religious groupings and their philosophical 

and value systems, and with political groupings, with their philosophical overtones and 

hierarchy of values.  Similarly, the Creed of Human Rights has also got into the region, 

especially among the well-educated.   

 

Historical Evolution of Education in Africa 

 

History of Eeducation before the Attainment of Independence in 1960 

Sahara Africa has been the location of some exemplary centres of learning in the 

ancient world, such as the University of Alexandria.  This institution was closed down 

in the seventh century.  As the Islamic Empire expanded over Sahara Africa, new 

centres of learning were established, such as the University of Karounine at Fez in 

Marocco (founded in 859, and therefore can lay claim to be the oldest university in the 

world of today).  In West-Africa, Timbuktu developed into a centre of higher 

education, having by 1450 some 25 000 scholars (after the Moroccan Empire had 

conquered the city in 1591, it commenced to decline). 



GEN 2021, South Africa: Conference Proceedings  

Page - 331 - 
 

In Sub-Saharan Africa, formal education (at least in the sense of its meaning in the 

modern world) was introduced rather late, in the nineteenth century by Christian 

missionaries from Europe.  In the early twentieth century, missionary education was 

supplemented by colonial schools.  However, by the end of the colonial era in 1960, 

schools were very sparsely supplied in Africa, in Sahara as well as, and particularly in 

Sub-Saharan Africa.  Moreover, whatever schooling that was available was of low 

quality and most schools offered education in the first grades of primary schooling 

only.  At the eve of independence in 1960, gross primary, secondary and higher 

education enrolment ratios in Africa stood at respectively 44 percent, 5 percent and 1 

percent, and while the adult literacy rate was only 9 percent.  

 

The Post-Independence Education Expansion Drive 

The leaders of independent African states saw in education a resource to train a civil 

service for the new states, after the personnel of colonial administrations hurriedly left, 

and also looked onto education as a means of forging national unity in the newly 

created polities, a means to legitimise the new governments (at times when the people 

were yearning for education), and in times when Human Capital Theory and 

Modernisation Theory came in the vogue, as a means to stimulate economic growth and 

as an instrument to modernise the countries. 

 

The result was that the governments of the new African states embarked on a massive 

education expansion drive.  Amidst the Afro-pessimism which widely took hold in the 

world during past decades (see Fourie, 2021: 207-209), it is not always appreciated that 

the past seventy years Africa has been the scene of the largest education expansion 

drive in human history.  The extent and outcomes of this drive can be read in tables 1 

and 2. 

 

Table 1 Enrolment Growth in Africa: 1960-present Enrolments (x000) 

Year 

Level of 

education 

1960 1980 2000 2010 2019 

Primary 19 312 61 284 109 447 149 501 203 633 

Secondary 1 885 13 738 38624 63 020 81 207* 

Higher   6 088 11 453 15 224 

(Source of Data: UNESCO, 2021-1) (* 2018) 

 

Table 2 Growth in Gross Enrolment Ratios in Africa, 1960-present (percentages) 

Year 

Level of 

education 

1960 1980 2000 2010 2019 

Primary 44  84 98 Northern Africa: 

101.33 

Sub Saharan Africa: 

99.54 

Secondary 5  34 46 Northern Africa: 43.19 

Sub-Saharan Africa: 

82.01* 

Higher 1  8 11 Sub-Saharan Africa 

9.4 

(Source of Data: UNESCO, 2021-1) (* 2018) 
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While the expansion of conventional schooling based on the template of the inherited 

colonial model was the main vector of the post-independence education project, 

education expansion and reform attempts also entailed the supply of non-conventional 

modes of education supply, attempts to expand adult literacy, adult education, 

examination reform, curriculum reforms, teacher education reform, attending the 

intractible issue of language in education, reform of teaching methods, expansion of 

and reform of teacher education, distance education and the employment of technology 

in the expansion of education, and attending to the alignment of education with 

employment.  Non-conventional modes of education supply include the institution of 

double shift and even triple shift schooling in areas of high population density, and, on 

the other hand, the institution of multigrade classes in areas of low population density.   

Attempts to align education and employment included the establishment of 

vocational schools and the institution of vocational subjects, the establishment of 

polytechnical education (on the model of the erstwhile USSR model), turning schools 

into production units (such as the Brigades in Botswana or the Ujaama, Education for 

Self Reliance education system in Tanzania) and the establishment of youth national 

service schemes.  As will be explained in the next section, all these initiatives met with 

varying degrees of success. 

 

Assessment of Africa’s Post-Independence Education Effort 

The assessment of any education should proceed along three dimensions, namely the 

quantitative, the qualitative, and the equality dimensions (see Wolhuter, 2021-2).  To 

commence with the quantitative dimension (enrolments and enrolment ratios): for all 

the quantitative expansion (captured in tables 1 and 2), of all regions in the world, Sub-

Saharan Africa has the highest rates of education exclusion (UNESCO, 2021-1). Over 

one-fifth of children between the ages of about 6 and 11 are out of school, followed by 

one-third of youth between the ages of about 12 and 14 (Ibid.) Almost 60% of youth 

between the ages of about 15 and 17 are not in school (Ibid.).   

Even universal adult literacy — literacy then taken as the absolute minimum 

education level — remains elusive.  Adult literacy rates in Africa stand at 71.77 percent 

in the case of males and 55.59 percent in the case of females (Wolhuter & Barbieri, 

2017: 95).  What is more disappointing is that, while the percentage of illiterate adults 

are decreasing (although the rate of decrease has been levelling off in recent years), the 

absolute number of illiterate adults in Africa have been increasing: from 139.7 million 

in 1970, to 156.2 million in 1980, to 164.9 million in 1990, to 201.64 million in 2000, 

to 223.68 million in 2010 (Ibid.).  A full 32 countries on the continent each has more 

than one million adult illiterates (Ibid.: 97-98).  On the top of the list are Nigeria with 

41.26 million illiterate adults, 25.50 million illiterate adults in Ethiopia, and 14.50 

illiterate adults in Egypt (Ibid.). 

Turning to the quality dimension, this is a concept difficult to define.  More 

comprehensible is enumerate the components of education quality. Wolhuter and Van 

der Walt (2018) distinguish between the following components of education quality: 

input quality, process quality, output quality, and product quality.  Input quality is the 

financial investment or physical facilities of a school or education system. Process 

quality refers to the quality of teaching and learning taking place in schools and in 

education systems.  Output quality is the outcome or end result of the education, ie. the 

achievement levels of learners at the end of the education programme.  Product (or 

outcome) quality refers to the effect of or the impact made by the education effort –– be 

it at the individual level (e.g. securing better income for the graduate) and at a societal 

level (e.g. strengthening democratic values in society). 
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Going by available data, on every component of quality, education in Africa is 

facing huge challenges.  Tables of the results of international test series (such as those 

of the IEA, International Asssociation of Education Achievement and of PISA, 

International Programme of Student Assessment) are a rich comparative data base on 

output quality.  In the most recent PIRLS (Progress in Reading Literacy Study, an IEA 

test series), the three African countries which did participate ended second, third and 

fifth bottom place out of the 59 countries worldwide which participated.  South African 

learners scored on average 421, Botswana learners 319, and Moroccan learners 310 (the 

other two among the five botom countries were Oman and Kuwait) (Mullis, Martin, 

Foy & Hooper, 2017: 42).  A second example is the pupils per teacher ratio at primary 

school level (an indicator of input quality).   At 38 for Sub-Saharan Africa, this is the 

highest for any region in the world (World Bank, 2021).  The global average stands at 

21, while it comes down to 13 in the European Union (the aggregate figure for Sahara 

Africa is not available, but for the MENA: Middle East-North Africa region as a whole 

it is 23) (Ibid.). 

Finally, on the equality dimension, in the Sub-Saharan African region the 

universal dimensions of educational inequality, that is the trinity of gender, socio-

economic descent and ethnic status, all are noticeable, and strongly so, as are rural-

urban inequalities, inequalities along the core-periphery geographic gradient, regional 

differentials and others.  The statistical outcomes of the PIRLS survey cited earlier, 

reveal achievement inequalities between learners of different socio-economic classes in 

the two Sub Sahara African countries as large as other countries (see Mullis et al., 

2017: 112-114).  While there is an interesting phenomenon of female enrolments 

having overtaken male enrolments at primary school level in Sub Saharan African 

education systems — as in many other national education systems in the world, 

especially in the Global South (see Mapani, 2011) — in many other respects, female 

learners experience gender discrimination in education sharply (see Chikuvadze, 2020).  

In an extreme exercise in creating an equal playing field for all, in Eritrea, all students 

are compelled to spend their final school year in the Warsai Yikealo Secondary School 

and Vocational Training Centre, a boarding school where students also have to live-in 

— something that makes for disturbed reading (see Allison, 2019).  In fact it has been 

described as a situation of slavery (see Allison, 2019).  

 

The Covid-19 Pandemic and Education 

 

Outbreak 

In the first months of the year 2020, the world was caught off-guard by the unexpected  

and sudden outbreak of the Corona Virus pandemic.  By 24 May 2021 already 167.5 

million people globally had been infected by the pandemic, and 3.5 million have lost 

their lives (Worldometers, 2021-1).  Some 500 000 new cases are reported all over the 

world each day, and 10 thousand people succumb to the pandemic every day (Ibid.).  In 

the United States of America alone, 33.8 million people had been infected and 604 

thousand deaths had been recorded.  While mercifully, the pandemic has not affected 

Africa as severly as elsewhere (at least up to time of writing, May 2021: 4.8 million 

people in Africa had been infected, most of whom are in South Africa, 1.6 million, and 

128.7 thousand have died from the pandemic in Africa), its impact on the economy, and 

— as will be explained in the next section — education did not escape the continent.  

As was explained earlier, the economy of Africa contracted 2.1 percent in 2020 because 

of the adverse effect of the pandemic.  In the wake of the economic contraction, 

unemployment levels in South Africa reached new unprecedented levels. 
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Impact on Education 

The onset of the pandemic brought education institutions worldwide to a standstill with 

school closures affecting 91 percent of the global student population.  Over 1.6 billion 

learners in more than 190 countries were out of school (Reliefweb, 2021).  Even by 

March 2021, two-thirds of the world's student population is still affected by full or 

partial school closures, and in 29 countries, schools remain fully closed (Ibid.).  In 

South Africa, the phasing in of school openings post pandemic as well as the 

rotational system have meant that learners from Grade 1 to Grade 5 have lost an 

estimated 60 percent of the school days in 2020 (Slatter, 2021-1: 6).  By May 2021, a 

mere 124 of the 1450 public schools in the Western Cape were operational at full 

capacity (Ibid.).  Two-thirds of low- and lower-middle-income countries have cut 

their public education budgets since the start of the pandemic.  Foreign aid education 

has also been affected negatively by the pandemic.  Some estimates predict that aid to 

education may fall by US$ 2 billion from its peak in 2020 and will not return to 2018 

levels for another six year (UNESCO (UNESCO, 2021-2). 

 

Response by Principals of Education Systems 

Worldwide the knee-jerk response of principals of education systems to the sudden 

closing of schools because of the pandemic, was to switch to some form of distance or 

on-line education, harnessing technology.  While this switch has been the strongest and 

most intense at the level of higher education, it did not preclude primary and secondary 

education.  At primary and secondary school level some hybrid form of on-line (or 

distance education, using some other kind of technology) and physical education, and 

drawing heavily on the assistance of parents, were ingeniously, if speedily, devised.   

The past sixty years technology has often been hailed as the magical instrument 

to increase access to education and to enhance quality in education.  Yet Côte 

d‘Ivoire‘s Programme d‘Éducation Télévisuelle (PETV) for first and for long the 

world‘s most ambitious attempt to harness television for public education, commenced 

in 1971, but came to a failure by 1983 after having been decimated by the contextual 

constraints in Côte d‘Ivoire (see Prosperetti, 2019).  In recent years, there has once 

again a number of interesting initiatives, in various countries, particularly in rolling out 

of personal computer to every learner, as a core element to improve education by 

shifting to e-learning (for a survey of these initiatives, see INTEL, 2015).  The history 

of technology-supported education attempts, the persistent attraction of technology to 

enhance education and the education systems of the world being gang pressed by the 

pandemic into embracing technology, will be interpreted into the SWOT framework in 

the next section. 

 

The Covid-19 Pandemic and Education in Africa: A SWOT analysis 

 

Strengths 

The momentum of the education expansion project in Africa, as is evident from tables 1 

and 2, testifies to a forceful effort.  On using technology to buttress the education 

expansion effort, particularly in the form of distance or hybrid modes of education 

supply, Africa has made its mark on the world-map; failures such as the trail run with 

education television in Côte D‘Ivoire, mentioned earlier, notwithstanding.  The fast 

production of primary school teachers scheme in Tanzania in the early 1970s, and the 

ZINTEC (Zimbabwe Integrated Teacher Education Course) devised for the particular 

needs in Zimbabwe in the early 1980s, were lauded as models by renowned scholars of 

Comparative and International Education (see Wolhuter, 2007). 
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Weaknesses 

The weakness laid bare by the experience of the first year since the onset of the 

Pandemic with the harnessing of home schooling and parents is the first negative 

outcome.  In South Africa the Nids-Crams study (National Income Dynamics Study — 

Coronavirus Rapid Mobile Survey) found that in 2020, the estimated learning losses for 

Grade 4‘s were 76% in their home language, and 48% for English first additional 

language (Slatter, 2021-2: 6).  An extensive survey under primary and secondary school 

done a few months into the Pandemic induced national lockdown in South Africa 

revealed that 29 percent of all students had lost all contact with their teachers; 79 

percent of schools which are dependent on school fees (from parents) could not manage 

to collect such fees, and 51 percent could not succeed in sending any homework to their 

students (Slatter, 2020: 6-7).  Thinking of the Loxley-Heyneman Rule, it can safely be 

hypothesised that it is the already disadvantaged students (from poor households) 

suffering most: they are on the wrong side of the digital divide, their parents likely to 

be the least well equiped to offer home-school assistance, their households do not 

contain aids such as books (Wolhuter, 2021-1: 8). 

 

Opportunities 

The need for a drastic restructuring of education, brought about by the Covd-19 

Pandemic, a case of ―education in emergencies‖ (see Burde et al., 2017) present on a 

global scale, presents an opportunity for scholars and lecturers of Comparative and 

International Education to demonstrate their value.  Comparative and International 

Education is a field of scholarship having as its scope of study education systems and 

the interrelationships of such systems with their societal contexts in which they are 

embedded; with one of the stated purposes comparing education systems with the 

object of extracting lessons to improve the domestic education system. 

 

Threats 

The threats regarding exercises of comparison for the purposes of improving education 

systems, i.e for identifying and taking over best policies, ideas and practices, is the folly 

of ignoring contextual similarities and differences between exporting and importing 

education systems (Pawson, 2006; Pawson & Tilley, 2004; Verger et al., 2016: 226). 

 

Conclusion 
Thus the world is the scene of a momentous education expansion project which 

commenced more than half a century ago.  However commendable, this project is 

hampered from attaining its lofty goals by serious challenges along the dimensions of 

quantity, quality and equality.  These challenges have been higlighted, and brought to 

the fore, by the Covid 19 pandemic and the changes it precipitated in the education  

systems of the world.  In guiding the principals steering the education changes, and the 

public discourse undepinning these changes, the scholarly field of Comparative and 

International Education seems to be ideally equiped. 

 

 

References 

African Development Bank Group. 2021. African Economic Outlook 2021. 

 https://www.afdb.org/en/documents/african-economic-outlook-2021  

Allison, S. 2019. Africa‘s most authoritarian school. Mail and Guardian 16 August 

 2019. Retrieved from https://mg.co.za/article/2019-08-16-00-africas-most-

 authoritarian-school/  Accessed 17 August 2019. 

https://www.afdb.org/en/documents/african-economic-outlook-2021
https://mg.co.za/article/2019-08-16-00-africas-most-%09authoritarian-school/
https://mg.co.za/article/2019-08-16-00-africas-most-%09authoritarian-school/


GEN 2021, South Africa: Conference Proceedings 

Page - 336 - 
 

Burde, K.; Kapit, A.; Wahl, R.L.; Guven, O. & Skarpeteig, M.I. 2017. Education in 

 Emergencies: A Review of Theory and Research. Review of Educational 

 Research 87(3): 617-658.  

 https://d1wqtxts1xzle7.cloudfront.net/54997804/Burde_et_al.Education_in_Em

er gencies_2017.pdf?1510601730=&response-content-

 disposition=inline%3B+filename%3DEducation_in_Emergencies_A_Review_o

f_ The.pdf&Expires=1622392098&Signature=B2d4JRP8jGdaFjWUfO~S-

 0LxpnLhG8kRMWIKpmGEN-

 2KOZR4MmowrO4WIooImNxtg~RSp85vw50QiGb40P0rLBd3-

 DxEHATo5mlbmDo8qZ6FNwAQx~J0-

 zIaxoVNfYMuBIZpjDtDbAgkuKNzaOdEYRUWRHv64joo8CpWxcPgTK-

 CoN3lsJZusKLEpMTceqVnYjYFiUkRBWgsnGHhzUvnllLNsnG0RaWFzFQb

c2 Pse43QkS3eTjxaA7~tmkmUBQhIotN0yuVydp52Ln~5ZhjpYIoRyi5yJ3-

 ejOuK95HJgrpQebtZqmTHhOW4yjzfcGEOaYtw6~ja8R2yV1BaJ8nJA__&Ke

y- Pair-Id=APKAJLOHF5GGSLRBV4ZA  

 

Chikuvadze, P. 2020. Female Pupils‘ Perspective on Societal Factors Influencing their 

 Progression in Advanced Level Science Subjects in Zimbabwe. Unpublished 

 Ph.D thesis, University of the Free State, South Africa.  

Coyne, G. 2015. Language Education Policies and Inequality in Africa: Cross-

 National Empirical Evidence. Comparative Education Review 59(4): 619 - 

 637. 

Fourie, J. 2021. Our Long Walk to Economic Freedom: Lessons from 100 000 years 

 of human history. Cape Town: Tafelberg. 

Hanushek, E.A. & Woessmann, L. (2016). Knowledge Capital, Growth and the East 

 Asian Miracle, Science 351 (6271): 344-345. 

INTEL. (2015). Guiding Principles for the Design and Implementation of eLearning 

 Initiatives A Synthesis from Nine Implementations Worldwide.  

 https://www.intel.com/content/dam/www/program/education/us/en/documents

 /IE_EdTransResearch_FULL.pdf Date of Access: 26 May 2021. 

Lewis, P.M., Simons, G.F. & Fennig, C.D. (eds). (2013). Ethnologue: Languages of 

 the World. 17th ed. Dallas: SIL International. 

Mapani, V. (2011). An Investigation and Analysis of Factors Contributing to Boys 

 Dropping out of Secondary Schools in the Khomas Region of Namibia. 

 Unpublished M.Ed. Dissertation, University of Namibia). 

Mills, M., Obassanjo, O., Herbst, J. & Biti, T. (2019). Democracy Works: Rewiring 

 politics to Africa‟s advantage. Northlands: Picador Africa. 

Mullis, I. V. S., Martin, M. O., Foy, P., & Hooper, M. (2017). PIRLS 2016 

 International Results in Reading. Retrieved from Boston College, TIMSS & 

 PIRLS International Study Center website: 

 http://timssandpirls.bc.edu/pirls2016/international-results/ Accessed: 27 April 

 2020. 

Organization of Economic Coorporation and Development (OECD). (2018). Equity in 

 Education: Breaking Down Barriers to Social Mobility. Paris: OECD 

 Publishing, https://doi.org/10.1787/9789264073234-en  

Pawson, R. 2006. Evidence-Based Policy: A Realist Perspective. Thousand Oaks, CA: 

 Sage.  

Pawson, R., and N. Tilley. 2004. Realistic Evaluation. In: S. Matthieson (ed.). 

 Encyclopaedia of Evaluation. Thousand Oaks, CA: 

https://d1wqtxts1xzle7.cloudfront.net/54997804/Burde_et_al.Education_in_Emer%09gencies_2017.pdf?1510601730=&response-content-%09disposition=inline%3B+filename%3DEducation_in_Emergencies_A_Review_of_%09The.pdf&Expires=1622392098&Signature=B2d4JRP8jGdaFjWUfO~S-%090LxpnLhG8kRMWIKpmGEN-%092KOZR4MmowrO4WIooImNxtg~RSp85vw50QiGb40P0rLBd3-%09DxEHATo5mlbmDo8qZ6FNwAQx~J0-%09zIaxoVNfYMuBIZpjDtDbAgkuKNzaOdEYRUWRHv64joo8CpWxcPgTK-%09CoN3lsJZusKLEpMTceqVnYjYFiUkRBWgsnGHhzUvnllLNsnG0RaWFzFQbc2%09Pse43QkS3eTjxaA7~tmkmUBQhIotN0yuVydp52Ln~5ZhjpYIoRyi5yJ3-%09ejOuK95HJgrpQebtZqmTHhOW4yjzfcGEOaYtw6~ja8R2yV1BaJ8nJA__&Key-%09Pair-Id=APKAJLOHF5GGSLRBV4ZA
https://d1wqtxts1xzle7.cloudfront.net/54997804/Burde_et_al.Education_in_Emer%09gencies_2017.pdf?1510601730=&response-content-%09disposition=inline%3B+filename%3DEducation_in_Emergencies_A_Review_of_%09The.pdf&Expires=1622392098&Signature=B2d4JRP8jGdaFjWUfO~S-%090LxpnLhG8kRMWIKpmGEN-%092KOZR4MmowrO4WIooImNxtg~RSp85vw50QiGb40P0rLBd3-%09DxEHATo5mlbmDo8qZ6FNwAQx~J0-%09zIaxoVNfYMuBIZpjDtDbAgkuKNzaOdEYRUWRHv64joo8CpWxcPgTK-%09CoN3lsJZusKLEpMTceqVnYjYFiUkRBWgsnGHhzUvnllLNsnG0RaWFzFQbc2%09Pse43QkS3eTjxaA7~tmkmUBQhIotN0yuVydp52Ln~5ZhjpYIoRyi5yJ3-%09ejOuK95HJgrpQebtZqmTHhOW4yjzfcGEOaYtw6~ja8R2yV1BaJ8nJA__&Key-%09Pair-Id=APKAJLOHF5GGSLRBV4ZA
https://d1wqtxts1xzle7.cloudfront.net/54997804/Burde_et_al.Education_in_Emer%09gencies_2017.pdf?1510601730=&response-content-%09disposition=inline%3B+filename%3DEducation_in_Emergencies_A_Review_of_%09The.pdf&Expires=1622392098&Signature=B2d4JRP8jGdaFjWUfO~S-%090LxpnLhG8kRMWIKpmGEN-%092KOZR4MmowrO4WIooImNxtg~RSp85vw50QiGb40P0rLBd3-%09DxEHATo5mlbmDo8qZ6FNwAQx~J0-%09zIaxoVNfYMuBIZpjDtDbAgkuKNzaOdEYRUWRHv64joo8CpWxcPgTK-%09CoN3lsJZusKLEpMTceqVnYjYFiUkRBWgsnGHhzUvnllLNsnG0RaWFzFQbc2%09Pse43QkS3eTjxaA7~tmkmUBQhIotN0yuVydp52Ln~5ZhjpYIoRyi5yJ3-%09ejOuK95HJgrpQebtZqmTHhOW4yjzfcGEOaYtw6~ja8R2yV1BaJ8nJA__&Key-%09Pair-Id=APKAJLOHF5GGSLRBV4ZA
https://d1wqtxts1xzle7.cloudfront.net/54997804/Burde_et_al.Education_in_Emer%09gencies_2017.pdf?1510601730=&response-content-%09disposition=inline%3B+filename%3DEducation_in_Emergencies_A_Review_of_%09The.pdf&Expires=1622392098&Signature=B2d4JRP8jGdaFjWUfO~S-%090LxpnLhG8kRMWIKpmGEN-%092KOZR4MmowrO4WIooImNxtg~RSp85vw50QiGb40P0rLBd3-%09DxEHATo5mlbmDo8qZ6FNwAQx~J0-%09zIaxoVNfYMuBIZpjDtDbAgkuKNzaOdEYRUWRHv64joo8CpWxcPgTK-%09CoN3lsJZusKLEpMTceqVnYjYFiUkRBWgsnGHhzUvnllLNsnG0RaWFzFQbc2%09Pse43QkS3eTjxaA7~tmkmUBQhIotN0yuVydp52Ln~5ZhjpYIoRyi5yJ3-%09ejOuK95HJgrpQebtZqmTHhOW4yjzfcGEOaYtw6~ja8R2yV1BaJ8nJA__&Key-%09Pair-Id=APKAJLOHF5GGSLRBV4ZA
https://d1wqtxts1xzle7.cloudfront.net/54997804/Burde_et_al.Education_in_Emer%09gencies_2017.pdf?1510601730=&response-content-%09disposition=inline%3B+filename%3DEducation_in_Emergencies_A_Review_of_%09The.pdf&Expires=1622392098&Signature=B2d4JRP8jGdaFjWUfO~S-%090LxpnLhG8kRMWIKpmGEN-%092KOZR4MmowrO4WIooImNxtg~RSp85vw50QiGb40P0rLBd3-%09DxEHATo5mlbmDo8qZ6FNwAQx~J0-%09zIaxoVNfYMuBIZpjDtDbAgkuKNzaOdEYRUWRHv64joo8CpWxcPgTK-%09CoN3lsJZusKLEpMTceqVnYjYFiUkRBWgsnGHhzUvnllLNsnG0RaWFzFQbc2%09Pse43QkS3eTjxaA7~tmkmUBQhIotN0yuVydp52Ln~5ZhjpYIoRyi5yJ3-%09ejOuK95HJgrpQebtZqmTHhOW4yjzfcGEOaYtw6~ja8R2yV1BaJ8nJA__&Key-%09Pair-Id=APKAJLOHF5GGSLRBV4ZA
https://d1wqtxts1xzle7.cloudfront.net/54997804/Burde_et_al.Education_in_Emer%09gencies_2017.pdf?1510601730=&response-content-%09disposition=inline%3B+filename%3DEducation_in_Emergencies_A_Review_of_%09The.pdf&Expires=1622392098&Signature=B2d4JRP8jGdaFjWUfO~S-%090LxpnLhG8kRMWIKpmGEN-%092KOZR4MmowrO4WIooImNxtg~RSp85vw50QiGb40P0rLBd3-%09DxEHATo5mlbmDo8qZ6FNwAQx~J0-%09zIaxoVNfYMuBIZpjDtDbAgkuKNzaOdEYRUWRHv64joo8CpWxcPgTK-%09CoN3lsJZusKLEpMTceqVnYjYFiUkRBWgsnGHhzUvnllLNsnG0RaWFzFQbc2%09Pse43QkS3eTjxaA7~tmkmUBQhIotN0yuVydp52Ln~5ZhjpYIoRyi5yJ3-%09ejOuK95HJgrpQebtZqmTHhOW4yjzfcGEOaYtw6~ja8R2yV1BaJ8nJA__&Key-%09Pair-Id=APKAJLOHF5GGSLRBV4ZA
https://d1wqtxts1xzle7.cloudfront.net/54997804/Burde_et_al.Education_in_Emer%09gencies_2017.pdf?1510601730=&response-content-%09disposition=inline%3B+filename%3DEducation_in_Emergencies_A_Review_of_%09The.pdf&Expires=1622392098&Signature=B2d4JRP8jGdaFjWUfO~S-%090LxpnLhG8kRMWIKpmGEN-%092KOZR4MmowrO4WIooImNxtg~RSp85vw50QiGb40P0rLBd3-%09DxEHATo5mlbmDo8qZ6FNwAQx~J0-%09zIaxoVNfYMuBIZpjDtDbAgkuKNzaOdEYRUWRHv64joo8CpWxcPgTK-%09CoN3lsJZusKLEpMTceqVnYjYFiUkRBWgsnGHhzUvnllLNsnG0RaWFzFQbc2%09Pse43QkS3eTjxaA7~tmkmUBQhIotN0yuVydp52Ln~5ZhjpYIoRyi5yJ3-%09ejOuK95HJgrpQebtZqmTHhOW4yjzfcGEOaYtw6~ja8R2yV1BaJ8nJA__&Key-%09Pair-Id=APKAJLOHF5GGSLRBV4ZA
https://d1wqtxts1xzle7.cloudfront.net/54997804/Burde_et_al.Education_in_Emer%09gencies_2017.pdf?1510601730=&response-content-%09disposition=inline%3B+filename%3DEducation_in_Emergencies_A_Review_of_%09The.pdf&Expires=1622392098&Signature=B2d4JRP8jGdaFjWUfO~S-%090LxpnLhG8kRMWIKpmGEN-%092KOZR4MmowrO4WIooImNxtg~RSp85vw50QiGb40P0rLBd3-%09DxEHATo5mlbmDo8qZ6FNwAQx~J0-%09zIaxoVNfYMuBIZpjDtDbAgkuKNzaOdEYRUWRHv64joo8CpWxcPgTK-%09CoN3lsJZusKLEpMTceqVnYjYFiUkRBWgsnGHhzUvnllLNsnG0RaWFzFQbc2%09Pse43QkS3eTjxaA7~tmkmUBQhIotN0yuVydp52Ln~5ZhjpYIoRyi5yJ3-%09ejOuK95HJgrpQebtZqmTHhOW4yjzfcGEOaYtw6~ja8R2yV1BaJ8nJA__&Key-%09Pair-Id=APKAJLOHF5GGSLRBV4ZA
https://d1wqtxts1xzle7.cloudfront.net/54997804/Burde_et_al.Education_in_Emer%09gencies_2017.pdf?1510601730=&response-content-%09disposition=inline%3B+filename%3DEducation_in_Emergencies_A_Review_of_%09The.pdf&Expires=1622392098&Signature=B2d4JRP8jGdaFjWUfO~S-%090LxpnLhG8kRMWIKpmGEN-%092KOZR4MmowrO4WIooImNxtg~RSp85vw50QiGb40P0rLBd3-%09DxEHATo5mlbmDo8qZ6FNwAQx~J0-%09zIaxoVNfYMuBIZpjDtDbAgkuKNzaOdEYRUWRHv64joo8CpWxcPgTK-%09CoN3lsJZusKLEpMTceqVnYjYFiUkRBWgsnGHhzUvnllLNsnG0RaWFzFQbc2%09Pse43QkS3eTjxaA7~tmkmUBQhIotN0yuVydp52Ln~5ZhjpYIoRyi5yJ3-%09ejOuK95HJgrpQebtZqmTHhOW4yjzfcGEOaYtw6~ja8R2yV1BaJ8nJA__&Key-%09Pair-Id=APKAJLOHF5GGSLRBV4ZA
https://d1wqtxts1xzle7.cloudfront.net/54997804/Burde_et_al.Education_in_Emer%09gencies_2017.pdf?1510601730=&response-content-%09disposition=inline%3B+filename%3DEducation_in_Emergencies_A_Review_of_%09The.pdf&Expires=1622392098&Signature=B2d4JRP8jGdaFjWUfO~S-%090LxpnLhG8kRMWIKpmGEN-%092KOZR4MmowrO4WIooImNxtg~RSp85vw50QiGb40P0rLBd3-%09DxEHATo5mlbmDo8qZ6FNwAQx~J0-%09zIaxoVNfYMuBIZpjDtDbAgkuKNzaOdEYRUWRHv64joo8CpWxcPgTK-%09CoN3lsJZusKLEpMTceqVnYjYFiUkRBWgsnGHhzUvnllLNsnG0RaWFzFQbc2%09Pse43QkS3eTjxaA7~tmkmUBQhIotN0yuVydp52Ln~5ZhjpYIoRyi5yJ3-%09ejOuK95HJgrpQebtZqmTHhOW4yjzfcGEOaYtw6~ja8R2yV1BaJ8nJA__&Key-%09Pair-Id=APKAJLOHF5GGSLRBV4ZA
https://d1wqtxts1xzle7.cloudfront.net/54997804/Burde_et_al.Education_in_Emer%09gencies_2017.pdf?1510601730=&response-content-%09disposition=inline%3B+filename%3DEducation_in_Emergencies_A_Review_of_%09The.pdf&Expires=1622392098&Signature=B2d4JRP8jGdaFjWUfO~S-%090LxpnLhG8kRMWIKpmGEN-%092KOZR4MmowrO4WIooImNxtg~RSp85vw50QiGb40P0rLBd3-%09DxEHATo5mlbmDo8qZ6FNwAQx~J0-%09zIaxoVNfYMuBIZpjDtDbAgkuKNzaOdEYRUWRHv64joo8CpWxcPgTK-%09CoN3lsJZusKLEpMTceqVnYjYFiUkRBWgsnGHhzUvnllLNsnG0RaWFzFQbc2%09Pse43QkS3eTjxaA7~tmkmUBQhIotN0yuVydp52Ln~5ZhjpYIoRyi5yJ3-%09ejOuK95HJgrpQebtZqmTHhOW4yjzfcGEOaYtw6~ja8R2yV1BaJ8nJA__&Key-%09Pair-Id=APKAJLOHF5GGSLRBV4ZA
https://d1wqtxts1xzle7.cloudfront.net/54997804/Burde_et_al.Education_in_Emer%09gencies_2017.pdf?1510601730=&response-content-%09disposition=inline%3B+filename%3DEducation_in_Emergencies_A_Review_of_%09The.pdf&Expires=1622392098&Signature=B2d4JRP8jGdaFjWUfO~S-%090LxpnLhG8kRMWIKpmGEN-%092KOZR4MmowrO4WIooImNxtg~RSp85vw50QiGb40P0rLBd3-%09DxEHATo5mlbmDo8qZ6FNwAQx~J0-%09zIaxoVNfYMuBIZpjDtDbAgkuKNzaOdEYRUWRHv64joo8CpWxcPgTK-%09CoN3lsJZusKLEpMTceqVnYjYFiUkRBWgsnGHhzUvnllLNsnG0RaWFzFQbc2%09Pse43QkS3eTjxaA7~tmkmUBQhIotN0yuVydp52Ln~5ZhjpYIoRyi5yJ3-%09ejOuK95HJgrpQebtZqmTHhOW4yjzfcGEOaYtw6~ja8R2yV1BaJ8nJA__&Key-%09Pair-Id=APKAJLOHF5GGSLRBV4ZA
https://www.intel.com/content/dam/www/program/education/us/en/documents%09/IE_EdTransResearch_FULL.pdf
https://www.intel.com/content/dam/www/program/education/us/en/documents%09/IE_EdTransResearch_FULL.pdf
http://timssandpirls.bc.edu/pirls2016/international-results/
https://doi.org/10.1787/9789264073234-en


GEN 2021, South Africa: Conference Proceedings  

Page - 337 - 
 

Prosperetti, E. (2019). ‗Between Education and Catastrophe: Côte D‘Ivoire‘s 

 Programme Déducation Télévisuelle and the urgency of development. Journal 

 of African History 60(1): 3-23. 

Reliefweb. (2021). One year into COVID-19 education disruption: Where do  we 

 stand? Reliefweb 19 March 2021.  https://reliefweb.int/report/world/one-

year- covid-19-education- disruption-where-do-we-stand  

Slatter, L. 2020. Unies: Dié Skole Mag Nie Open. Rapport 16 Augustus 2020: 6-7 

 

Slatter, L. (2021-1). Akademiese agterstande dreig ál meer: Veral laer grade geraak 

 deur gebrek aan tyd in klas.  Rapport 10 May 2021: 6. 

Slatter, L. (2021-2). R2 Miljoen vir Een Eersteklas-Matriek. Rapport 30 May 2021: 6. 

The Economist Intelligence Unit. (2020). New schools of thought Innovative models 

 for delivering higher education (A Report by The Economist Intelligence 

 Unit). London: The Economist. 

UNESCO. 2020. Global Education Monitoring Report 2020. Paris: UNESCO. 

UNESCO. 2021-1. Africa. http://uis.unesco.org/en/topic/education-africa 

UNESCO. 2021-2. EFW: Education finance watch 2021  

 https://unesdoc.unesco.org/ark:/48223/pf0000375577 

UNESCO. 2021-3. Statistics. http://data.uis.unesco.org /. 

UNESCO. 2021-4. COVID-19: Two-thirds of poorer countries are cutting their 

 education budgets at a time when they can least afford to. 

 https://en.unesco.org/news/covid-19-two-thirds-poorer-countries-are-cutting-

 their-education-budgets-time-when-they-can  

Verger, A.; Bonai, X. & Zancajo, A. 2016. What Are the Role and Impact of Public-

 Private Partnerships in Education? A Realist Evaluation of the Chilean 

 Education Quasi-Marke Comparative Education Review 60(2): 223-248. 

Wolhuter, C.C. 2007 Education For All in Sub-Saharan Africa: Prospects and 

 Challenges. In: D.P.Baker & A.W.Wiseman (eds) Education for All: Global 

 promises and national promises. Amsterdam: Elsevier, pp. 337-362. 

Wolhuter, C.C. 2021-1. Can Covid-19 Bring 20-20 Acuity in Education Scholarship 

 in South Africa. Perspectives in Education 39(1): 1-8. DOI: http://dx.doi. 

 org/10.18820/2519593X/pie. v39.i1.1 

Wolhuter, C.C. 2021-2. Critical Issues in South African Education. In: C.C. Wolhuter 

 (ed.). Critical Issues in South African Education: Illumination from 

 Durbanville: AOSIS: 1-28. 

Wolhuter, C.C. 2021-3. The Stellar Rise of the International Education Expansion 

 Project Taking Shape in the Early twenty-First Century. In: Wolhuter, C.C. & 

 Steyn, H.J. (eds). World Education Systems Entering the 21st Century. 

 Noordbrug: Keurkopie.  

Wolhuter, C.C. 2022. The Rise of Sub-Saharan Africa in the Unfolding Global Higher 

 Education Landscape. Higher Education Forum Forthcoming. 

 

Wolhuter, C. & Barbieri, N. 2017. Is the Ideal of Universal Adult Literacy in the 

 World by the Year 2030 Statistically Attainable? Revista Internazionale 

 Scienze Sociali 2017 (1): 87-102. 

Wolhuter, C.C. & Jacobs, L. 2022. The Covic-19 Pandemic as Potential Catalyst for 

 Comparative and International Education. In: Wiseman, A.W. (ed.). Annual 

 Review of Comparative and International Education 2022. Bingham: Emerald. 

 Forthcoming. 

https://reliefweb.int/report/world/one-year-%09covid-19-education-%09disruption-where-do-we-stand
https://reliefweb.int/report/world/one-year-%09covid-19-education-%09disruption-where-do-we-stand
http://uis.unesco.org/en/topic/education-africa
http://data.uis.unesco.org/
https://en.unesco.org/news/covid-19-two-thirds-poorer-countries-are-cutting-%09their-education-budgets-time-when-they-can
https://en.unesco.org/news/covid-19-two-thirds-poorer-countries-are-cutting-%09their-education-budgets-time-when-they-can
http://dx.doi/


GEN 2021, South Africa: Conference Proceedings 

Page - 338 - 
 

Wolhuter, C.C. & Van der Walt, J.L., 2018, ‗Wat is Fout met Suid-Afrikaanse Skole: 

 Geheelbeeld van, en leemte in die navorsingoorskoolleierskap as 

 sleutelfaktor‘, Lit net Akademies (Opvoedkunde) 15(2): 463-485. 

World Bank. 2021. Pupil-teacher ratio: Primary  https://data.worldbank.org 

/indicator/SE.PRM.ENRL.TC.ZS Date of Access:  22 May 2021. 

Worldometers. (2021-1). COVID-1p Coronavirus Pandemic. 

 https://www.worldometers.info/coronavirus/ Date of Access: 24 May 2021. 

Worldometers. (2021-2). World Population: Africa population 

 https://www.worldometers.info/world-population/africa-population/ Date of 

 Access: 10 May 2021. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  

https://www.worldometers.info/coronavirus/
https://www.worldometers.info/world-population/africa-population/


GEN 2021, South Africa: Conference Proceedings  

Page - 339 - 
 

PRE-SERVICE TEACHERS’ PERCEPTIONS ABOUT THE VALUE OF 

TEACHING PRACTICE ASSESSMENT AS A CATALYST TO THE 

IMPROVEMENT OF QUALITY MODEL 

 
 

1
Bako Yellow1, 

2
Duku Ntombozuko & 

3
Kemi O. Adu 

 
1
ybako452@gmail.com, 

2
nduku@ufh.ca.za & 

3
kadu@ufh.ac.za 

 
1,2&3

University of Fort Hare 

 

Abstract   

The purpose of the study was to explore pre-service teachers‟ perceptions about the 

value of assessment they received during Teaching Practice as a catalyst to the 

improvement of the quality model.  A simple random sampling strategy was used in the 

selection of 40 participants, 20 from each group.  Data were collected using structured 

questionnaires and Cronbach‟s Alpha technique was used to make sure that the 

Likert‟s scale items had a reliability coefficient of 0.80. The data were analysed using 

descriptive statistics (mean and standard deviation) and inferential statistics of analysis 

of variance (ANOVA) at 0.05 level of significance, and Chi-Square hypothesis tests 

were computed at 0.01 alpha levels. Results were presented in statistical tables which 

were descriptively analysed and interpreted. The results revealed that the value of the 

Teaching Practice assessment was to give pre-service teachers opportunities for 

professional teacher development through praxis in concrete inclusive environments. 

The results revealed that pre-service teachers perceived that the Teaching Practice 

Assessment gave them opportunities for developing critical problem-solving thinking, 

and for professional teacher development in pedagogical proficiency through praxis in 

managing concrete and complex inclusive classrooms. They showed a high preference 

of being assessed by college-based assessors whose expectations they were familiar 

with than by their external university-based assessors who appeared frightening and 

unfriendly. The study recommended a paradigm shift in Teaching Practice Assessment 

procedures, professional empowerment of Teaching Practice assessors, and increased 

funding of Teaching Practice Assessment processes. 

 

Keywords: Pre-service teacher, Teaching practice, Teaching practice assessment. 

Quality model, Value of teaching practice 

 

Introduction 

Global teacher preparation and assessment issues indicate that teacher education is no 

longer a serious business as usual (Goh & Matthews, 2011). Education systems are 

failing to produce teachers with 21
st
-century competencies (Lotz-Sisitka, 

Tshiningayamwe & Urenje, 2017). It is alleged that assessors use the same Teaching 

Practice Assessment criteria for pre-service teachers with different academic and 

professional experiences (Endeley, 2014; Wambugu, Barmao, & Ng‘eno, 2013). As a 

result, there is dissatisfaction with teachers‘ preparation and Teaching Practice 

assessment for effective classroom participation (Goodwin & Kosnik, 2013). Research 

has shown that Teacher education in the USA is disconnected from classroom realities 

(Mead, 2015; Hall, 2015). In Malaysia, Teaching Practice assessment experiences 
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frustrated pre-service teachers because of difficulties in managing large classes, 

indiscipline, demotivated students, large workload, insufficient teaching material, and 

Pedagogical Content Knowledge deficiency (Goh & Matthews, 2011) and Ahsan, 

Sharma and Depeler (2011) allege that they are not adequately prepared for inclusive 

educational practice.  

Kagoda and Itaaga (2013) observed that in Africa the majority of pre-service 

teachers do not exhibit mastery of subject content knowledge in the areas they teach. 

Teacher training programs are failing to produce teachers with competencies aligned to 

sustainability such as collaboration, critical thinking, pragmatism, creativity, 

innovation, and integrated problem-solving skills (Lotz-Sisitka, Tshiningayamwe & 

Urenje, 2017; Ogunyinka, Okeke & Adedoyin, 2015). It is from a similar observation 

that Kafu (2011) claims that teacher education is failing because school administrators 

are politically appointed and some of the mentors are untrained, inexperienced, and 

ineffective to contribute to Teaching Practice Assessment. Young and inexperienced 

graduates are being appointed as principals, tutors, and teacher trainers resulting in pre-

service teachers failing summative assessments. Pre-service teachers become 

incompetent, undisciplined, and disinterested in the service (Kafu, 2011). The 

preparedness of graduate teachers becomes questionable.  Nabwire, Obondo & Sella 

(2015) criticized the Kenyan teacher preparation programs and Teaching Practice 

Assessment processes as sub-standard, encouraged teacher-centered pedagogy, 

examination-oriented thinking, and produce misfits disconnected from the concrete 

realities of life and classroom practice. Kafu (2011) claims that in the Kenyan teacher 

training curriculum, there is no code of professional ethics, and Nabwire, Obondo, and 

Sella (2015) comments that this does not promote holistic development towards the 

good character, skills, and knowledge relevant to merging theory with practice required 

for the 21
st
-century society  

Kagoda and Itaaga (2013) claim that at Vaal University of technology pre-

service teachers feel burdened by concurrent Teaching Practice and university lectures 

and that they are burdened by adjustment to deployment to more than one school during 

Teaching Practice. Majoni and Chikasha (2014) concur with Ngara, Ngwarai and Ngara 

(2013) that Teaching Practice assessment is rampant with subjectivity and 

inconsistency in scores and feedback given. In Zimbabwe, there is general 

dissatisfaction with the quality of teachers‘ preparation for effective classroom 

participation, and assessment is inconsistent with the revised practice-based school 

curriculum (Majoni & Chikasha, 2014; Kagoda & Itaaga, 2013). This research, 

therefore, sort to explore pre-service teachers‘ perceptions regarding the value of 

assessment they received during Teaching Practice as a catalyst to the improvement of 

the quality of the Teaching Practice assessment model. 

 

Pre-Service Teacher (Identity)  

A pre-service teacher is one undertaking a vocational teacher training course. The 

concept refers to one enrolled for a Post Graduate Diploma in Education (PGDE) 

degree, or a Diploma in Education (Dip. Ed.) Program at a university or teacher 

education college (Wambugu, Barmao & Ng‘eno, 2013; Bhukuvhani, Zezekwa & 

Sunsuma, 2011). A pre-service teacher is also known as an attaché or an apprentice, 

student-teacher, a prospective teacher (Kagoda & Itaaga, 2013); a novice teacher, or a 

beginning teacher (Endeley, 2014; Wambugu, Barmao & Ng‘eno, 2013). Pre-service 

teachers learn to fulfill all the responsibilities of a qualified teacher which is exciting 

but challenging (Kagoda & Itaaga, 2013; Wambugu, Barmao & Ng‘eno, 2013). 
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Teaching Practice Assessment.  

Assessment involves the evaluation of whether individual or institutional goals, 

objectives, and performance standards are being met or achieved effectively (Trumbull 

& Lash, 2013). Teaching practice assessment is the testing of pedagogical competencies 

in praxis, the powers of analysis, synthesis, and organization of ideas, communication 

skills, creative and inclusive critical thinking, reflection and evaluation, problem 

identification, and prescribing sustainable solutions (Lotz-Sisitka, Tshiningayamwe & 

Urenje, 2017). Teaching Practice Assessments are quality assurance measures in 

teacher preparation programs (Ngara, Ngwarai, & Ngara, 2013). The goal of the 

Teaching Practice Assessment is to develop teachers who are professionally reflective 

thinkers capable of effectively high-level decision-making and judgment about what 

constitutes best classroom practices (Peterson, 2016). Pre-service teachers are assessed 

on documentation in Teaching Practice files, schemes and plans of work, progress 

records, portfolio management subject, content knowledge, pedagogical competencies, 

dispositions, and rapport with learners (Bhukuvhani, Zezekwa & Sunsuma, 2011; Goh 

& Matthews, 2011).  

 

Factors that Influence Pre-Service Teachers’ Perceptions of Teaching Practice 

Assessment 

Perceptions about the value of teaching practice assessment by the dispositions of 

assessors, the practicum curriculum experiences, the school environment, 

psychological, and socio-economic factors. The influences of each factor vary with 

context, time, and individual pre-service teacher‘s backgrounds. 

 

Assessors Influence on Pre-Service Teachers’ Perceptions of Teaching Practice 

Assessment  

Teaching Practice Assessment is done by university-based, college-based, and school-

based assessors specialized in teacher education (Kagoda & Sentongo, 2015). In 

Zimbabwe, University-based external assessors‘ voices are prominent in a Teaching 

Practice assessment. Pre-service teachers become anxious before university-based 

assessors who are responsible for quality assurance and certification (Kagoda & 

Sentongo, 2015). Pre-service teachers worry about the knowledge and objectivity of 

their assessors and express feelings of confusion due to conflicting comments on the 

same issue (Majoni, 2014; Kagoda & Itaaga, 2013). The problem is that some assessors 

revert to the outdated traditional assessment approaches that do not promote life-long 

learning (Kaphesi, 2013). The issue is that some assessors were not trained for 

Teaching Practice Assessment (Depaepe, Verschaffel & Kelchtermans, 2013). Pre-

service teachers feel engaged, challenged, and even empowered when assessed by 

college or university assessors who often are their college-based assessors who gave 

them the theory they put into practice (Uzoechina, 2015). Kaphesi (2013) noted that 

pre-service teachers are frustrated when assessed by lecturers who did not give them 

the theory. On the contrary, Majoni (2014) noted that well-prepared pre-service teachers 

showed feelings of excitement, interest, and joy in teaching in the presence of whoever 

assesses them regardless of whether they gave them the theory or not.  

 

Curriculum Experiences Influencing Perceptions of Teaching Practice Assessment 

The teacher education curriculum is an organized body of indispensable theoretical 

knowledge and Teaching Practice components, covering all ideas, knowledge, values, 

and principles that should be conveyed to their learners (Okonkwo & Chikwelu, nd). 

Pre-service teachers feel that their Teaching Practice curriculum is overloaded with 
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assessment documentation, assignments, curriculum depth researches, which they 

perceive as unmanageable and negatively affect the quality and quantity of delivery 

during classroom practice assessment (Majoni, 2014). Kaphesi (2013) identified a 

misalignment between theory and teaching practice curriculum, leading to pre-service 

teachers expressing feelings of inadequate preparation for Teaching Practice 

assessment, a perception which was observed by (Hall, 2015; Chand, 2015). Majoni 

(2014) concurred with the findings of The Nziramasanga Commission of Inquiry into 

Education and Training in Zimbabwe (1999), that pre-service teachers‘ incompetence in 

information communication and technology (ICT), pedagogical content knowledge, and 

counseling was a result of similar deficiencies among their lecturers (Majoni, 2014).   

Kaplan and Lewis (2013) say that teacher education curricula were too theoretical 

without enough practical opportunities for a hands-on experience that pre-service 

teachers encountered during their assessment. Ogunyinka, Okeke, and Adedoyin (2015) 

lamented the lack of coherence between teacher education curriculum and what 

happens in real classroom situations for pre-service teachers to make sense of their 

Teaching Practice assessment. Kaplan and Lewis's (2013) teaching practice assessment 

is not authentic enough to empower pre-service teachers to become critical thinkers, 

reflective problem-solvers, and innovators resulting in negative perceptions about their 

assessment. If the Teaching Practice duration is too long, pre-service teachers may run 

short of financial and material resources and become demotivated and drop out of the 

program (Bolarfinwa, 2010). Ogunyinka, Okeke, and Adedoyin (2015) proposed 

revision and standardization of Teaching Practice duration to an optimal one year for 

both primary and secondary school teacher training programs.  

 

School and Classroom Factors Affecting Perceptions of Teaching Practice 

Assessment 

Pre-service teachers are deployed for practicum in both urban and rural environments. 

Sources of frustration are poor and neglected infrastructure, inadequate financial, 

instructional materials, impoverished small laboratories, libraries, poor sanitation, and 

lack of accommodation and security (Majoni, 2014). These factors breed cognitive 

dissonance about their assessment (Ngara, Ngwarai, & Ngara, 2013; Kaplan & Lewis,  

2013). Literature notes that there is a mentor-mentee mismatch and pre-service teachers 

are not given adequate access to seminars, workshops, and meetings where professional 

issues are deliberated, and there is no follow-up for pre-service teacher capacity 

building (Lotz-Sisitka, Tshiningayamwe & Urenje, 2017; Goh & Matthews, 2011). 

Some cooperating schools are not aware of their expected contribution to 

Teaching Practice Assessment. This results in a lack of coordination and collaboration 

between pre-service teachers and mentors who feel that they are not consulted and are 

not part of the Teaching Practice Assessment Framework Design (Kagoda & Sentongo, 

2015; Ahsan, Sharma & Depeler, 2011). Positive perceptions about the teaching 

environment directly influence academic and Teaching Practice Assessment 

achievement (AACTE, 2010). Some school environments have poor moral support, 

abuse, alienation, and exorbitant demands which cause pre-service teachers to develop 

negative perceptions about the value of their assessment (Kaplan & Lewis, 2013; 

Ahsan, Sharma & Depeler, 2011). Some schools have large classes of mixed abilities 

but without modern technology to encourage innovation among learners (Nabwire, 

Obondo & Sella, 2015; Kagoda & Sentongo, 2015). Some schools have a culture of 

disrespect, indiscipline, noise-making which may be difficult for pre-service teachers to 

change (Majoni & Chikasha, 2014; Kagoda & Itaaga, 2013). Teacher educators who 

become aware of pre-service teachers‘ worries during practicum assessment can 



GEN 2021, South Africa: Conference Proceedings  

Page - 343 - 
 

institute a paradigm shift in the training process to empower them to build confidence 

during the assessment (Azeem, 2011). 

 

Psychological Factors Affecting Teaching Practice Assessment. 

Psychological factors refer to pre-service teachers‘ intellectual preparedness for 

Teaching Practice Assessment. Pre-service teachers are affected by the loss of the sense 

of belonging, self-esteem, lack of self-confidence, stage-fright, and deterioration of 

moral values that reduce the effectiveness of Teaching Practice performance (Kagoda & 

Itaaga, 2013; Goh & Matthews, 2011). Pre-service teachers‘ practicum experiences 

create a mixture of anticipation, anxiety, and nervousness as their assessors visit them 

for assessment (Okobia, Augustine & Osagie, 2013). Pre-service teachers show more 

worry than pleasure during the delivery of lessons, and they pretend to relate closely to 

learners to avoid embarrassment during the assessment (Kagoda & Sentongo, 2015). 

Pre-service teachers also feel overloaded per week which gives hassles in 

preparing subject matter and instructional content, above their research and college 

assignment requirements (Endeley, 2014; Goh & Matthews, 2011). Research carried 

out by Mudzielwana and Maphosa (2014) showed that pre-service teachers under 

assessment felt nervous, fearful, unable to control learners, and fear of being disgraced 

by their practicum assessors. Uzoechina (2015) describes pre-service teachers‘ 

assessment experiences as full of confusion when confronted with the realities and 

complexities that required competencies of merging theory with practice. They get 

challenged, concerned, and excited about their new responsibilities as teachers and the 

impact they could make on the learners during the assessment (Kiggundu & Nayimuli, 

2009). 

They begin to develop new self-awareness and self-reflection on their teaching 

and professional experience (Kuzhabekova & Zvaparova, 2016). The pre-service 

teachers feel the pain of adjusting to the implementation of new pedagogical theories 

learned against their earlier notions of the profession to fulfill the assessment 

requirements (Lortie, 1975 cited in (Breen, 2014). Pre-service teachers' developmental 

constructions of good pedagogy and to search for innovative and creative ways towards 

professional maturation to succeed during the assessment (Kuzhabekova & Zvaparova, 

2016; Mihaela, 2015). Pre-service teachers begin to see value in developing self-

awareness that initiates critical problem-solving thinking skills, and self-rejuvenation 

through identifying the theories underpinning institutional assessment requirements in 

their pedagogical practices (Mihaela, 2015; Breen, 2014). Kaplan and Lewis (2013) 

posited that pre-service teachers feel challenged to teach in concrete inclusive situations 

during the assessment. (Majoni, 2014) noted that there were allegations that females 

pre-service teachers are boggled by possibilities of psychological abuse, sexual 

harassment, and victimization by some unprofessional assessors, and this triggers 

psychological instability during subsequent assessments.  

 

Economic Factors Affecting Perceptions of Teaching Practice Assessment 

Economic and material support add value to Teaching Practice Assessment.                                                             

Pre-service teachers require a lot of funds for their upkeep in terms of travel, 

accommodation, rent, food, preparation of teaching/learning materials required for 

assessment, and sustainability expenses (Wambugu, Barmao & Ng‘eno, 2013). 

Bolarinwa's (2010) research was carried out in Nigeria and observed that pre-service 

teachers lacked adequate instructional materials resulting in them suffering from stage 

fright before and during the assessment.  Bolarinwa (2010) noted a regrettable situation 

that in most developing countries, government sponsorship is hard to come by, and 
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(Ngara, Ngwarai, & Ngara (2013) add that this scenario leads to low morale among 

pre-service teachers, which in turn leads to mediocre practicum assessment 

performance. Majoni (2014) says that resources are of fundamental importance to the 

development of positive perceptions towards improved performance during Teaching 

Practice Assessment.  

 

Perceptions about the Value of Teaching Practice Assessment 

Literature notes the importance of Teaching Practice which includes: allowing pre-

service teachers to apply theory in real classroom situations, improving pre-service 

teachers‘ 21
st
-century subject and pedagogical competencies, promoting professional 

decision making and critical reflection on practice, and problem-solving thinking skills 

(Lotz-Sisitka, Tshiningayamwe & Urenje, 2017). According to the American 

Association of Colleges of Teacher Education, Teaching Practice assessment develops, 

in pre-service teachers, critical thinking and problem-solving skills, collaboration, 

creativity and innovation, and communication skills critical for articulating informed 

ideas important for effective practice in inclusive contexts (AACTE, 2010).  

 

Statement of the Problem 

Despite the value attached to Teaching Practice assessment, there is a concern 

worldwide that Teaching Practice may not benefit pre-service teachers as expected 

(Kafu, 2011; Bolarfinwa, 2010). Amongst others, there is a concern regarding the 

quality assurance measure, which may not be authentic enough to produce practically 

reflective intellectuals relevant to quality educational practice; and fails to offer 

authentic evaluation for life-long learning (Bolarfinwa, 2010). Teaching practice 

assessment in Zimbabwe has failed to meet international quality standards of Teaching 

Practice assessment (Lyonga, 2015; Nabwire, Obondo & Sella, 2015). Even though 

pre-service teachers are central in Teaching Practice, research tends to focus on direct 

instruction and has not concentrated on pre-service teachers‘ perceptions regarding the 

value of their Teaching Practice Assessment and its contribution to pre-service teachers‘ 

achievement (Sawchuk, 2014). Teacher education researchers tried to understand the 

value of Teaching Practice Assessment from the researchers‘ points of view rather than 

from the pre-service teachers‘ own concrete experiences (Goh & Matthews, 2011). No 

intensive empirical studies have been carried out regarding pre-service teachers‘ 

perceptions about the value of Teaching Practice Assessment in different universities 

and colleges of teacher education in Zimbabwe. This research, therefore, tried to 

understand the value of Teaching Practice Assessment from pre-service teachers‘ points 

of view as a catalyst to the improvement of the quality model. That is, the study 

explores pre-service teachers‘ perceptions about the value of the Teaching Practice 

Assessment they received during Teaching Practice as a catalyst to the improvement of 

the quality model 

 

Hypotheses 

In other to address the above problem towards achieving the objective of the study, the 

following hypotheses were raised to guide the study: 

 

Ho1: There is no significant difference in perception about the value of teaching 

practice assessment between two-year and three-year programmes pre-service teachers. 

Ho2: There is a significant difference in perception about the value of teaching practice 

assessment between two-year and three-year programmes pre-service teachers. 
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Methodology 

The research was carried out at one Technical Teachers College in Zimbabwe 

specializing in teacher education for secondary schools. The research adopted the 

quantitative research approach and the quantitative research design. The population 

comprised of all pre-service teachers in their final three-year and two-year Diploma in 

Education Programmes. The groups were purposively selected on the basis that the pre-

service teachers had completed their Teaching Practice Assessment exercises and were 

regarded the best to providing accurate data about their Teaching Practice Assessment 

experiences and perceptions. A simple random sampling strategy was used in the 

selection of 40 participants, 20 from each group.  Data were collected using structured 

questionnaires and Cronbach‘s Alpha technique was used to make sure that the Likert‘s 

scale items had a reliability coefficient of 0.80 and above.   

The SPSS software data analysis procedures were used to measure central 

tendency by calculating the two samples‘ means, standard deviation, and the ANOVA 

levels of significance. ANOVA levels of significance greater than 0.05 (Sig.>0.05) 

showed that there was no significant difference between the sample means, and 

ANOVA levels of significantly less than 0.05 (Sig. <0.05) indicated that there was a 

statistically significant difference between the two samples‘ means. The Chi-square 

hypothesis tests were computed at a 0.01 level of significance (sig.0.01). The statistics 

with p-values above 0.01 (p>0.01) led to the acceptance of the null hypothesis. Chi-

Square hypothesis test results with asymptotic values less than 0.01 (P<0.01) led to the 

rejection of the null hypothesis and to the adoption of the decision to retain the 

alternative hypothesis. Teaching Practice Assessment critiques were analysed, 

interpreted, and compared with other thematic data sets to unearth agreements, 

inconsistencies, and disagreements with quantitative data sets. The results were 

presented in statistical tables showing levels of central tendency as well as the Chi-

Square hypothesis test results. Pre-service teachers‘ responses on their experiences and 

perceptions about the value of their Teaching Practice Assessment were interpreted, 

explained, discussed in prose, and were compared with reviewed literature. 

 

Results 

 

Pre-Service Teachers’ Perceptions Regarding the Value of Assessment Received 

during Teaching Practice 

This section presents research results on pre-service teachers‘ perceptions about the 

value of assessment they received during Teaching Practice. Subheadings and statistical 

tables have been given to guide the reader. Highlights of results on pre-service 

teachers‘ perceptions of the value of assessment they received during Teaching Practice 

include:  

(a) Improving academic and learner-centered pedagogical competences 

(b) Teacher professional development 

(c) Putting the learnt theories into practice 

(d) Learning to manage large inclusive classrooms 

(e) Developing critical thinking in scheming and planning 

(f) Learning to solve problems encountered in the teaching profession  

(g) Getting feedback for learning, and 

(h) Developing good rapport with learners and co-operating teachers 

 

The results show that there was a general agreement between the two-year and three-

year programme participants that the Teaching Practice Assessment was of significant 
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value to their professional development. Table 1 gives the results regarding the value of 

the Teaching Practice Assessment showing the descriptive statistics in terms of 

samples‘ means and standard deviation, and the analysis of variance (ANOVA) test 

was computed to compare whether there is a statistically significant difference between 

the two sample means. 

 

Table 1: Items about the value of Teaching Practice assessment. 

Items on the value of Teaching Practice assessment Mean 

Std. 

Devia

tion 

ANOV

A Sig. 

TP assessment was of great value to my teacher's 

professional development. 

DE 2 2.90 1.889  

DE 3 3.84 1.772 .117 

Total 3.36 1.871  

TP assessment helped me to apply the 

educational theories I had learnt. 

DE 2 4.10 .968  

DE 3 4.50 .761 .154 

Total 4.30 .883  

TP assessment was very important for my teacher 

training. 

DE 2 4.15 1.309  

DE 3 4.60 .940 .219 

Total 4.38 1.148  

My preparation for the TP assessment was 

adequate. 

DE 2 3.20 1.322  

DE 3 3.90 .912 .059 

Total 3.55 1.176  

 

Table 1 shows descriptive statistics of pre-service teachers‘ perceptions regarding the 

value of the Teaching Practice Assessment and the ANOVA hypothesis tests. The 

second and third items in the table have mean values above 4. The mean values of 4.38 

and 4.30 respectively show that there was a strong agreement by the participants that 

Teaching Practice Assessment was of great importance to them and that Teaching 

Practice assisted them to put theory into practice respectively. Again, the respective 

standard deviations of 1.148 and .883 indicate that there was a consensus by 

participants that the Teaching Practice Assessment was of great value. The descriptive 

statistics show a high level of agreement in the responses (mean>4), indicating that 

participants from the two and three-year programme samples had strong positive 

perceptions about the value of the Teaching Practice Assessment. The second and third 

items show ANOVA significance levels with p-values greater than 0.05 that is, .154 

and .219 respectively. It shows that there is no significant difference between the 

samples' means. It can, therefore, be inferred about the population that there are no 

statistically significant differences in perceptions that Teaching Practice Assessment 

had great value in helping them to apply educational theories they had learnt and for 

their teacher professional development. 

Items one show positive perceptions about the value of assessment to teacher 

professional development with a mean value of 3.36 and a standard deviation of 1.871. 

However, the standard deviation of 1.871 is greater than 1.5 showing greater variability 

in perception about the value of the Teaching Practice Assessment to teacher 

professional development. However, the ANOVA test has a significant value of .117 

(sig>0.05) leading to the conclusion that there is no statistically significant difference 

between the samples that Teaching Practice Assessment has value to teacher 

professional development. 
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In item four with a mean value of 3.55 and standard deviation of 1.176 confirm positive 

perceptions that preparation for Teaching Practice Assessment was adequate. The 

participants generally affirm that they were satisfied with their preparation for the 

Teaching Practice Assessment. ANOVA asymptotic values for all the items are above 

0.05 (p>0.05), and it can be concluded that the samples are not significantly different 

from normally distributed data and that the participants‘ perceptions about the value of 

Teaching Practice Assessment are not significantly different from the population from 

which the samples were drawn.    

Chi-Square parametric hypotheses tests were computed and used to test whether 

there was significant inconsistency in the level of agreement or disagreement in 

perceptions about the value of assessment the participants in the two samples received 

during Teaching Practice. The Chi-Square Hypothesis Test results are presented in 

Table 2 below.  

  

Table 2: Chi-Square hypothesis test summary 

Items tested Test AsympSig. Decision 

Teaching Practice assessment was of 

great value to my teacher's professional 

development. 

One-Sample 

Chi-Square 

Test 

 

.000 

Reject Null 

hypothesis 

Teaching Practice assessment helped me 

to apply the educational theories I had 

learnt. 

One-Sample 

Chi-Square 

Test 

 

.000 

Reject Null 

hypothesis 

Teaching Practice assessment was very 

important for my teacher training. 

One-Sample 

Chi-Square 

Test 

 

.000 

Reject Null 

hypothesis 

My preparation for the Teaching Practice 

assessment was adequate. 

One-Sample 

Chi-Square 

Test 

 

.005 

Reject Null 

hypothesis 

 

Chi-Square hypothesis test summary in table 2 shows that the four null hypotheses 

were rejected because all the computed p-values are less than 0.01 (P<0.01). This 

shows consistency in the responses and perceptions about the value of teaching practice 

assessment between the two samples. This results in the rejection of the null hypothesis 

which says, ―There is no significant difference in perception about the value of 

Teaching Practice Assessment between samples from the two-year and three-year 

programmes pre-service teachers‖. The decision was to adopt the alternative hypothesis 

which says, ―There is a significant difference in perception about the value of teaching 

practice assessment between the samples from the two-year and three-year programme 

pre-service teachers‖. The differences in perception could have been influenced by the 

differences in Teaching Practice duration. 

The results confirmed that the Teaching Practice assessment proved valuable to 

pre-service teachers in exposing them to the requirement of the art of teaching, enabling 

them to make informed application of educational theories into classroom practice, and 

providing them with opportunities for improvement of academic and pedagogical 

effectiveness. The assessment feedback helped them to improve classroom 

management, giving them a better reflection on their teaching standards; realising the 

need for teamwork, collaboration, and discipline. The results agree with findings by 

(Mudzielwana & Maphosa, 2014) who noted that pre-service teachers cherished the 

value of assessment feedback to identify their own pedagogical mistakes that served as 

reinforcement for further improvement in the profession. The results are also consistent 



GEN 2021, South Africa: Conference Proceedings 

Page - 348 - 
 

with Ogunyinka, Okeke & Adedoyin (2015) who said that the Teaching Practice 

Assessment helps pre-service teachers to overcome stage fright and learn to do the right 

things at the right time. Participants‘ perceptions were, generally, that their assessment 

helped them to acquire new knowledge, to develop critical professional problem-

solving thinking skills, and to minimise errors in the teaching profession through 

reflection on their assessment experiences. However, Lyonga (2015) gives a more 

progressive view that assessment during Teaching Practice contributes to the 

development of competencies for inclusivity, creativity, and innovation; which the 

participants had not pointed out. 

A few participants from the Diploma in Education (Two years) programme 

denied that the Teaching Practice assessment had value to teacher professional 

development. This particular group may not have benefited much from the Teaching 

Practice Assessment because of the shorter duration on Teaching Practice compared to 

Diploma in Education (Three years) participants who were on Teaching Practice for a 

complete calendar year with more formative assessment to scaffold their professional 

development. This perception agrees with (Majoni, 2014) who recognised the 

indispensable significance of Teaching Practice Assessment and proposed that teaching 

practice duration should be long enough to provide pre-service teachers with relatively 

great value and worthwhile experiences. The majority of the participants from the two 

samples concurred that the Teaching Practice Assessment they received assisted them 

to develop professional values and dispositions consistent with the promotion of 

sustainable practices in the teaching profession.  

 

Discussion  

Pre-service teachers‘ perceptions about the value of assessment they received during 

Teaching Practice can be explained based on the theory of values which focus on 

principles, quality standards that are considered inherently worthwhile or highly 

desirable. Claiming that Teaching Practice Assessment has value is to acknowledge that 

what they experienced motivated them to fulfill socially meaningful and professionally 

desirable educational goals. The majority of participants found out that assessment was 

pregnant with value, defined their purpose in life, and dictated the means consistent 

with the path they would want to advance in their professional world with an impact. 

Pre-service teachers who could not apply educational theories into practice were not 

teacher material, even if they were empowered with noble theories of modern 

educational pragmatism, they would abandon them and resort to the traditional teacher-

centered pedagogy, jeopardising the quality of educational practice.  

This perception is linked to Lortie‘s theory of apprenticeship of observation 

which says that people can acquire specialised knowledge and professional methods 

through formal attachment or apprenticeship in that trade. The pre-service teachers 

were apprentices, learning the requirements of the teaching profession from their co-

operating teachers through observation, watching, imitating demonstrations, and 

practical engagement in complex classroom situations. Haciomeroglu (2013) 

interpreted Lortie‘s theory of cognitive apprenticeship to mean that pre-service teachers 

who use traditional pedagogical strategies imitate the way they were taught in school, 

which is inconsistent with the reform-based learner-centered pedagogy expected in 

progressive teacher preparation. They would replicate these strategies during Teaching 

Practice Assessment which would influence mediocre performance.  

Some participants who did not acknowledge the value of Teaching Practice 

Assessment adopted the cognitivist perspective that holds the notion that teaching 

ability is innate and relies primarily on subject content knowledge and verbal abilities, 
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rendering Teaching Practice Assessment of no value to making one a professional 

teacher (Goodwin & Kosnik, 2013). They argue that if individuals are born teachers, 

hence, they can still become good teachers when equipped with subject content 

knowledge without Teaching Practice and its related assessment. However, behaviorists 

believe in the value of Teaching Practice Assessment than the cognitivist do.  

Behaviourists hold the notion that Teaching Practice is a period that gives pre-

service teachers the opportunity for an association, interaction, and networking with 

experts in the field of education so that formal practical learning about the profession 

takes place to complement their theoretical knowledge for effective classroom practice 

(Pattalitan, 2016). As a result, behaviorists understand Teaching Practice as a noble 

professional behavior that should be learnt, understood, and assessed in concrete 

educational environments. Akyeampong (2003) arguing from the behaviorist point of 

view about the value of teaching practice assessment, articulates that pre-service 

teachers get an adequate repertoire of teaching knowledge, skills, and exposure to 

professional teaching gained through supervised teaching.  Akyeampong adds that 

without real classroom teaching and assessment as part of teacher training, pre-service 

teachers may not know the challenges faced in the professional teaching career. It is, 

therefore, best to adopt the behaviorist position when appraising the value of teaching 

practice assessment than the cognitivist notion of innate teaching capabilities. 

 

Conclusion 

Results have proved that Teaching Practice assessment has indispensable quality 

assurance value in teacher preparation programs. There is a strong consensus that 

Teaching Practice assessment has the value of allowing pre-service teachers to gain 

knowledge, skills, and experiential exposure to the challenges in the teaching 

profession through practical implementation of educational theories learnt. Teaching 

practice assessment prepares pre-service teachers to become critical thinkers and 

creative problem-solvers through the application of theoretical ideas into practical 

educational reality. The interactionist perspective which believes that Teaching Practice 

Assessment allows for the acquisition of specialised knowledge through formal study 

and apprenticeship is more acceptable than the cognitivist perspective does not believe 

in the importance of Teaching Practice and its associated assessment. The preparation 

of pre-service teachers for the Teaching Practice Assessment was fairly commendable. 

There is no significant difference in perceptions about the value of Teaching Practice 

Assessment based on the duration of teaching practice exercise. Pre-service teachers get 

specialized knowledge and skills in documentation, decision making, problem-solving, 

and innovation. Teaching Practice engagement and assessment experiences in 

educational settings empower pre-service teachers with skills on how to effectively 

manage inclusive classrooms.   

 

Recommendations 

The recommendations derived from the research are the following: 

 All teacher training programs should have a Teaching Practice component in 

which the assessment processes must emphasise the application of theory into 

practice (Praxis).  

 Teacher education curriculum planners should consider the effects of Lortie‘s 

theory of cognitive apprenticeship on pre-service teachers and emphasise the 

significance of authentic reflective Teaching Practice assessment as a new 

paradigm towards quality teacher professional development.  
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 Teacher training programs should be designed to assist pre-service teachers in 

reaching beyond competencies in subject matter and instructional pedagogy, but 

to specialise in critical problem-solving thinking competencies aligned to broad 

categories of education curricula. 

 Teacher educators should expose pre-service teachers to authentic assessment 

experiences that enable them to develop a critical reflection on the value of 

inclusivity, creativity, and innovation aligned to their professional teaching and 

learning advancement. 
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Abstract 

The COVID-19 pandemic presents the greatest test the world has faced since the 

Second World War and the formation of the United Nations.  Going to school during 

the pandemic is considered a super spreader of the infection due to the interactions 

with other people. For this reason, school closure strategy is thought as an effective 

measure in preventing the infection of others and controlling the spread of the disease 

in the community. On the other hand, it is also known that children with Special 

Education Needs (SEN) have been negatively affected by the pandemic. Most of these 

children use assistive devices only available in school buildings, they learn better when 

learning amongst peers and when they see their teachers face-to-face. While the public 

ordinary schools received generic orientation and use online equipment, it became 

clear that Special and Full -Service Schools needed more specialized measures to 

mitigate the spread of the COVID-19 whilst maintaining effective teaching and 

learning and a safe learning environment. This paper examines how to foster a safe 

learning environment and ensure assessment modifications for special needs students 

during and beyond covid-19. This paper employs a desktop literature review using 

social constructivist theory as a theory of knowledge that is constructed through 

interaction with others to assess the prospect and challenges of the paradigm shift to 

virtual learning modalities. Plausible recommendations will be made and the paper 

will present a leverage flexible adaptive and creative measures to be adopted by 

teachers and students for effective teaching and learning during and after COVID 19.  

 

Keywords: Assessment; COVID-19; Curriculum Modification, Special Education 

Needs 

 

Introduction 

Coronavirus started as pneumonia of unknown causes in Wuhan, Hubei Province of 

China in 2019. The World Health Organisation (WHO) announced the name of the new 

coronavirus 2019, COVID-19 in 2020. The outbreak of pandemic coronavirus in the 

world at large has become traumatizing and disturbing in every respect hence it had 

been declared as a global health emergency (Adu et al. 2020). COVID-19 came with a 

list of protocols like social distancing which made face-to-face teaching impossible, 

hence a move to online teaching. Before the advent of COVID 19, there was a request 

in the education and other sectors within South Africa to embrace the use of 

sophisticated ICT facilities as a result of the 4th Industrial Revolution (4IR). This call is 

still a challenge in some of the institutions, particularly in South Africa, where 

resources are limited. What is clear, however, is that we need to be adaptable to our 

ever-changing environments. Some institutions are still struggling with advanced 

technology facilities and this becomes a challenge when it comes to the application of 

the 4IR, (Mpu & Adu, (2019). However, some institutions are well to do when it comes 

to the application of 4IR; hence virtual learning almost operates smoothly during this 

COVID-19 era. For lecturers who are not accustomed and trained to creating and 
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delivering teaching materials for online platform, this may be a significant challenge 

(Farooq et al. 2020).  

COVID-19 stands for coronavirus outbreak, and it's also known as the "2019 

novel coronavirus" or "2019 coronavirus" (Bender, 2020).  The COVID-19 virus is 

related to SARS-CoV (Severe Acute Respiratory Syndrome Coronavirus 2), which is 

also lethal (Meng, Hua, & Bian, 2020).  This virus can be spread in minutes by droplets 

or by contacting contaminated surface metals or other products that have been infected 

by someone with respiratory problems. COVID-19 has infected higher educational 

institutions worldwide, not only in Wuhan, China, where the virus originated, but in 

188 countries as of April 6, 2020, (Toquero, 2020).  

 

Curriculum Delivery in Schools 

Despite the COVID-19 situation, educational countermeasures are taken to continue 

educating the students. Effective teachers have the ability to turn average students into 

exceptional lifelong learners. Teachers can develop into expert educators by 

participating in reflective practices. We will benefit from experience and progress from 

beginner to professional by evaluating our teaching practices and the impact they have 

on students and other stakeholders. When a teacher is conscious of the viewpoints that 

affect his or her teaching and the characteristics that encourage teaching and learning, 

he or she may begin to reflect on new approaches to deliver the curriculum that 

promotes diversity during and after the pandemic (Adu et al., 2020). Teachers are at the 

heart of a dynamic classroom, so curriculum delivery and assessment adaptations are 

left to their imagination while preparing lessons. When you know your curriculum 

delivery style, you can incorporate other styles that are flexible and respond effectively 

to the current situation.  

 

Study Objective 

To accommodate the diversity that exists in schools today, teachers must strive towards 

creating supportive classroom designs online with a strong sense of belonging. For 

students to feel accepted and to belong they need support and they need to feel the 

presence of their teacher. The study objective is to support them with curriculum needs 

to be adapted to suit their needs. Participation can be achieved by focusing on learner 

assets and strengths, as this determines the classroom ethos and to fully rely more on 

parental guidance during COVID-19.  

 

Methodology 

The paper used desktop review methodology to explore the strategies that are found to 

be suitable to educate learners with diverse needs and to address hurdles underpinning 

students with disabilities in full-service schools. The literature explored here does not 

only illustrate what numerous authors say about the strategies that can be used for 

students with disabilities and how the curriculum and assessments are adapted to fit 

their needs. 

 

Literature Review 

 

Teaching Strategies for all Students 

When faced with teaching in an inclusive school, teachers are always afraid that they 

will have to work much harder, and that they will have to change everything they do to 

help students with a variety of needs.  
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However, it is not about working harder, but rather about working smarter. Once good 

teaching practices are in place, the accommodations that are needed might be very 

small. Students have been challenged to adopt online learning as the health crisis has 

halted face-to-face learning and social gatherings. As a result, the learning environment 

is very different and challenging. Academic leaders recognize the disruption and 

challenge faced by students and note that student welfare is of paramount importance in 

navigating the ‗new‘ learning landscape. Students need to become more adaptable and 

resilient and the school environment would assist them under normal circumstances. 

COVID-19 represents a once-in-a-generation opportunity for the sector and students. 

Turning the crisis into an opportunity will require a degree of change at the institutional 

level—breakups, mergers and closures of faculties. And it will require a significant 

change in what are considered the ―teaching strategies‖ for future of teaching and 

learning (Devinney & Dowling 2020). Moreover, education is not the only thing that 

students get from traditional education service providers. They acquire other assets 

such as lifelong friends (some of which may become business partners in the future), 

access to a scholarly network, skills, opportunities, (Galloway 2017), and, in case of 

students in top schools, brands. Although these assets do not always bring rewards, they 

are still valuable tools for success in future endeavors. 

 

Teaching Strategies During Covid-19  

 

Ho me - B as ed  L ea rn in g  

While time is of essence, special education educators recommend working on 

establishing an appropriate learning environment and objectives for students 

and their families before launching into a detailed list of to -dos and daily 

activities. The more time students spend in reading, writing, doing math, or science, 

the better the learning outcomes are likely to be. We simply cannot learn any new skill 

or develop further ones without spending a certain amount of time grasping the new 

content and practicing our knowledge and skills. During a social sciences lesson, for 

example, students can be expected to answer questions posed by the teacher, to take 

notes, or to draw up an outline of the important points (Scruggs & Masropieri, 2010). 

The challenge during COVID-19 is that a science lesson that requires experiments is 

likely to have a hindrance because students will only rely on what the teacher 

demonstrates/tells them instead of them having the opportunity to touch and hold 

apparatus at home. However, children who face severe barriers to learning might not 

respond in virtual classes. For example, a learner with physical impairments might not 

be able to participate in a science experiment, but can still be actively engaged, and a 

learner with visual impairment can be actively listening to the teacher even though he 

may not be able to see her. Keeping all aspects relevant to the lesson, such as lesson 

objectives, are most of the time not achieved and as such time for the tasks need to be 

maximized.  

 

Required Skill for Teachers 

 

1. Managing Time Effectively  

Time is an abstract concept, and teaching students to use time effectively is crucial. 

Students might find it difficult to know how much time is left to complete an activity 

and this often leads to them not finishing their work, (Long & Carlson, 2011). When 

students start writing tests that have a time limit, the effect of this could be disastrous. 

For some students, the transition between different classroom periods is especially 
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difficult, as they do not have a good concept of time. In a diverse classroom, how can a 

teacher assist with time management? 

 The teacher can help by giving a ten-minute warning, as this will prompt 

them to think about finishing. 

 By allocating proportional times to a paper when students write a test. 

 For younger students, a teacher may use a kitchen timer that sticks audibly 

as this helps them to hear that time is passing. For example, the teacher can 

say: ―You have five minutes to organize yourself into groups of four‖, and 

then set the timer. This way, valuable classroom time is not lost, 

maximizing academic engagement opportunities. 

 

2. Presenting Effective Lessons 

Stuggs and Mastropieri, (2010) have developed a tongue-in-cheek acronym that 

highlights six critical components of presenting effective lessons: 

S-Structure 

C-Clarity 

R-Redundancy 

E-Enthusiasm 

A-Appropriate  

M-Maximizing participation through questioning and feedback 

 

This refers to the way the teacher should start every lesson by explaining the main 

objective (the learning outcome) in a way that is clear to the children. After having 

explained the purpose of the lesson, the teacher should also emphasize its critical 

elements and help the students summarize them. A simple situation-problem-solution-

outcome (SPSO) schema on worksheets in an example illustrated below in an SPSO 

worksheet.  

 

Situation Mark Shuttleworth wants to become the first African in space. 

Problem How can he achieve this? He is a businessman and not an astronaut. 

Solution He pays a huge amount of money to the Russian space program, and 

they train him. 

Outcome He becomes the first African in space and creates a lot of awareness 

about the importance of science and that children should learn science 

and maths in school. 

 

A mind map is another form of worksheet structure. Mind mapping has been used by 

teachers, clinicians, psychologists, engineers, and others for decades to aid learning, 

memory, fact summarization, brainstorming, and problem-solving. A mind map is a 

diagram that uses various colors and pictures to visually depict thoughts, phrases, 

activities, or other objects around a central keyword or theme (Long & Carlson, 2011).  

 

Fostering an Emotionally Safe Learning Environment 

Learning is a process of reordering our perceptions and knowledge of our experiences. 

Theorists from the psychodynamic school of psychology (such as Freud, Jung and 

Adler) have analyzed and studied human thought processes, response patterns, and 

influences. Research in the field of psychodynamics gives insight into: 
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1. Recognizing and expecting a variety of aware and unconscious reactions to a 

variety of sensory inputs  

2. Affecting and studying complex mind and senses- body states using the 

communicative essence of movement and primal psychological gestures; and  

3. Investigating the mind's and senses' ability to directly influence physiological 

reaction and biological change.  

 

Modifications to Modes of Presentation 

The COVID-19 pandemic is, however, accelerating digital transformation in education: 

Not only in South Africa, but globally too, educators, students, policymakers, and other 

role players are now actively undertaking efforts to bring about digital transformation 

in this sector. This chapter reviews the rapid expansion of digital transformation in the 

education service and explores, in detail, the need for teachers to modify the modes of 

presentation to align with the current teaching and learning modalities. Teachers 

usually take great care in preparing their lessons more at this time by altering and 

alternating their modes of presentation to enable all of their students to benefit 

optimally from what they are teaching, (Tofade, Elsner & Haines, 2013). However, 

when students have to present their evidence of learning, all students are required to use 

the same mode of presentation. This process cannot be faulted if all students can use the 

required mode of presentation that the teachers use. This needs constant training for 

both teachers and students to adapt to the new strategies. However, if students have 

difficulty doing so, teachers must allow other modes of presentation to guarantee the 

validity of the assessment.  

 

Modification to the Assessment Process 

In the mind of any good teacher, adapting teaching and learning without paying 

attention to the assessment process would certainly not constitute proper teaching 

practice. However, assessment and the main factors that deter teachers from adopting 

multi-level teaching, learning, and assessment. 

 

Maximized Participation through Questioning and Feedback 

Active involvement can be ensured by selecting materials with an acceptable degree of 

complexity and interest, as well as the diligent use of questioning and constructive 

feedback. Each learner's trust, obligation, and passion for learning will grow as a result 

of this. If the right questions are raised, the successful use of questions can be an 

outstanding teaching tool that can inspire active learning. The primary aim in 

classrooms should not be to present students with masses of information, but rather to 

help them explore, organize, integrate and extend their knowledge and make it useful in 

different situations (Beatty, Gerace, Leonard & Dufresne, 2006). Likewise, questions 

should focus on learning (not on memory or recalling facts) and teachers should ask 

questions to help students discover what has been learned, to comprehensively explore 

the subject matter, and generate discussion and peer-to-peer interaction (Tofade, Elsner 

& Haines, 2013). When asking a question, the teacher should allow time for the 

students to think of an answer, even if it feels like a long time. Teachers should allow 

students at least ten seconds to respond. The teacher‘s silence will usually encourage an 

answer. If no one has answered the question after a ten-second wait and nobody is 

making eye contact, try rephrasing the question or providing a hint to prompt a 

response.  
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There are different types of questioning strategies that can be used, for example: 

 Use Closed Questions: These questions require only ―yes‖ or ―no‖ responses, 

and asking them at the beginning of a lesson is an effective strategy as this 

helps the students to relax and can give the teacher an idea of how much they 

already know about the topic.  

 Use Open-Ended Questions: These are more complicated questions than closed 

questions. Examples of the open-ended questions include how, What, Why, etc. 

In an inclusive classroom, this helps teachers to gauge the students‘ level of 

understanding and modify or adjust their teaching methodology to enhance 

learning.  

 Encourage Students to Ask Questions: In addition to asking specific questions, 

teachers should encourage children to ask questions, as this is usually a sign 

that they are listening and learning (Matropieri & Scruggs, 2010). This can be 

achieved by informing the class during the start of the lesson that you want 

them to interject by raising their hands and asking questions at any time. As the 

lesson progresses, teachers might want to check with the students to see if they 

have questions. It is particularly useful to do so just before moving on to a new 

concept because it provides an opportunity to review the main points of the 

section.  

 Use Questions to Determine what Students have Learned: Questions are 

effective for determining whether students are grasping the concepts being 

taught. This can be done by asking them if they have any questions before 

moving on, or by asking them to raise their hands or nod if they understand the 

concept. If several students do not raise their hands, the teacher needs to revise 

the concept. 

 Use Repletion: the same questions can also be repeated a few times throughout 

the lesson to ensure that the most important concepts are learned. By the third 

and fourth repetition, all students should know and remember the concepts.  

 Use Randomized Questioning: to ensure that all students have an opportunity to 

answer questions in a fun manner, randomized questioning can be used. In this 

strategy, the teacher draws a card and reveals the name of the learner who has 

to answer. 

 Recognizing Common Pitfalls and Figuring out how to Avoid them: The query, 

“Does anyone understand?” is a popular stumbling block. The majority of the 

time, children do not respond to questions directed at the community. Some 

people can nod, but that isn't a good way to tell whether the rest of the group is 

on the same page. Another trap is for them to lift their hands if they don't 

understand anything. Most students are apprehensive about standing out in a 

community as the "one who doesn't get it". Also, try not to start a question by 

using a specific learner‘s as this will probably cause the other students not to 

think, as the question is not directed at them (Tofade, Elsner, & Haines, 

2013:13). 

 

Questions have a certain difficulty level, and to develop thinking and problem-solving 

skills, the questions that teachers ask should reflect various difficulty levels 

(MacComas & Abraham, 2005; Tofade et al., 2013). Thinking and problem-solving 

skills are both critical to ensuring academic success, but as they do not develop 

spontaneously, they have to be taught. According to Bloom‘s taxonomy, questions are 

asked on one of six different levels. However, in a recent study with Grade R teachers 

in rural KwaZulu-Natal, it was found that although some teachers used utterances on all 
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six levels of Bloom‘s taxonomy, by far the highest frequency of utterances was found 

on levels 1 and 2- the easiest levels (Higham, Tonsing, & Alant, 2010).  

 

Conceptualizing Assessment 

Assessment is something done with and for students and not to students (Wiggins as 

referenced in Lombard, 2010:34). Consequently, ―the learner should be the beneficiary 

of assessment‖ (Lombard, 2010). In a caring and inclusive environment, this implies 

that teachers should not force students to do only what the teachers think is good for the 

students (Noddings, 2005). The South African Qualifications Authority (SAQA) 

(2001:16) defines assessment as ―a structured process for gathering evidence and 

making judgments about an individual‘s performance concerning registered national 

standards and qualifications (or specified aims of a subject). In this process of gathering 

evidence, the focus should also be on improving learning and teaching, and the 

information collected must be used to aid teacher decision-making (Waalvoord, 2010 & 

McMillan, 2007). According to the National Protocol on Assessment (DBE, 2012b:3) 

―assessment is a process of collecting, analyzing and interpreting information to assist 

teachers, parents and other stakeholders in deciding the progress of students.‖ 

Assessment, according to the CAPS records, is "a continuous planned method of 

finding, collecting, and analyzing knowledge about students' results through different 

types of assessment" (DBE,2011a:25; DBE,2011b:5).  Four steps in the evaluation 

process are stated in the CAPS documents: producing and gathering proof of 

achievement; reviewing this evidence; documenting the findings; and using this 

information to recognize and thus assist students' growth by also enhancing the learning 

and teaching process (DBE,2011 a: 25; DBE,2011b: 25). Any assessment practice 

should, therefore, have a constructive competition aspect, but should never result 

according to the learner‘s abilities. Sapon-Shevin (2007:160) emphasizes that a positive 

classroom atmosphere may not be created where students are contrasted and treated 

differently as a function of competitive assessments. ―Each student needs to be honored 

and acknowledged for where she is now and challenged to move to the next level‖ 

(Sapon-Shevin, 2007: 171). Another type of support in a diverse classroom is 

assessment adaptation, which will be discussed in detail in the following section. First, 

this paper will discuss the principles of adaptation and then the categories.  

 

Principles of Assessment Adaptation 

The principles of inclusive education entitle students with barriers to learning to be 

assessed in ways that ensure a fair opportunity to demonstrate their knowledge. For this 

reason, educators should at all times be familiar with the principles of assessment 

adaptations to implement them correctly. 

 

Identifying Students in Need of Assessment Adaptations as early as possible 

Early identification of students who require assessment adaptations cannot be 

overemphasized. Assessment adaptations should be put into practice early in their 

school careers to allow students to realize their potential (DoE, 2008: 97,112), as well 

as for the students to get accustomed to the specific mechanisms of the adaptation. It is 

equally important that a history of the adaptations is noted in each learner‘s Learner 

Profile, as this will be required when the learner writes an external examination 

(GDE,2003; DoE, 2008). 
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Remembering the Purpose of Adaptations 

Differentiations in assessment adaptations are intended to level the playing field for all 

students by overcoming any assessment obstacles they may face. Students are given 

assistance in order to enable them to offer a true account of their knowledge and 

abilities. The assessment's quality must not be jeopardized, and no learner should be 

granted an unfair advantage over his or her peers (DBE, 2014:2).  

 

When Recommending an Adaptation, Make Sure that the Learner and His/Her 

Parents are Comfortable with it 

Parents and students should be informed of the recommendations made. Find out how 

the learner perceives the need for assessment adaptations and whether he or she is 

comfortable using them. Students should be trained on the procedures for the 

adaptations that were granted to them and have time to practice them before the 

examinations. If parents and/or the learner refuses to make use of the recommended 

support in assessment, they should be asked to sign a predesigned letter in this regard. 

This document should then be placed in the students‘ profiles for future reference.  

Assessment adaptation can be grouped into four categories, namely 

timing/scheduling adaptations, the presentation format, response format, and setting 

adaptations. Students with disabilities utilize one to four adaptations during 

assessments (Rickey,2015). Keep in mind that adaptations should be selected and 

recommended based on the learner‘s individual needs. Additional time is indicated for 

most of the adaptations, but teachers should evaluate the necessity thereof according to 

the learner‘s specific need. Rephrasing, requires an interpreter and reading to the 

candidate/small group, planning aid, and the use of a computer usually takes place in a 

separate room in normal classroom settings. With this challenge, teachers need to use 

voice recording of an interpreter to cater to those that need this form of support. 

 

Description of Assessment Adaptations 

The Gauteng Department of Education offers a variety of assessment adaptations that 

can be recommended and implemented to provide students with specific learning 

difficulties and physical/sensory/neurological disabilities the fair opportunity to access 

tests and examinations (GDE, 2013). Adaptations such as Additional time, reading to 

the learner/candidate, enlarged prints, rephrasing, interpreter; can be offered to students 

with barriers during assessment and they can be stretched from the COVID-19 period 

and beyond. 

 

Conclusion 

Learner support in diverse classrooms depends not only on teachers but on the society 

from where the learner comes from, parents and/caregivers, peers, School-based 

support team, teachers, and the school principals. When these stakeholders work 

together, the students feel accepted and thrive better in their education. The teacher is 

at the center of this collaboration and should work near the District Based Support 

Teams to get support, skills, and knowledge. When they work with diverse students; 

they have to be very much conversant with the disabilities their students have and 

should always record their findings in the learner profile at all times. The society also 

plays a pivotal role in supporting students as this begins with them where in the past 

students with disabilities were labeled as being bewitched and as such they were 

stigmatized and excluded by the community. The peers should be taught to embrace 

students with special needs through advocating inclusive education and education for 

all. These students with diversity play and learn a lot from their peers in and out of 
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school. The school principals should make it their duty to adhere to the policies on 

inclusion and should stop advocating that students with disabilities belong to special 

schools.  

This enhances their adaptability and their sense of self-belonging to the school 

environment where students are treated equally irrespective of their disabilities. When 

the Department supports these students during the assessment, assessment adaptations 

are put into place so that all the students feel embraced. This is why the assessment 

adaptations and training of students and teachers during COVID-19 is key. The 

National Examination Board is put into a task to add time, and use trained interpreters 

to rephrase for students, interpreting and reading to the candidate or small groups. The 

questioning style needs to be adapted to suit individual students‘ ability to respond 

comfortably. (Swart & Pettipher, 2011).  Rapid technological development presents an 

excellent potential for many organizations. However, the actual use of these 

technologies may be resisted by physicians for fear of changing their work processes 

in special needs education, consequently affecting their productivity and job 

performance during the pandemic (Kankanhalli et al. 2016). This resistance from 

physicians may further impair the allocation of knowledge resources that would impact 

not only students with impairments but also socioeconomic outcomes for the 

organization where they are registered. 

The curriculum planners also have to restructure their LTSM in such a way that 

it is user-friendly for all students and the font size is adjusted for those students who are 

visually impaired.   

 

Recommendation 

Effective learning depends on emotional growth. Therefore, we need to understand the 

relationship between emotions and better learning. Students must feel secure and 

welcomed in order to advance through the program. They must also gain internal 

strength in order to feel secure, capable of exploration, and possess a sense of 

individuality. 
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Abstract 
The aim of the study was to evaluate the strategies that can be employed to eradicate 

gender disproportion of male students in Home Economics at college level. A 

qualitative study stuck in the interpretive paradigm was deployed, where data was 

elicited from 8 female classroom practitioners, 20 female students and 2 males who 

happened to be studying in departments of Home Economics that were purposively 

pooled from three colleges in Zimbabwe. They participated in open-ended 

questionnaires, face-to-face semi-structured interviews and focus group discussions. 

Data was thematically analysed with the findings revealing that for Zimbabwe to 

achieve gender parity, there is a need to revise National Gender Policy, revisit the 

curriculum, source for funds to sponsor male students for Home Economics thereby 

eradicating gender stereotyping in the communities, and employ gender receptive 

methodology in the departments and institutions. The study recommends that the 

Zimbabwean Government through the Ministry of Higher and Tertiary Education, 

Science and Technology Development and all stakeholders should consider introducing 

project that would attract males to the department of Home Economics to eradicate 

gender disproportion.  

 

Key words: Strategies, Gender Disproportion, Home Economics, Policy, Curriculum.   

 

Introduction  

Eradication of gender inequality from Zimbabwe and its societies is crucial to 

attainment of equality education and in Home Economics (HE). Zimbabwe aims at 

identifying key gender issues in education and establishing the extent and nature of 

gender based discrimination that impedes the full participation of girls in education, 

leaving male issues in Home Economics unaddressed (Forum for African Women 

Educationist Zimbabwe (FAWE) 2017). Given this assertion and the reality that gender 

equality in HE is key to quality teaching and learning at college level, it is of high 

importance that a study of this nature is embarked on. Such a study might improve 

males‘ equal participation at college level in general and in the departments of Home 

Economics in Zimbabwe in particular. 

  

Literature Review 
McGregor (2008) views Home Economics as a field of study and profession whose 

major goal was to achieve entrepreneurship for individuals, families and the society as 

a whole. It includes principles and hands-on skills integrating with knowledge and 

processes that are examination-oriented (United Nations Girls‘ Education Initiative; 

UNGEI, 2007). Home Economics could, therefore, be viewed as an area of study in 

which assumed knowledge, processes, practical skills and theories are combined to 

develop an individual in eliciting achievements that make decisions about the next steps 

in instruction or in career choices.   
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Home Economics is also known as Family and Consumer Science, Human Sciences, 

Home Science and Domestic Economy Science, as it reflects aspects in and outside of 

home life and wellness. It has a strong historic relationship to the field of Human 

Ecology that incorporates both creative and technical aspects into its teachings 

(UNGEI, 2007). For McGregor (2008), Home Economics courses are offered 

internationally, across multiple educational levels and have been important throughout 

history because they gave women the opportunity to pursue higher education and 

vocational training in a world where only men were able to learn in such environments. 

However, in modern times, Home Economics teaches people of all genders important 

life skills, such as cooking, sewing, finance management and the like. With the stigma 

that ‗Home Economics‘ has earned over the years, the course is now often referred to 

with different terms, among which is Family and Consumer Science (UNGEI, 2007). 

This shows that Home Economics has a very strong influence on the career choices of 

both male and female students who wish to pursue it without gender disproportion. 

While Home Economics has to be taught to every gender, it still suffers from a 

female subject stigma; gender inequality is high in this field and it mostly affects male 

students. Brescoll (2013) views gender inequality as a result of the persistent 

discrimination of one group of people based on sex and manifesting itself differently 

according to race, culture, politics, country, and economic situation. It is also 

considered a causal factor of gender discrimination against women. For Hyde (2005), 

gender inequality acknowledges that men and women are not equal and that 

gender affects an individual's living experience. These differences arise from 

distinctions in biology, psychology and cultural norms. Some of these types of 

distinctions are empirically grounded while others appear to be socially constructed, 

dominating in education and work places. Contextually, gender inequality is the 

disproportion of males as compared to females that have manifested itself in Home 

Economics at college level. This continues to force Zimbabwe to employ strategies to 

combat gender inequality against male students in the field of education with regard to 

Home Economics.  

While gender disproportion of males in HE is a global problem, the 

Zimbabwean education legislation paved way for equality and equity between girls and 

boys, and women and men as they all could access education without discrimination 

(Gordon, 2016). According to the Multiple Indicator Cluster Survey (MICS, 2014), the 

disproportions between males and females in education at college level stood at 99% 

females and 1% of males enrolled for HE in 2014. However, gender equality progress 

at tertiary level was slower in the last two years as gender imbalance was still hitting 

the HE department such that the enrolment of males was at 2% in the Mashonaland 

colleges and almost 98% was for females in that department in 2015 to 2016. The 

sharpest increase in enrolment was between 2016 and 2017 where the male enrolment 

went up by 3%, leaving females at 97%. Nonetheless, between 2017 and 2018, there 

was a decline in the enrolment of males in those tertiary institutions in the department 

of HE (Munjanganja & Machawira, 2018).  

For Sheehan and Welch (2012), gender disproportion in Home Economics is 

probably caused by the teaching and learning material, methodology, classroom 

environment, and the instructors who are not gender responsive. Having students 

exposed to these learning conditions in and outside the classrooms can reinforce gender 

stereotypes, discourage students, weaken their motivation, limit their overall academic 

performance and instil gender roles in the society (Krueger & Krueger, 2011). Thus, 

female students are given better conditions of learning. Hence, the procedures, funds 

and development of the paramount practices are also given to females in education 
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structure, through the ways of addressing gender gaps and contributing to broad of their 

improvement in Home Economics. Furthermore, the overview of feminism created 

better environments for female students giving them selected prospects to share their 

visions, facilitated discussion during which students can express themselves, brought 

about audience to hear students‘ thoughts and made follow-up actions based on female 

students‘ expressed ideas and perspectives at the expense of their male counterparts 

(Withers, Glenn & Melis, 2009). 

From the above factors, Zimbabwe introduced an Education Policy in the 

beginning of 2004 and launched a new National Gender Policy NGP in 2013 to revise 

the strategies that were put in place in 2004 (Runhare, 2013). The introduction of this 

policy required that sub-sector policies be formulated and implemented. Thus, gender 

issues be identified and addressed at policy level in that order effectively. The United 

Nations Children‘s Fund (UNICEF) through the Ministry of Education Sport and 

Culture in 2013 commissioned a review of gender problems in the education sector and 

in particular issues relating to females‘ education. The resolutions from such endeavour 

may inform an education sub-sector policy, plans and programmatic approaches, 

gender imbalances in education and all forms of discrimination for equal participation 

of males and females at all levels of educational and vocational training activities 

through availing educational resources equally (Maune, 2017). Based on the report by 

the Status of Human Capital Development and Training Institutions (SHCDTI) (2010) 

in Midlands, the gender gap still upsurges and men still create the marginal number of 

the student populace in the Home Economics department in tertiary organisations. 

It is, perchance, for the above reason that Withers, Glenn and Melis (2009) 

contend that supplementing speculation in gender equality in education includes 

mentorship programmes and providing inspiration in close cooperation with local 

communities for the developing countries attracts males to the female oriented careers. 

For Sheehan and Welsh (2012), extracurricular activities, such as sewing clubs, cultural 

fashion design and academic activities that take place outside of school hours are 

known to be empowering in various ways and providing another avenue for education 

in a less formal setting. While such activities can be linked to the classroom, care must 

be taken to ensure that they do not lead to increased segregation of males who want to 

take practical courses out of school. Thus, dedicating learning spaces, programs and 

sponsoring school clubs can serve to complement equality of all students regardless of 

their gender. 

It is against this backdrop that the present study sets to examine strategies that 

could be employed to eradicate gender disproportion of male students taking Home 

Economics at college level in Zimbabwe. 

 

Objectives of the Study 
The objective of the study was to analyse the causes of gender disproportion of male 

students in HE with the view to come up with the strategies that can be employed to 

combat this disproportion. 

 

Research Question 
● What strategies can be employed to combat gender disproportion of male 

students in Home Economics at college level in Zimbabwe? 

 

Methodology 

The study employed an interpretive paradigm as it impacts the way information is well-

thought-out, interpreted and its selection sets down the willpower, inspiration and 
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potentials of the study (Mackenzie & Knipe, 2012). The interpretive paradigm allows 

the use of qualitative approach which is superlative for this study. It is also assumed 

that it permits the use of qualitative methods of data collection that denotes to the 

connotations, idea definitions, features, descriptions, signs, depiction of things and not 

to their counts or measures. It answers why and how a certain phenomenon may occur 

rather than how often (Babbie, 2014). The study used the case study research design as 

an account of an activity, event or problem that contains a real situation and includes 

the complexities one would encounter in the place of the study. It also involved doing 

an in-depth study of a single person or a group (Smith, 2012). The case study assisted 

to analyse the causes of gender disproportion of male students in HE with the view to 

come up with the strategies that can be employed to combat this disproportion. 

For this study, purposive sampling was favoured. For data collection, 8 female 

lecturers, 20 female and 2 male undergraduates who happened to be studying Food 

Science in the department of Home Economics were selected. The participants were 

purposively pooled from the three colleges that were involved in this study. Vigilant 

selection progresses the validity of research outcomes and improves the integrity of 

research (Creswell, 2008). Semi-structured with unrestricted items of open ended 

questionnaires, semi-structured head-on interviews and focus group discussions were 

engaged for data collection of this study to facilitate triangulation and the avoidance of 

the shortcomings of one instrument. The triangulation of instrument helped to 

determine a single point in space with the convergence of measurements pulled from 

two other discrete points. Also, it is an applicable strategy of establishing the credibility 

of qualitative analyses that becomes an alternative to traditional principles like validity 

and reliability (Rothbauer, 2008). Semi-structured face-to-face interviews were held 

with 8 lecturers to have incomprehensible and unexpected responses clarified. They 

helped the researcher to see their inspirations and their facial expression during the 

process, permitting a deeper and more sensitive inquiry of strategies on combating 

gender disparity of male students in Home Economics.  

While the validity of a questionnaire is considered as a pre-condition for its 

usefulness, the appropriateness of an instrumentation contributes to the validity of the 

results (Nielsen (2013). The questionnaire for this study, developed by the researchers, 

was checked for validity and reliability through the inter-rater method that involved 

giving it to 2 experts in the area of Curriculum, to first check for suitability (validity) 

and reliability. The use of member-checking, prolonged engagement in the field and 

triangulation of the different data collection instruments ensured the trustworthiness of 

the results emerging from the qualitative data of this study. 

 

Results and Discussion 
The questionnaire with 27 items was used as the focal data collection instrument. It was 

designed to establish the prevalence of gender disproportion of male students in Home 

Economics at college level, analyse the reasons for gender disparity of male students 

found in Home Economics and evaluate the strategies that can be employed to combat 

gender disproportion of male students in Home Economics at college level. Thus, the 

questionnaire was considered to address both the research objectives and the research 

questions of this study. 

All the 27 questionnaire items were open-ended such that the participants could 

optionally complete them. They had semi-structured questions for the participant to 

fully explain his/her answers. For qualitative analysis purposes, Yes was collapsed to 

indicate positive perception while No meant negative perceptions (Esterberg, 2002). 
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Data collected through semi-structured interviews and Focus group discussions were 

used to buttress / refute findings from the questionnaires. 

The data were mainly descriptively analysed with thematic interpretation as it 

was needed to clarify major findings. It is also important to note that the researchers 

presented data, quoting verbatim and immediately discussed it in order to avoid the 

repetition that often depicts work where data presentation and discussion are separated. 

Lecturers were first asked if there was any gender disparity faced by male students in 

the department of Home Economics. An over-whelming majority indicated that gender 

inequality of male students in that department was a challenge, especially at that level 

where they expect male students to be forth coming. They also pointed out that 

irresponsive teaching materials and methodology, socialisation of both teachers and 

students and negative attitudes towards the subject are other factors contributing to the 

evident gender disparity in the department of Home Economics. Lecturer 8 remarked: 

“…In this college, unluckily there are only female students and 

female lecturers in the department of Home Economics. The 

department has been suffering of gender inequality of male students 

for the past 5 to 6 years, or should we say since gender policy was 

introduced because I have never taught a male student since I joined 

this institution.”  

 

Based on the gender of the lecturers and students who participated in the study and 

what they all suggested during interviews and focus group discussions, it is noted that 

the HE departments were dominated by female students. The over-representation of a 

single gender in the field of learning or in workplace or the better opportunities given to 

a single gender are the signs of gender disparity perpetuating that environment. Thus, 

gender inequality in education is a persistent problem within the fields that were female 

oriented, especially for the males in dimensions of Home Management (Klasen & 

Lamanna, 2009).  

Also, the participants largely claimed that gender inequality of male students 

has been there and that was pervasive, especially at tertiary level to an extent that 

approximately more than a thousand undergraduate students in the education system 

were females from the department of HE. Asfaw (2012) observed that there is a trend in 

favour of more females than males attending colleges. The females make up only 89% 

of college population; the remaining 11% are males in Home Economics department 

and a significant figure of male students dropped out before graduation. For Lestrade 

(2012), as a signatory to the Millennium Development Goals, to pledge to pursue a 

series of benchmarks and targets relating to gender equality in the Department of Home 

Economic in Zimbabwe, the targets aimed to empower women and eliminate gender 

disparity in all levels of education by 2015. However, a vast expansion of higher 

education for females in the department of Home Economics was evident, leaving male 

students persistently under-represented. 

From the above therefore, this study revealed that there is gender inequality of 

male students in Home Economics because there is poverty. Other contributing factors 

are irresponsive teaching materials and methodology, socialisation of both teachers and 

students and negative attitudes towards the subject. Focus group discussion participant 

7commented: 

“…Parents, male students and teachers have negative attitudes 

towards the subject because they see, it as a feminine field and 

poverty has a negative impact on the learning of the students, 

especially those with parents who do not afford fees payment, 
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withdraw their students from colleges and most of the parents have 

low income to sustain their day-to-day living because of poor 

Zimbabwean economy. Male teachers view Home Economics 

differently, influencing male students not to pursue it to college 

level.” 

 

From the above statements, it could be noted that gender disproportion of male students 

in HE is the reason for poverty, negative attitudes, gender irresponsive approach and 

many more. For Holiday (2018), students are residing in the conditions of poverty, they 

experience several problems and challenges in making ends meet, for example, 

problems of not affording food, insufficient income to sustain their living conditions 

satisfactorily, no free education is provided, prevalence of traditional viewpoints and 

discriminatory treatment among males in the HE are other factors contributing to 

gender disparity in that department. 

Focus group discussions and interview data revealed teachers as the 

implementers of the curriculum, teaching in other departments have bad influence in 

career choices of male students. They tend to mock male students who choose HE 

because of the teachers‘ patriarchal socialisation. Focus Group Discussion participant 9 

said that:  

“…Students choose what their role models want and at times they are 

affected by their teachers‟ conflicts. This confuses the learners and 

leaves other subjects suffering of the under-representation of one 

gender. Some of them screen them according to their gender during 

subject allocation especially in technical subjects and sciences, 

hence, a lot of mockery of male students taking HE that emanates 

from the way teachers were socialised and because they want to 

protect their benefits, self-importance, unawareness or their 

emotional thoughts from the masculine socialization. How boys are 

socialised has a bearing on everything they do at home and school. 

Therefore the subjects they prefer to pursue are determined by how 

the individuals were nurtured. This also affects their behaviour in 

front of their female counterparts.”     

 

It could be assumed that teachers as implementers of the curriculum caused gender 

imbalance of male students as they influenced students on career choices because of 

their conflicts within the departments, interests, confusion and their backgrounds. Most 

of the students pursue careers that were chosen or imposed by teachers due to conflicts 

in departments, as teachers are able to interact and manipulate students, display 

negative behaviour, influence their careers, show interest and appreciate increases in 

students‘ failure. While working towards providing students with negative attitudes 

towards other teachers, there would be a certain development level of information, 

experience and behaviour towards other subjects which lead to negative ego attitudes.  

With regard to factors that influence gender inequality, the study revealed that having 

career guidance to the students at the early stages of secondary education and 

sponsored educational trips assist to inspire students in career choices.  Occupation 

direction is significant and it gains the gratitude it deserves through understanding its 

importance that is never influenced before. Decisions on it usually stalks from school at 

the right time, as many students make career choices based on the most picked career 

among their peers (Autor, 2001). For Asaba (2014), option of an occupation regularly 

originates after the selection of a path. Thus, discovering the correct occupation choice 
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to make depends largely on whether capabilities match interests. Career counselling in 

schools ensures the right kind of help to overcome thinking and stop students from 

making mistakes, the benefits and drawbacks of pursuing both their interests and 

aptitudes and give them the clarity and understanding to make the right decisions. 

This study established that decreasing admission points for males whose aspirations are 

to pursue Home Economics would be a profit for the male students in that department 

and acquaint with connecting sequences for male students in that department would 

bring parity in HE. Lecturer 1 remarked that: 

 “….Decreasing the admission points for male students will help to 

eliminate gender disproportion in education with regard to HE and 

hosting associating developments for males in that department 

supports the institutions to gain a mileage in gender equality of 

males, hence, to combat the joblessness rate that manifests in 

Zimbabwe.” 

 

The findings suggest that reducing entry points for males at college level helps to 

combat gender inequality in higher education and in HE departments. This concurs 

with Nziramasanga (1999) who noted that to promote gender equality in education 

there is need to lower the Advanced Level entry points for females in all programmes. 

Although over the years, this policy has increased the number of female students who 

go to college, it has inadvertently decreased male enrolment. Therefore, policies should 

be designed to foster gender parity and equality.  

The results established the need to suppress gender pigeonholes and stereotypes 

at the lower level of education in the choice of what course to study. It was also 

observed from the study that these gender stereotypes were enforced by the officers 

who registered students into subdivisions, educators, parents and aristocracies.  

From the above findings, it is suggested that to support more male students and reduce 

the gender gap in Home Economics, stakeholders should consider equal blending of 

students in all areas of studies and avoid labelling courses. There is a need for special 

occupation guidance courses at lower, middle level and higher education institutions, in 

order to advise people on the negative consequences of gender stereotypes and gender 

roles and encourage them to disembark on careers that have been considered as 

typically masculine or feminine (Committee on Women‘s Rights and Gender Equality, 

2012).  

It was revealed from the findings that there is need for projects made in the 

department of HE to compete and students be awarded on merit. It was also pointed out 

that projects can be made individually or in groups where males and females work 

together. The competitions should be held like what is done in science exhibitions from 

secondary to tertiary level and they should be carried out annually to develop 

confidence in male students in the department of Home Economics. 

The above findings propose that students need encouragements and assistance 

to reinforce talents in and outside school. This also builds confidence, making them 

more outspoken and facilitates gender equality in education by attracting more males to 

department of HE. Thus, gender equality can be achieved by nurturing students towards 

gender sensitive approaches that include working together, showcasing talents, and 

setting up club activities. Schools should initiate an annual talent show in the 

department of HE, provide a platform for students to showcase their talents and attract 

others to combat gender inequality (Gashumba, 2018). Concurring with the above 

assertion, Tapp, (2010) submits that humans coexist with one another. In a symbiotic 

relationship, one of the ideal relationships is commensalism where the two individuals 
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benefit from each other. Thus, our gifts or talents are purposely created not just for 

ourselves but to help those around us and to solve other problems not limited to 

laziness, gender inequality and unemployment. 

Results also showed that gender inequality of male students can be eradicated 

through revision of the curriculum and all the educational policies. Instead of having 

HE as an optional subject, it should be compulsory and be given first preference in the 

curriculum. Lecturer 2 said that:  

“…..Home Economics deserves to be consider as a main subject in 

the curriculum because it deals with essentials in life. Food and 

clothing are the basic needs in human‟s life and they come first 

before Mathematics and Science, but the department that seeks to 

develop the appreciation of those fields is looked down upon. 

Revising the curriculum and gender policies that is mainly focusing 

on empowering women can help to solve the inequality of male 

students that is evident in HE.” 

 

The above suggests that there is need to revisit our National Gender Policy that is 

mainly focusing on females. For Care International (CI, 2012), rearranging the 

programme of education lessens partialities and masculinity gaps and systematizes 

ideologies of both spheres in terms of gender parity. This comprises rationalised gender 

sensitive learning actions in actual or replicated style to allow both male and female 

students to experience problem solving in an equal way. A gender discrimination free 

curriculum plays a critical role in students‘ modernisation of misconceptions and see 

connections between current learning and history. It provides for the holistic 

performance of meaningful, complex tasks in increasingly challenging gender gap 

environments (Marin, Mintzes & Clavin, 2000).   

The study found out that there should be gender receptive practice, training 

teachers with approachable skills and insolences to respond tolerably to the learning 

requirements of both females and males in classroom processes and practices to 

eradicate gender imbalance in education with regard to HE.  

For the above findings, teacher training should be gender conscious, furnishing 

them with skills to understand and address the specific learning needs of both sexes. 

This develops teaching practices that engender equal treatment and participation of 

females and males in the classroom and in the wider community of colleges. In line 

with that, Kostas (2019) states that there is a need for improvement in males‘ retention 

and performance, greater participation of males in Home Economics classrooms, 

gender relations within schools, social environment, and adequate training of teachers 

in gender equality.  

It was observed from the findings that male students in Home Economics from 

primary education facilitates need financial support so that they develop in that field to 

college level. This helps in the development of the community at large.  The findings 

further pointed out that there should be programmes that are sponsoring males like 

what is done to females and considering HE as a core area in the curriculum.   

This suggests that males also need financial support from the stakeholders to 

empower them like what was done to a girl child with regard to HE. It is also proposed 

that Home Economics should be considered as one of the main areas of study in the 

curriculum as Mathematics and Science. These findings are on the same wave length 

with Shen (2013), who argues that the society for integrative and comparative biology 

established the funding to recognise women in the early stages of their careers. They 

were provided with funding through scholarship awards with the intent of encouraging 
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women to become sound professionals. Funding removes barriers to participation and 

demonstrates a society's recognition of the importance of including the under-

represented gender to primary participants in their education.  Sponsorship reduces 

dropouts, making a big difference in developing communities and the students get the 

added bonus of learning more about a distant culture and community (Darrah, 2016). 

Thus, funding male students who wish to pursue the HE studies from primary school 

and awarding them scholarships could help eradicate gender inequality in that 

department. 

The results found out that innovativeness is a critical aspect of the gender 

equality work in HE. Advancing gender equality calls for innovative approaches that 

attracts males to the subject, from community conversations on difficult topics to 

behaviour-change campaigns to challenge discriminatory social norms and practices 

that are at the heart of gender inequality. 

The above assertion suggests that the use of technology in the department of HE 

brings innovativeness and attracts male students and reduces gender disparity. This 

supports Megan (2006) who says that technological innovations, from computer 

applications to new sewing and cooking equipment can eliminate structural and societal 

barriers that prevent both men and women from accessing education and other services, 

breaking traditional patriarchal supply chains of information, resources and power. The 

United Nations Development Programmes can also leverage its own experience in 

incentivizing performance on gender equality through its sealing to support partner 

countries to innovate tools for advancing gender equality in the private and public 

sectors (Brescoll, 2013).  

The findings established that to combat gender inequality in HE, the society 

needs to have codes of conduct that specify treatment of everyone with respect, 

consideration and be respectful of the rules and policies of all avenues associated with 

gender equality strategies that are put in place in the education system.  

This suggests that to eradicate gender inequality in HE, people need to have 

behavioural change that stipulate handling of every person with reverence, 

consideration and be respectful of the rules and policies of all walks related with gender 

equality approaches that are placed in the education system. Hunt, Layton and Prince, 

(2015) like postulate that codes of conduct  that are prescribed in the education field 

outlining social norms and ethical responsibilities, based on central principles and 

values of an organization help to eradicate gender imbalance and they should be treated 

with respect in order to achieve the intended  goals. These are used to ensure that 

students feel safe and free from harassments during learning by reassuring participants 

that inappropriate behaviour is not permitted (Howe-Walsh & Turnbull, 2016).  

Interviews and focus group discussions revealed that managing verbal and 

nonverbal communications through stress management and emotional awareness helps 

to eradicate gender inequality in the classroom, with regard to HE. Focus group 

discussion participant 12 remarked that: 

“…Home Economics teachers, in order to show precise nonverbal 

signals, they have to be aware of their emotions and how they 

influence them. They should avoid verbal abuse to male students in 

the department by creating trust, good relationships, send nonverbal 

signals that match up with their words and respond to students 

showing understand and care. This assists in retaining and attracting 

more male students to the department of HE.” 
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The results suggest that managing stress, verbal and nonverbal communication 

especially with the HE educators reduces verbal abuse that is regarded as a factor 

influencing gender disparity in the classroom. Being fully present, learning to manage 

stress and developing your emotional awareness improves communication verbally and 

nonverbally. If overwhelmed by stress, taking a time out to calm down before jumping 

into teaching helps to regain your emotional equilibrium such that one feels better 

equipped to deal with the situation in a positive way. This reduces verbal and nonverbal 

abuse of learners and creates a good learning environment, hence gender equality 

(Withers, Glenn & Melis, 2009).  

 

Conclusion 
The study‘s findings indicate that gender inequality between male and female students 

in HE is pervasive at college level such that more than a thousand of female students 

graduate in that department a year. The reasons for this are poverty, expensive 

stationery, transport cost to colleges, failure of fees payment, irresponsive teaching 

materials and methodology, socialisation of both teachers and students and negative 

attitudes towards the subject. The study, therefore, suggested the adoption of career 

guidance to the students at early stages of secondary education and sponsored 

educational trips to inspire males in career choices, decreasing admission points for 

males, suppression of gender pigeonholes and gender characters, competition in 

projects made and awarding on merit, revising all educational policies, funding male 

students, innovativeness and managing verbal and nonverbal communications through 

stress management and emotional awareness as the other strategies to be employed to 

combat gender disproportion in Home Economics. 

 

Recommendations 

The recommendations of this study are that: 

● Given that gender disproportion is a challenge in HE due to socialization of 

both teachers and students, the Zimbabwean society should adopt the use of 

technology to develop innovativeness and combat gender disparity in that 

department.   

● There is need for the Government, through the Ministry of Higher and Tertiary 

Education, Technology and Development, to find sponsors for Home 

Economics and educational trips to inspire male students in that department. 

● There is need for the mobilisation of gender stereotype free resources in Home 

Economics by different sectors in society such as the Government through the 

Ministry of Higher and Tertiary Education, Technology and Development, Non-

Governmental Organisations, Communities and the like. 

● The Government through the Ministry of Higher and Tertiary Education, 

Technology and Development has to revise all educational policies and the 

curriculum such that they can introduce competition in projects made in Home 

Economics and award meritorious participants. 
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Abstract 

The outbreak of coronavirus brought confusion accompanied by anxiety and distress 

among population worldwide.  The world was forced to take a deep breath, think, and 

decide on a new course of life in view of the impact of COVID-19 which had a short-

term as well as long-term implication on the world in general including the education 

system. In South Africa, over 13 million learners attending school in almost 25,000 

schools have been affected. Teachers could not provide learners with sufficient learning 

material and yet, they could not communicate with them during lockdown. Most 

primary school teachers were not trained for online teaching which was the only 

relevant method of teaching at the time. The purpose of this study therefore is to 

investigate the impact of COVID-19 on effective schooling in public primary schools. 

This study employed a qualitative research approach of the interpretivism paradigm 

using interviews to collect data. 12 teachers were purposively selected for this paper. 

The researcher employed a phenomenological research design. Thematic data analysis 

was used to analyse data. The paper revealed the negative effects of Covid-19 on 

primary school education. Factors such as lack of training of teachers for online 

teaching and lack of facilities among others, were reported to be contributing factors to 

the negative impact that COVID 19 had on the schooling system as a whole simply 

because teachers were not trained for online teaching. In addition to this, learners had 

multiple challenges with online teaching as far as data, networks and computers. The 

paper recommends that teacher development workshops be conducted to equip teachers 

on strategies for online teaching, enough learning and teaching facilities be provided to 

all public schools, including those in rural areas.  

 

Keywords: COVID-19, learning, primary schools, public primary schools, teaching 

 

Introduction 

The outbreak of the coronavirus brought confusion accompanied by anxiety and 

distress among the population worldwide.  The coronavirus - COVID-19 - pandemic 

unexpectedly created health, economic, social, and education crises. Life as we know it 

changed drastically, the world was unexpectedly brought to its knees and practically 

rendered helpless. The world was forced to take a deep breath, think, and decide on a 

new course of life in view of the impact of COVID-19 which had a short-term as well 

as long-term implications on the world in general including the education system. The 

sudden shutdown of many institutions and most businesses affected the economy and 

the smooth running of tuition (teaching and learning) in schools negatively. The 

pandemic has so far created the biggest shock and radical change in education where 

1.6 billion young people have had their contact schooling suspended (UNESCO 2020). 
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In South Africa, over 13 million learners attending school in almost 25000 schools have 

been affected (Department of Basic Education [DBE] 2020). 

COVID-19 was identified as a respiratory syndrome which was declared a 

pandemic on March 12, 2020, by the World Health Organisation (WHO, 2020). On the 

26
th

 of March, South Africa, like other countries opted for lockdown with the aim of 

trying to manage the spread of the virus which made things more serious as this was the 

first of its kind in the present generation. Consequently, everything came to a 

screeching halt, because there was a need for the schools to cease onsite teaching and 

move to distance learning. In other words, classroom contact sessions had to switch 

from the traditional face–to–face teaching to adopting digital methods. Subsequent to 

―Lockdown‖, the challenge was experienced more especially in the public schools in 

rural areas. Teaching and learning stepped into unseen and new territory which saw 

teaching and learning re-arranged, revised, and re-directed from being a teacher-driven 

process to a primarily learner-parent, technology-supported online process (Harris 

2020). The Fourth Industrial Revolution had overnight come into existence. Because of 

the huge imbalances that exist in South African school contexts, some schools were 

minimally affected whilst others were severely affected and literary came to a 

standstill. In addition, huge inequalities between private and public schools were 

revealed during this period. This resulted in schools being forced to rethink new ways 

in which teaching and learning can resume as well as  thrive in this dangerous and 

uncertain time in trying to save the school year as well as the lives of teachers and 

children. 

 

Background and Problem Statement  

Covid-19, a respiratory disease, is caused by a coronavirus that was first discovered in 

Wuhan, China, late in 2019. As early as January 2020, the world was already facing a 

global pandemic, which placed people‘s lives and livelihoods at risk (World Health 

Organization 2020). Due to the highly infectious nature of COVID-19, there was an 

urgent need to implement social distancing to minimise infections, hence, lockdown 

regulations were speedily put in place. The South African President announced a 

countrywide level 5 lockdown measure on 15 March 2020. Shortly as a follow up to 

this, the DBE (2020) released a statement announcing the closure of schools from 18 

March 2020 to 14 April 2020, declaring that: 

Provincial Education Departments, districts, and schools are advised to take 

advantage of this time and are encouraged to utilise the time effectively by 

ensuring that learners participate in established stimulating programmes such 

as the Read to Lead programme, maths buddies, constructive holiday 

assignments, etc., through the supervision and guidance of parents and the 

broader community whilst learners are at home. This will be supported through 

the provisioning of workbooks, worksheets, readers, etc.  

 

In view of the aforementioned South African school contexts, the short period within 

which schools had to prepare for the lockdown was a situation that could spell disaster 

for the majority of schools in the country. 

COVID-19 could have devastating consequences for learning for many years to 

come in South Africa, especially when for many, such learning is already of 

questionable quality (Soudien 2020). Many inequalities were exposed and which 

further worsened learners‘ inequalities, thereby exposing the South African dichotomy 

in its society. In South Africa, millions of learners attend public schools, which offer 

varying degrees of resources and quality education. For the advantaged schools, 
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moving to online learning was an achievable goal, while for the disadvantaged ones, 

learning was interrupted and a very difficult task for the duration of the lockdown 

(Davids 2020). Those learners from disadvantaged schools were at risk of losing 

learning and that would set them up for failure in the future (Soudien 2020).  In view of 

the majority of schools being disadvantaged and poor as far as resources are concerned, 

this statement was to expect too much and prove to be problematic considering the 

challenges faced by these schools. For many learners from disadvantaged schools, this 

was a recipe for disaster, setting them up for failure from the very onset, simply 

because their schools lacked resources such as computers, tablets, internet, skilled 

teachers as far as digital learning is concerned. In view of this, trying to implement 

such drastic changes in the mode of teaching and learning would in South Africa be an 

almost impossible feat especially in under resourced and struggling schools, in 

addition, it would put the DBE under enormous pressure and public scrutiny (Jansen, 

2020).  

The onset of COVID-19 has brought on a new status quo and came with the 

removal of school routines, which gave the assurance, consistency, and predictable 

outcomes. All these long-standing and familiar routines in an instant were gone and 

teachers and learners alike were left with disbelief and uncertainties. It is safe to say 

that a lot of confusion and anxiety by all stakeholders, those being DBE, parents, 

school principals, teachers, and learners alike, marked this period. In a survey 

conducted by the Young Minds in the United Kingdom, it was found that 74% of 

teachers and school staff in the school‘s unspecified period of school closure harmed 

the mental health of young people (Young Minds, 2020). The fact that young learners 

could not attend schools disadvantaged them a lot because of lack of learning materials 

as well as the absence of the teacher/facilitator in front of them. Likewise, they could 

not focus on their books due to the disturbance by the members of the household. The 

environment, which surrounded the young learners, was not conducive for learning and 

that affected them negatively.  

In most African countries also, the sudden closure of schools due to the 

outbreak of the coronavirus obstructed learning and teaching negatively (Human Rights 

Watch, 2020). The countries include among others, Burkina Faso, the Democratic 

Republic of Congo, Kenya, South Africa, and many others. In a research conducted in 

ten African countries including the aforementioned the findings show that almost all the 

learners struggled to continue learning in the absence of their teachers and most parents 

could not offer adequate assistance. In addition, parents complained that their children 

did not get any support from the teachers during the lockdown, and the assignments 

that were given were difficult for the children to do without their teachers‘ guidance. 

Like in the UK, children in African countries experienced stress, anxiety, isolation, and 

depression during the lockdown. 

According to Garcia and Weiss (2020), many factors such as continuous access 

to the internet and availability of learning resources at home had positive outcomes on 

those learners who were fortunate enough to access them during the time of complete 

shutdown of schools.  

  

How Teaching and Assessment Plans were Affected by the Pandemic 

Distance learning that the country opted for as a way to occupy learners during the 

lockdown period did not work efficiently for some learners from rural areas. However, 

learners from privileged backgrounds were supported by their parents, so they could 

find a way to learn despite the complete shutdown of schools (Schleicher, 2020). 

Learning and teaching through the media such as, listening to radio school programs as 
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well as watching television channels in which different lessons are taught was most 

effective to students with means. The process was good for all those who had access to 

the television, radios, and cell phones with data as well. In any teaching and learning 

situation, the outcomes achieved through the process of learning and teaching are 

measured through assessment. Even though teachers could send assessments through 

different virtual platforms, they could not reach all the learners outside there in rural 

areas, due to the various challenges aforementioned.  

The new COVID 19 protocols observed under the new normal affected teaching 

and assessment plan negatively in one way or another. The teachers had to develop 

alternative approaches to monitor the learners‘ learning which was not an easy task for 

them. The rotational models introduced in schools intensified the work pressure for 

teachers (Hoadley, 2020). Concerning remote teaching, South Africa is not the only 

country that is negatively affected by remote and/or online learning. In India among 

others, four categories of barriers that affected teachers during the teaching and 

assessment process were identified, and these are the home environment, institutional 

support barriers, teachers‘ technical difficulties, as well as teachers‘ problems (Joshi, 

Vinay & Bhaskar, 2020). These included interruption at home during teaching and 

conducting of assessments, lack of training for teachers, limited awareness of online 

platforms, as well as lack of technical knowledge and negative attitude. In Pakistan, the 

lack of high-speed internet also affected the smooth running of online teaching and 

assessment. Consequently, this affects the progress in assessment submission because 

teachers are required to be flexible in order to accommodate students with challenges in 

connectivity (Mahmood, 2020). The above-mentioned concerns are also the realities 

with South Africa and this affected education during the lockdown period especially 

schools in rural areas. 

 

Teacher Readiness to Teach during Lockdown  

Online teaching is frustrating and stresses most teachers (McLoughlin & Northcote, 

2017). Teachers had to adapt to the online teaching process which was completely new 

to some. Conducting online teaching requires a completely different set of skills from 

the traditional face-to-face teaching as learners learn individually, without group 

assistance. The teacher cannot even read the learners‘ reactions or facial expression 

during online teaching such that the teacher is not aware if students understand or not. 

Most teachers struggle to adjust planning for the face-to-face classes as with online 

classes. Therefore, this raises a question of how ready were the teachers to teach and 

their level of competence in embracing online or distance learning and teaching. Kaiser 

and König (2019) elucidate teacher competencies as ―the context-specific, cognitive 

performance dispositions that are functionally responsive to situations and demands in 

certain domains‖ (2019: 599). 

 

The common challenges that were and are still encountered by the teachers and learners 

are:  

“Lack of general and technological infrastructure (electricity, connectivity, 

internet, and devices); lack of effective and user-friendly distance learning 

platforms; and lack of staff capacity to support distance learning through 

quality pedagogical resources”    (Lee, Saavedra & Chakroun,  2021: 8). 

 

During the lockdown, teachers were not capacitated with skills for teaching online or 

distance learning. There was no training conducted for online teaching either by the 

schools or the Department of Education, teachers were all by themselves in their 
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individual corners. This posed a problem as teachers and the learners were not prepared 

to adopt the distance learning modalities.  In addition, in countries such as Australia, 

Mexico, South Korea, and the United States, the common challenge for teachers, was 

the lack of adequate digital skills, which affected the quality of online teaching across 

the schools. 

Nevertheless, with independent and public schools with good infrastructure, 

financial resources, and with learners from good socio-economic background, online 

learning ran smoothly (Ramrathan, 2020).  Still, without proper training of teachers on 

how to conduct lessons using digital learning platforms, effective teaching would not 

take place.  Furthermore, the inequality in terms of access to education contributed 

negatively to effective teaching during the lockdown because most schools had to rely 

on digital technologies to continue with teaching as well as having adequate 

infrastructure. 

 

Communication Challenges with Teaching and Learning during Lockdown. 

Communication between teachers and the learners was more challenging during 

lockdown as some learners were not available on social media. The purpose for 

communication during online learning and teaching period was to engage learners in 

learning and teaching as it is with the face-to-face contact sessions. The purpose was 

not served for all learners especially those in rural areas and those affected by poor 

socio-economic factors. As mentioned earlier in this study, to most learners and 

teachers, online learning and teaching during lockdown did not favour them. Even the 

teachers‘ capacity to communicate and understand their learners‘ challenges during 

lockdown is limited. Liberman, Levin, and Luna-Bazaldua (2020) postulate that the 

COVID-19 crisis affected also all the modalities of learning assessment. Prior to the 

lockdown, teachers were in full control of the measures followed during the assessment 

but now they are required to look for alternative approaches which may or may not be 

trustworthy.   

  Mishra, Gupta & Shree (2020) recommend that face-to face interaction with 

learners is the best for the learning and teaching process to take place effectively. The 

idea that there is no teaching method that can surpass the traditional formal education 

that we know where there is teacher and learner interaction in the same space or 

classroom has been clearly demonstrated during the lockdown period. This is because 

the lack of communication between the teachers and the learners was a major challenge 

as some learners had no data and experienced poor connectivity especially for those 

mostly in rural areas. Although teaching was also done using mass media, not all 

learners had access to television or radio, let alone computers and laptops.  

 

Learning Environment 

George (2020) attests to that during the lockdown. The educational institutions had to 

look for unique and untried ways of teaching and learning in order to find out whether 

they would accommodate all the learners or not. Many learners were not in a 

convenient environment that would be conducive for learning. The virtual learning and 

teaching process needs an environment that promotes effective learning, such as, the 

availability of resources like computer/laptop, data, internet, and proper space which 

allows learning to take place uninterrupted.   

COVID-19 pandemic and lockdown have brought about a sense of fear and 

anxiety around the globe. This phenomenon has led to short-term as well as long-term 

psychosocial and mental health implications for children and adolescents 

{Singh, Roy, Sinha, Parveen, Sharma, & Joshi, 2020: 1). South Africa was not left 

https://www.ncbi.nlm.nih.gov/pubmed/?term=Singh%20S%5BAuthor%5D&cauthor=true&cauthor_uid=32882598
https://www.ncbi.nlm.nih.gov/pubmed/?term=Roy%20D%5BAuthor%5D&cauthor=true&cauthor_uid=32882598
https://www.ncbi.nlm.nih.gov/pubmed/?term=Sinha%20K%5BAuthor%5D&cauthor=true&cauthor_uid=32882598
https://www.ncbi.nlm.nih.gov/pubmed/?term=Parveen%20S%5BAuthor%5D&cauthor=true&cauthor_uid=32882598
https://www.ncbi.nlm.nih.gov/pubmed/?term=Sharma%20G%5BAuthor%5D&cauthor=true&cauthor_uid=32882598
https://www.ncbi.nlm.nih.gov/pubmed/?term=Joshi%20G%5BAuthor%5D&cauthor=true&cauthor_uid=32882598
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behind and this brought a lot of discomfort and distress to the learners and students, 

which then required some therapeutic sessions/interventions to assist with these 

psychological difficulties. For primary school learners in urban areas, there are 

institutions for this service but with the rural schools, these services are not easily 

available and even considered by most parents.  

Below is the bar chart which reflects the rate of death in South Africa for a day. 

 

Figure 1: COVID-19 Deaths as of 3 July 2020 
 

 
The chart above reflects the death rate caused by COVID-19 related diseases. The 

Eastern Cape, where the research was conducted, was number two when it came to the 

number of deaths on that day. 

Teaching and learning were affected by many factors during lockdown, hence the 

following research questions are relevant for this article. 

 

Research Questions 

1.  What are the effects of COVID 19 on schooling in primary schools? We need to 

decide whether it is primary school or schooling 

2.  What knowledge and skills do teachers possess to deal with online teaching? 

3.  What strategies do teachers use to teach remotely? 

  

The Purpose of the Study 

The purpose of this article is to investigate the impact of COVID-19 on effective 

schooling in public primary schools. 

 

Methodology 

Research Approach:  
The researcher used the Qualitative research approach for this study to define, 

recognize, and understand the human phenomenon, relationship, and discourse. This 

study sought to explain the challenges brought on by Covid 19 to the teaching and 

learning environment and explored the impact of its effects on teaching and learning 

including teachers and learners as they were directly affected. To Adu, Mpu and Adu 
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(2020), qualitative research allows researchers to collect, consolidate, and deduce 

information obtained from people either through interviews and/or observations in their 

ordinary or common settings. Qualitative research involves exploring and 

understanding a social problem from an individual‘s point of view as it happens in the 

natural setting; a systematic inquiry of how the participant views, interprets, and 

experiences events. 

 

Research Paradigm 

Interpretivism is the best research methodology for this article because it is concerned 

with subjectivity and various realities, and it prefers to investigate problems through the 

lens of personal experience. Their results are frequently not generalizable to whole 

populations, but rather to unique conditions and circumstances. They're often linked to 

the compilation of qualitative data, which can result in different interpretations (Adu, 

Ngibe, Adu & Duku, 2020).  Observations, text and narrative research, interviews, case 

studies, and audio-visual materials are all used to gather evidence for interpretivism. 

They describe their findings in great detail. (Adu et al., 2020).  

 

Research Design 

This study adopted a phenomenological research because it attempts to understand how 

do teachers perceive the impact of COVID-19 to teaching and learning. 

Phenomenology is a form of qualitative research that focuses on the study of an 

individual‘s lived experiences within the world, Neubauer, Witkop & Varpiro (2019).  

 

Sample/Sampling Techniques 

The sample consisted of 12 teachers from 3 schools in Eastern Cape, South Africa. 

Participants were purposively selected based on being primary school teachers teaching 

in a rural area in Eastern Cape Province, South Africa. 

 

Data Collection Techniques 
Interviews were used as the instrument for collecting data from the participants, and 

semi-structured interviews were preferred to other types of interviews. The participants 

were interviewed on their opinions about the impact of COVID 19 in teaching and 

learning in primary schools. Interviews were conducted mainly via WhatsApp calls, 

phone calls, and even in person (observing all the COVID-19 protocols). The 

interviews were also recorded to supplement the interviewer‘s transcript. 

 

Data Trustworthiness 

The term "trustworthiness" refers to how qualitative data is stable, predictable, 

dependable, consistent, and accurate in the future, resulting in the same results or 

outcomes as before. The study adhered to the four characteristics of qualitative 

research, which Adu et al (2020) described as dependability, confirmability, 

verification, and transferability.  

 

Data Analysis 

The interviews were analyzed based on the research questions' themes. Since the 

interviews were taped, the first step of data processing was to transcribe the information 

from the tape recorder. This enabled the researcher to form a strong bond with the data. 

The researcher interpreted the data using written transcriptions and first-hand 

knowledge from the participants.  

 

https://link.springer.com/article/10.1007/s40037-019-0509-2#auth-Brian_E_-Neubauer
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Results and Discussion 

The interview guide was taken from the following questions: 

1. What are the effects of COVID 19 on schooling in primary schools? 

2. What knowledge and skills do teachers possess to deal with online teaching? 

3. What strategies do teachers use to teach remotely?  

 

Data Presentation 

In this research work, 12 participants were purposively selected. There are 12 teachers 

interviewed in this study and they were coded asT1 – T12. Themes were derived from 

the three research questions. 

 

Theme 1:  What are the Effects of COVID 19 on Teaching and Learning in 

Primary Schools? 
The following are the responses from the participants. Virtually, all the teachers agreed 

that COVID 19 affected teaching and learning negatively because of the lack of 

preparedness due to lack of training for online teaching. Below is what the teachers 

said:  

 T1: Teaching is affected because we can‟t reach all our students even if we can 

use WhatsApp to communicate with them, not all of them have cell phones. Too, most of 

their parents are illiterate, they won‟t be able to assist them with their work especially 

mathematics.  

 T5: To me, this year is very frustrating because this COVID ntos (something) 

did not give us any chance to prepare or give our learners some homework. 

 T9: Yho! I don‟t want even to think about the stress brought by this corona to 

us. I don‟t know really what type of learners we are going to produce this year. Though 

we are giving them work to do, we‟ll have to repeat it when the schools open. 

 T11: Our learners are different from the learners who study in town. Our 

learners want  a teacher standing in front of them. They are being disadvantaged now 

by this lockdown 

 T12: ...what is worse is that we are not familiar with this online learning so how 

are we going to teach the learners online? They do not have laptops or computers, 

television, or radios. 

 

Theme 2: What Knowledge and Skills do Teachers Possess to Deal with Online 

Teaching?  

Almost all the participants complained about the lack of training for online learning and 

teaching. They further mentioned that they did not get any support, even virtually, from 

the Department of Education on how possible it is that they can be able to connect with 

their learners.   

 T8: The only knowledge and skills we have are for traditional face-to-face 

contact with our learners, we are not used to online teaching. Our learners do not have 

the facilities for online learning, and some do not have radios to listen to the lessons 

that are taught there. For that matter, with the lessons conducted on the radios, 

learners  cannot ask questions when they need clarity. 

 T7: No skills whatsoever Mam. We were not taken through the processes of 

online teaching and I have never tried it because I am not computer literate myself and 

also, we are short of learning and teaching resources which include computers at 

school.  

 T5: To be honest with you Mam, I never thought that one day I will be required 

to do distance learning, so, I do not have any skill of teaching online, and our learners 
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too, were not trained on how to use the computer since we do not have any in our 

school. 

 T3: Our learners are primary school learners who are from a socio-

economically   disadvantaged community. Most of their parents are illiterate, they 

cannot assist them with home works. So how can we expect them to assist at this time 

when the schools are closed? Yes, I try to send work using WhatsApp and ask them to 

share the work with other learners, although I know that this may be impossible at 

some point. Yeah, that‟s it.  That is the only skill I have Mam. 

 T7: Okay Mam, I try to use WhatsApp to send work and assessments and they 

also respond through WhatsApp, those who have phones and data. Some are left 

behind, so “ayincedisi” it does not assist. 

  

Theme 3: What Strategies do Teachers Use to Teach Remotely?  

All the participants used WhatsApp to send and communicate with their learners. That 

was the only platform which was relevant for the level of the learners in the community 

they work with. 

 

T7: WhatsApp and remind my learners to listen to education programs on the radio 

and also watch television for those who have DSTV channels. But, for primary 

learners, this is just to remind them that the schools are closed but we are not on 

holiday because I will have to start from scratch when the schools open.  

T2: Doc, with our learners the only strategy is to send work using WhatsApp. But, I 

also tell them to listen to education programs from the radios and tell them to write 

down what was taught in each program.  

T8: WhatsApp Mam, ....yeah. 

 

Discussion of Findings 

The participants indicated that they were not familiar with online teaching, as they were 

not computer literate and were not technology savvy. They also mentioned that their 

learners do not have facilities for online learning. The participants mentioned that the 

learners from urban schools were at an advantage during the lockdown compared to 

those from the rural schools as far as learning facilities is concerned. Ramrathan (2020) 

revealed that the independent and public schools with good infrastructure, and financial 

resources, and with learners from the good socio-economic background, online learning 

ran smoothly.  Ramrathan (2020) continues saying that, even in schools with enough 

learning material, without proper training of teachers on how to conduct lessons using 

digital learning platforms, effective teaching could not take place.  

The participants also mentioned how important it is for rural public primary 

school leaners to see a teacher standing in front of them. In a research conducted in ten 

African countries including the aforementioned, the findings show that almost all the 

learners struggled to continue learning in the absence of their teachers and most parents 

could not offer adequate assistance (Human Rights Watch, 2020).  

 

Conclusion.  

This paper examines the impact of COVID 19 on teaching and learning in public 

primary schools. There is a lot to be done in public schools especially in rural areas to 

equip the teachers with 21
st
-century teaching strategies, including technology directed 

strategies. Seemingly, the lockdown put them off as far as the learning and teaching, 

and assessment are concerned. Learners need to be introduced to learning using 

computers if a phenomenological research will be effective and if the Department of 
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Education provides schools with the requisite equipment and skilled teachers as well. 

This study showed that COVID-19 has revealed many gaps and inequalities in the 

education system of South Africa. 
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Abstract 

This paper is a desk-review that examines the interplay of executive function and self-

regulation as foundations of play-based learning for young children between 0 – 4 

years. The first 1000 days of a child‟s life are important. When children are nurtured, 

developmental gains become enormous than delays. Children‟s social surrounding is 

important even before they enrol for formal schooling. During formal schooling, 

further foundations are laid to support their holistic development and timeously identify 

developmental delays. During the early childhood years, laying foundations for 

executive function and self-regulation are important for a developing child to enhance 

their development and social behaviours when learning through play and beyond. Play-

based learning encourages meaningful learning, autonomy, collaboration, and social 

interaction among peers. As children learn through play, executive function and self-

regulation are important for them in negotiating, interacting, and controlling their 

behaviours during a play-based learning environment. The paper adopted Vygotsky‟s 

social constructivist theory because when children learn through play, they interact 

and construct meaning as they collaborate and engage.  The reviewed literature 

observed that although research has been conducted about executive function and self-

regulation, little is said about how young children are nurtured in the ECE sector when 

learning through play. The paper discussed strategies through which Executive 

functions and self-regulation serves as foundations of play-based learning for young 

children between 0 to 4 years. In addition, the paper discussed ways through which 

children can be nurtured in the ECE sector when learning through play. The paper 

suggests that the integration of executive function and self-regulation during play-

based learning be prioritised. The provisioning of ECCE should go beyond children‟s 

academic achievements.  

 

Keywords: Executive function, First-1000-days, Play-based learning, Practitioner, 

Self-regulation, Scaffolding, School readiness, Social constructivism, 

Social interaction.  

 

Introduction  

The first 1000 days of a child‘s life are important for every child‘s brain development 

because it is during these days that learning from their surroundings commences even 

before they start with formal education. The environment where young children are 

raised should encourage them to become autonomous at an early age to foster young 

children‘s optimal development. Through such supporting environments that children 

get exposed to at an early age, it may enhance children‘s development while detecting 

the developmental delays that may be evident as the child develops. It is during the 

early childhood years that some solid foundation can be laid for children which benefit 

them later in life. This background has necessitated South Africa to prioritize early 
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childhood provisioning for young children to benefit from justness and high quality of 

care. According to UNESCO (2017), the provisioning of Early Childhood Education 

(ECE) correlates with United Nations Sustainable Development Goal number 4 that 

envisages that young children should get access to quality early childhood education 

that prepares them for primary education by 2030. Moreover, through early childhood 

education provisioning, young children can attain fundamental lifelong learning skills 

to maintain positive relationships with peers and other people in general (Abdu, 2014). 

During the early childhood years, foundations for establishing and supporting young 

children‘s development are laid. This facilitates early detection of developmental 

delays to support children further as well as providing more support for those with 

signs of developmental delays. As Chamberlin, Buchanan, and Vercimak (2007) 

mentioned, the support that young children gain during the early years benefits them 

later in life. Hence, Walsh, Kemp, Hodge, and Bowes (2012) argue that young children 

should always be supported in an early childhood education as failure to do that may 

put young children at risk of having poor educational, socio-emotional, and behavioural 

outcomes. It is therefore during the early childhood years that the executive function 

and self-regulation become important for a developing child as they encourage the 

child‘s development and social behaviours when learning through play and beyond. 

Through play-based learning, young children‘s meaningful learning is encouraged, 

initiative and autonomy are promoted as young children collaborate and socially 

interact with other children. As children learn through play, the executive function and 

self-regulation are important for them in negotiating, interacting, and controlling their 

behaviours during a play-based learning environment.  

 

Play-Based Learning in Early Childhood Education  

Play-based learning is learning through play. When young children learn through play, 

the opportunities for them to be actively engaged should be provided so that they can 

freely engage with their peers. This calls for a supportive environment where the adults 

may allow young children to become autonomous and industrious. It is when these 

opportunities are created for young children that they become confident as they 

develop. Hence, Platz and Arellano (2011) argue that play and learning are the main 

fundamental aspects in young children‘s lives, and integrating play when they learn 

may have positive developmental gains.  Although various definitions have been 

provided for play-based learning, the one by Hirsh-Pasek, et al. (2015) define play-

based learning as a teaching pedagogy that involves playful, free, and guided play is 

chosen for this paper. This definition is chosen because although play-based learning is 

to be child-directed it also recognises the importance of an adult, in this case, a 

practitioner as a person who can guide and assist when children learn through play. 

According to Pyle and Danniels (2017), when practitioners guide young children when 

learning through play that can enhance young children‘s developmental and academic 

skills. The fundamental role that play-based learning has on children's development is 

still contested even though on the other hand using play-based learning when teaching 

in early childhood education is perceived as beneficial for any child‘s development in 

preparing them for school (Lillard, et al., 2013). It is for this reason that this paper 

examines how executive function and self-regulation can serve as foundations of play-

based learning for young children between 0 – 4 years.  

 

Executive Functions and Self-Regulation in Early Childhood Education  

During play-based learning, there are numerous skills that young children are to 

acquire. Despite that, when young children are engaged in play-based learning, they 
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create relationships with peers as they engage and interact with them during the process 

while also acquiring knowledge. Hence, a mix of free and guided play is necessary to 

ensure that when young children play, there are instances when they acquire some 

important information. The executive function and self-regulation can serve as the 

foundation for play-based learning to empower young children during this process 

while preparing them for school. Cognitive control processes are often regarded as key 

components in facilitating effective and well-organized learning, hence, Fuhs, Nesbitt, 

Farran, and Dong (2014) view executive function as the mechanism that enhances 

knowledge acquisition.  Executive function is seen as a set of cognitive operations that 

enables people to handle the challenging situations and carry out life tasks in an 

amicable manner. According to Welsh, Friedman, and Spieker (2008) executive 

function includes attention regulation, suppressing impulsive responses, monitoring, 

planning, and conveying one‘s thoughts and behaviour in a flexible way. It is for this 

reason that Welsh (2002) believes that early years are crucial for laying the solid 

foundations of executive function. During early childhood education when young 

children learn through play, practitioners need to ensure that such foundations as Welsh 

(2002) suggested are laid. When children develop, they make remarkable and 

recognizable steps as they pay attention to what happens around them, obstructing 

unsuitable responses, think flexibly and planning their actions sequentially (Romano, 

Babchishin, Pagani & Kohen 2010). Although some researchers tend to focus on some 

aspects of executive function over others, however, this paper‘s focus is on working 

memory, inhibition, and shifting or cognitive flexibility. This is because working 

memory allows one to process the information presented with, while inhibition 

encourages people to focus and not be destructed when learning; whereas with shifting, 

people are flexible and shift their attention in-between the tasks as per the situation 

being exposed to. For young children in early childhood centres, these are important 

because if children can use their working memory, suppress the undesired impulses, 

and be flexible when learning, this may be a good foundation for play-based learning 

even for school preparedness later in life.  

As literature suggests, there is a relationship between executive function and 

self-regulation because for successful self-regulation to be achieved, motivation, goal-

setting, and problem-solving have to be integrated (Hofmann, Schmeichel & Baddeley, 

2012). This means that when young children learn through play either free or guided 

play, there is a particular objective that they have to fulfil, hence, setting goals is 

important. After the goals are set, if young children are not enthused in what they do 

they may lack the drive to do what they are expected to do. Hence, Hofmann et al. 

(2012) suggest that for young children to maintain goal-directed behaviour, they need 

to focus on the goal and avoid any distractions that may deter their attention. When 

young children are engaged in play-based learning, the practitioner in early childhood 

classes needs to be observant and provide support where necessary. When young 

children are focused and goal-driven, they may try by all means to solve the problems 

that they may encounter while learning through play.  Some studies often look at 

executive function and self-regulation differently. However, this paper examined how 

executive function and self-regulation can serve as the foundation for play-based 

learning in early childhood education. According to Welsh (2002), self-regulation is 

beneficial for young children more especially when they are engaged in play-based 

learning because it guides children‘s thoughts, emotions, and behaviours as well. When 

children learn through play; thoughts, emotions, and behaviours are critical because 

these enable young children to accomplish set goals. Executive function and self-

regulation are fundamental in a child‘s life as play-based learning requires young 
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children to use their memory, be conscious, focused, organised and be in control of 

emotions and behaviour and be flexible when learning through play. In addition, 

executive functions and self-regulation serve as cognitive control systems that 

coordinate the learning process to maintain order when young children learn through 

play. When children have acquired executive function and self-regulation, they may 

exhibit signs of being calm and in control, portray acceptable behaviours during social 

interaction with peers, be focused on the task at hand, and not accommodate 

distractions. This means that self-regulation and executive function prepare young 

children for school, ability to achieve academically, regulate their behaviours when in 

class, and be in a position to socialise with peers in an appropriate manner (Rimm-

Kaufman & Merritt, 2019).   

 

Objectives 

This paper examined the interplay of executive function and self-regulation as 

foundations of play-based learning for young children between 0 – 4 years. 

 

Theoretical Framework  

The paper adopted Vygotsky‘s social constructivist theory (Vygotsky, 1978). 

According to Amineh and Asl (2015), the social constructivist theory is of the view that 

individuals develop knowledge and understanding of the world. When children are 

learning through play, they interact with others because during their childhood years, 

young children are more active and like to play. In addition, when children learn 

through play, they construct meaning as they collaborate and engage with their peers. 

Berk (2018) claims that as play is an important aspect of any developing child, it also 

encourages a child‘s holistic development. As young children develop and engage in 

play-based learning; they often construct meaningful experiences as they socially 

interact with their peers. This theory advocates for learning as a social process and 

places emphasis on the role that an adult play in the learning process whether formal or 

informal. Hence, Barnier, Carlson, and Whipple (2010) stress the importance of 

scaffolding to develop children‘s executive function and self-regulation when learning 

through play. Scaffolding is known as a support mechanism that can be used when a 

child tries to do something difficult and to ensure that in the process young children are 

encouraged, supported to develop and acquire new needed skills. This is also in line 

with Vygotsky‘s theory that advocates for children‘s ability to develop advanced levels 

of executive function and self-regulation when afforded challenging opportunities and 

provided with appropriate support to reach a certain level (Lillard, 2012). In an early 

childhood class, through guided play, practitioners can have an important role in 

supporting children when they play to overcome the challenges that they may come 

across. It is for this reason that Vygotsky in his theory acknowledges the role that an 

adult may play as he talks of More Knowledgeable Others (MKOs) in the learning 

process (Vygotsky, 1978). This is an important aspect for this paper as it examines 

play-based learning, the role that the practitioners are to play is important in providing 

guidance and support when children learn through play. Another important tenet of this 

theory is a zone of proximal development (ZPD) and this is about ―the distance 

between the actual developmental level as determined by independent problem solving 

and the level of potential development as determined by problem-solving under adult 

guidance, or in collaboration with more capable peers‖ (Vygotsky, 1978:68). In 

examining the studied phenomenon, it may be useful to distinguish how free-play and 

guided-play are used in early childhood education and what assistance is available for 

children to gain competence in some concepts when playing. This theory is relevant for 



GEN 2021, South Africa: Conference Proceedings 

Page - 390 - 
 

this paper because it places emphasis on the role that practitioners may play when 

children learn through play. In addition, the executive function and self-regulation are 

key in this theory because as young children learn through play, they interact with their 

peers and they need to master these skills for them to create and sustain good 

relationships with their peers.  

 

Methodology 

This is a desk review that examines the interplay of executive function and self-

regulation as foundations of play-based learning for young children between 0 – 4 

years. As this is a desk review, the researcher reviewed various sources including the 

ones about early childhood education, play-based learning, executive function, self-

regulation, and other sources that are related to the studied phenomenon. From the 

sources reviewed, the researcher used relevant themes to guide and organise the 

thoughts gathered from the literature, hence, the review of the literature was thematic. 

When the literature was reviewed, the researcher intended to investigate the body of 

knowledge that exists concerning the phenomenon under study. In addition, the 

literature reviewed provided the researcher with an opportunity to make some 

observations about how executive function and self-regulation can serve as the 

foundation for play-based learning in early childhood education and what strategies 

may be employed in enhancing executive function and self-regulation when children 

learn through play in early childhood education.    

 

Observations and Discussions  

As this paper is a desk review, this section examines the literature reviewed concerning 

the phenomenon under study. During the process of reviewing the literature, the 

researcher has made some observations that are in line with the studied phenomenon. 

Hence, from this section, early childhood education, play-based learning, executive 

functions, and self-regulation in play-based learning, and strategies that enhance 

executive functions and self-regulation are discussed.  

 

Early Childhood Education and Play-Based Learning  

Early childhood education is fundamental for holistic child development because it 

ensures that children‘s developmental milestones are met (Githinji & Kanga, 2011). 

This is in response to what is mentioned by Neuman and Devercelli (2013) that early 

childhood education is comprised of critical realms of development, namely; physical, 

cognitive, linguistic, and socio-emotional which each child passes through during their 

early years of development. These are important at an early age of each child‘s life as 

this benefits them later in life. This implies that if young children are not cared for, 

nurtured, and supported during their early years this may have negative repercussions 

in their development and this may have longer implications later in their life. However, 

when young children are cared for at an early age, developmental delays may be easily 

detected and timeous interventions provided may yield positive results when it comes 

to a child‘s development (Knudsen, Heckman, Cameron & Shonkoff, 2006). The 

provisioning of early childhood education benefits children as the cognitive, physical, 

emotional, and social gains become evident as children develop at an early age. In early 

childhood education centres, when children learn, they also play. It is therefore 

important to integrate play-based learning approaches in the centres when young 

children learn.   

According to Hunter (2019), play-based learning is a ―child-centred pedagogy 

which promotes the development of children by following their natural inquisitive and 



GEN 2021, South Africa: Conference Proceedings  

Page - 391 - 
 

explorative disposition‖ (p.18). When the play-based learning approach is adopted in 

the early childhood education context, children‘s development and learning are 

enhanced because young children become active and enthused to collaborate with peers 

and interact with the resources that they are presented with for play activities. The key 

principle of play-based learning is to bring the various spheres of a child‘s life, for 

example, home, school, community, together with the larger society to ensure there is 

continuity when children learn (Zosh, et al., 2017). In other words, this implies that 

children‘s surrounding is important for their development because children are 

socialised from home at an early age even before they are enrolled in the early 

childhood centres. The role of an adult is always important in the context where 

children play. In an early childhood context, practitioners serve as facilitators who 

ensure that children are given proper guidance, allowed to initiate play-based learning 

initiatives, and supported in their initiated play-based endeavours (Pyle, DeLuca, & 

Danniels, 2017). Practitioners need to have a clear understanding of play-based 

learning approaches in order for them to be able to provide support to young children 

when learning through play (Walsh, McGuinness & Sproule, 2019). As children are 

active and like to play, they acquire social and emotional skills and this is important for 

them in terms of building a social relationship with their peers. When children have 

mastered executive function, they can also regulate their behaviour as their sense of 

independence is promoted. As children learn through play, they also negotiate and 

solve their problems as they engage with peers in play-based learning activities and this 

often builds solid relations with both their peers and even with their practitioners. 

In a learning context when the learning of curricula content is done, direct 

instruction is always recommended to provide direction to what needs to be done. This 

is because there are guidelines that are to be followed for teaching and learning as 

legislated by government curriculum policies (Beatty, 2011). This direct instruction 

often takes a formalised structure as practitioners are required to teach content to the 

children (Drake, Kolohon, & Reid, 2014). Although the play-based learning approach 

is recommended for early childhood education, direct instruction enables practitioners 

to provide direct instruction for children to acquire knowledge and have a deeper 

understanding of what they need to learn in ensuring that they are prepared for school. 

However, Bassok, Latham, and Rorem (2016) have criticised the direct instruction 

more especially for young children, and advocate for more child-centered pedagogies 

that encourage children to be more actively engaged when learning. Hence, the 

adoption of play-based learning became a heated debate over the years in early 

childhood education settings. Play-based learning approach is often the preferred 

pedagogy when teaching young children. When children are engaged in play-based 

learning, there is an option for free-play or guided-play. Free-play is a play-based 

pedagogy that provides young children with ample chances of being responsible in 

leading their learning. The free-play learning is unlike direct instruction because 

through free-play young children get an opportunity to explore, experiment, and 

interact with their peers as they play because they can choose the activities that 

encourage learning as they interact with content at their own pace (Van Oers & 

Duijkers, 2013). Hence, Fisher, Hirsh-Pasek, Newcombe, and Golinkoff (2013) are of 

the view that as free-play is child-centred, executive function and self-regulation can be 

easily fostered during this kind of play. In addition, social skills and language skills are 

also nurtured as children learn to communicate with their peers when they play to 

enhance their interpersonal skills (Saracho, 2012). Other than free-play, there is also 

guided-play where the practitioner is the one leading the learning process in an attempt 

to ensure that the learning outcomes are achieved. When a play-based learning 
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approach is implemented using the guided-play, the practitioner has an opportunity of 

engaging young children in numerous activities in an incremental fashion to ensure that 

as the curricular content is addressed, children play and learn at the same time for other 

soft skills to be mastered (Fisher et al., 2013; Jones & Reynolds, 2011). Unlike the free-

play that promotes child-centredness, the guided-play acknowledges the active role that 

the practitioner has to play in ensuring the integration of curricular content in the 

children‘s play.  Despite that there are benefits associated with play-based learning, 

there are also challenges.   

 

Challenges of Play-Based Learning in Early Childhood Education  

Although there are several benefits associated with the adoption of play-based learning 

approaches in early childhood education, some challenges have been identified. For 

example, practitioners are not certain on how content will be covered in play-based 

contexts (Gray & Ryan, 2016). This uncertainty may cause anxiety among the 

practitioners as they struggle with the current manner of how they can implement a 

play-based learning approach in early childhood classes. Despite the practitioners‘ 

uncertainty with what should be covered as content when adopting play-based learning 

approaches, parents are also posing challenges. According to Fesseha and Pyle (2016), 

the expectations that parents have about their children‘s education when enrolled in 

early childhood centres is a challenge to practitioners as they struggle to present and 

translate what children learn through play-based learning curricular into practice in a 

language that the parents can easily understand. This is exacerbated by the fact that 

parents do not value play as learning as their focus is more on how the children have 

achieved and mastered adequate content that prepares them for school.  As a result, 

Baker (2015) mentioned that in many instances, parents demand their children‘s 

worksheets and homework as evidence that their children are progressing and are being 

prepared for school. The attitudes that the parents have about the play-based learning 

approach is an indication of their lack of knowledge about the advanced approaches in 

early childhood education that are aimed at encouraging child-centredness in the early 

childhood context. Another challenge of successful implementation of play-based 

learning approach is the practitioner education qualifications. As mentioned by Gray 

and Ryan (2016), practitioners‘ limited knowledge of play-based pedagogies 

compromise the role that the practitioners need to play in play-based learning contexts.  

Another challenge that negatively affects the effective adoption of play-based learning 

is time because practitioners are of the view that having daily activities where young 

children engage in play-based activities is problematic (Fesseha & Pyle, 2016). This 

challenge may be a result of practitioner qualifications as they perceive play as 

something that delays the real learning that is to take place in early childhood centres. 

The high enrolment of children in some early childhood centres also makes it difficult 

for practitioners to engage children successfully in play-based activities and what often 

worsens that situation is when the centre is understaffed in terms of supervising 

children when learning through play either indoor or outdoor activities (Lynch, 2014). 

Furthermore, the resources are also another factor that negatively contributes to the 

implementation of play-based learning as mentioned by Baker (2015) and Fesseha and 

Pyle (2016). As play-based learning approach requires a lot of interaction and 

engagement of young children, the children‘s characteristics can also be a challenge 

when it comes to play-based learning more especially if children are not fully 

developed physically and even socially without even bringing the cognitive dimension 

into the fore (Howard, 2010; Baker 2015). All the challenges that have been identified 

may likely impact the adoption of play-based learning in early childhood centres.  
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Executive Functions and Self-Regulation in Play-Based Learning  

When children are enrolled in early childhood education, the expectation is that they 

have to be prepared for a formal school where they are required to be attentive at all 

times, work independently and follow the school and classroom rules when teaching 

and learning take place. However, the teachers teaching in primary schools have a 

different experience as they feel that the children that they enrol in their foundation 

phase classes are not properly equipped with the skills that are necessary for formal 

education (Montroy et al., 2016; Moffett & Morrison, 2019). This is an important 

observation because school preparedness and readiness have nothing to do with how 

intelligent a child is. There are other skills that young children have to master as they 

develop so that they can later become better people in life. It is for that reason that 

Nesbitt, Farran, and Fuhs (2015) suggest that for children‘s school readiness, executive 

function plays a vital role as they include flexible control of attention, inhibitory 

control, and working memory as the skills that are important for academic achievement. 

In addition, Williams (2018) believes that self-regulation enables children to control 

their emotions and actions and these are important in instances when children learn 

through play when engaging in learning activities.  

Executive function and self-regulation skills can lead to academic success and 

during the early childhood education years nurturing executive function and self-

regulation skills among young children is important (Moreno, Shwayder & Friedman, 

2017). Furthermore, Flook, Goldberg, Pinger, and Davidson (2014) perceive early 

childhood education as the opportune time where executive function and self-regulation 

skills can be nurtured as this is the stage where young children are being prepared for 

formal schooling. As early childhood education has been earmarked for strengthening 

skills and knowledge that prepare young children to excel academically in formal 

schools, practitioners need to ensure that children master executive function and self-

regulation at a younger age (Pianta, Barnett, Burchinal & Thornburg, 2009). As young 

children cannot sit for long and listen attentively to the instruction, the provisioning 

early childhood education should promote play-based learning where the mastery of 

executive function and self-regulation can be nurtured. Play-based learning is perceived 

to be an important pedagogy in terms of increasing the development of these skills 

among young children (Moore & Russ, 2008). The more the young children engage 

with peers in playing the games, the better their executive function develops (Davis et 

al., 2011).  

The number of children being enrolled in early childhood education centres is 

increasing as this is a transitional phase that prepares young children for classroom 

atmosphere when they reach primary schools (Bassok et al., 2016). The acquisition of 

executive function and self-regulation is imperative from this young age for children to 

adapt later in life. In an early childhood education context, when young children learn 

through play, the practitioners need to ensure that such skills are mastered as children 

socialise during play-based learning. This is important because not all the time are 

children guided by an adult when they learn through play. There is also free-play that is 

predominantly child-centred hence the mastery of executive function and self-

regulation becomes important. Through play-based learning, as young children develop 

socially, emotionally, physically, and cognitively, their executive function and self-

regulation skills are promoted as their confidence levels and self-esteem increase 

(Russell, 2011). Although years of mastery of executive functions has not been 

perceived as so importance, however, over the years, executive function has been found 

to be important for children to succeed as it positively contributes to the overall 

academic achievement of children (Booth, Hennessy, Doyle, 2018). Hence, at an early 
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stage, this must be recognised to ensure that young children are better for school as they 

can possess higher order thinking processes for their holistic functioning (Matte-Gagné, 

Bernier & Lalonde, 2015). When children learn through play they may be required to 

master executive functions, because at times they may be engaged in guided-play 

where the practitioner gives instructions, and even during free-play, they may be 

required to transfer the skills learnt from the guided-play (Schmitt, Purpura, & Elicker, 

2018). Young children may need the assistance of a practitioner when manipulating 

play-based activities as Vygostky (1978) acknowledges the role of More 

Knowledgeable Other (MKO) to support children when they learn. One‘s ability to 

retain information is important for any learning, this is also important for young 

children even when learning through play to understand the important information that 

they have acquired and being able to focus and do not get easily destructed is 

fundamental as these are important for academic success (Bolton & Hattie, 2017).  

Once children master executive functions, they also become flexible as they 

shift in-between tasks and still be able to maintain the level of attention and 

understanding (Hughes & Devine, 2019). The mastery of executive function enhances 

young children‘s social interaction, academic ability, and behavioural challenges when 

children learn through play (Hughes & Devine, 2019). Furthermore, research suggests 

that mastery of executive functions is more important than a child‘s intellectual ability 

because executive function skills bring about a well-rounded child. Hence, in the event 

that the child has not mastered executive function, they portray disruptive behaviours 

and end up not being engaged in learning activities and their social intelligence is 

compromised (Nesbitt et al.; 2015; Moffett & Morrison, 2019). When young children 

learn through play, they interact with their peers, and as they play, they need to control 

their behaviours and emotions. This means that at an early age children need to learn to 

control their emotions, be focused, remain calm even when confronted with frustrating 

tasks and meet the demands of following the school rules and classroom routines (Bater 

& Jordan, 2017; Sawyer, Miller-Lewis, Searle, Sawyer, & Lynch, 2015). It is for that 

reason that Williams (2018) believes that practitioners in early childhood education 

centres have an important role to play in helping young children master self-regulation 

and executive function skills when they learn through play. Some strategies have been 

devised to enhance executive function and self-regulation among young children when 

learning through play.  

 

Strategies that Enhance Executive Functions and Self-Regulation  

The challenges of play-based learning have been identified, and among the challenges 

identified, teacher qualifications and the attitude of parents were also identified. Such 

challenges compromise the adoption of play-based learning approaches in early 

childhood education and these may impact the children‘s ability to master both 

executive function and self-regulation during their early years. These challenges are 

key in ensuring the effective adopting of play-based learning in early childhood centres 

hence some strategies must be devised to address the challenges identified. As young 

children spend most of their time at school, practitioners from early childhood centres 

need to create an enriching environment for young children to be able to play as they 

learn. The key aspect to ensure that this takes place is for the practitioners to be clear of 

the goals that play activity intends to achieve (Matte-Gagné, et al., 2015). This means 

that practitioners need to create play areas within their classrooms for children to 

engage with different activities for a particular time. This may require practitioners to 

set the time that children spend in a particular play area and after the time has lapsed, 

children are to swop activities. This in a way enables young children to be exposed to 
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different play activities per day. Moreover, Dias and Seabra (2015) believe that 

dividing children into small groups who play in different play areas for a particular time 

may address the challenge of having large numbers in class and practitioner‘s inability 

to supervise children when learning through play. When supervised, the practitioners 

may be able to observe children as they play and their cognitive flexibility as they shift 

from one task to the other. This in a way will enable the practitioner to understand 

children who have mastered executive function and self-regulation skills and provide 

guidance and support where necessary. When children learn through play, their 

development is enhanced because children like to be in control of their environment 

and this in a way makes them confident and free to take initiative. Daniels and Shumow 

(2003) encourage adults to see young children as capable rather than people who 

cannot do anything for themselves. The environment where learning through play takes 

place needs to be cultivated for the flow of activities where children are afforded ample 

opportunities of exploring and experimenting to promote the level of their executive 

function and self-regulation (Zosh, et al., 2017.) The executive function and self-

regulation may be easily enhanced in early childhood centres when practitioners have 

clear roles of what they want to achieve by adopting play-based learning approaches 

(Dias & Seabra, 2013). When children learn through play, creating opportunities for 

them to be independent when they play is important because this may also encourage 

mastery of executive functions and self-regulation (Diamond & Lee, 2011).  

 

Conclusion and Suggestions  

The paper concludes that child-centered approaches are important when children learn 

in early childhood centres. Furthermore, the provision of quality early childhood 

education may not yield positive results if there are no opportunities for young children 

to explore, initiate and experiment when they learn because by nature they are 

inquisitive and many times they learn as they do. As young children are engaged in 

play-based learning this may also promote the mastery of executive function and self-

regulation skills. These are the important skills that do not only focus on children‘s 

level of intellectual ability but often help in grooming them for formal schooling. 

However, there are still challenges that impact the adoption of the play-based learning 

approach. The paper concludes that practitioners and parents need to support their 

children to promote mastery of executive function and self-regulation.  

The paper suggests that the practitioners need to be trained and capacitated to 

ensure that they understand the importance of promoting executive function and self-

regulation as foundations for play-based learning in early childhood education settings. 

In addition, the integration of executive function and self-regulation during play-based 

learning has to be prioritised to ensure that young children are prepared for school. 

Parental involvement is important and through their engagement, they may have a 

deeper understanding of the new approaches used when teaching in early childhood 

centres and the benefits associated with such approaches. Their understanding of these 

invented approaches may broaden their understanding in terms of understanding their 

role to play at home in promoting their children‘s executive function and self-

regulation.  
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Abstract 
The assertion that no nation can rise above the quality of her education draws attention 

to the fact that there is the need to consider the quality of the custodians (teachers) of 

that education. Teachers remain the conduit for knowledge so what they do or fail to do 

goes a long way in impacting their students, and consequently the society at large. This 

paper took a cursory look into the importance of teachers, the essence of teacher 

education, the nexus between teacher education and development, and the enormous 

challenges confronting teacher education in Nigeria and which have made it look as if 

the quality of her education is not improving. The paper suggested steps that could 

improve teacher education and consequently the overall development of the country. 

The paper concluded by alluding to the fact that education remains a major factor for 

national development, and that the teacher‟s efficiency matters in this regard.  

 

Keywords: Teacher, Teacher education, Quality, Development. 

 

Introduction  

The general concern of the public for the quality of education has tended to centre on 

teacher education. Within the past decade, ordinary citizens who hitherto had taken the 

preparation of teachers pretty much for granted have become acutely interested in 

everything about the way teachers are selected, prepared, and made to function in 

elementary and secondary schools. No question in this field is now too small, too 

involved, or too intricate to be beyond the concern of ordinary citizens who seem 

suddenly to have grasped the significance and relationships between the quality of 

teachers and the quality of education. Ekpiken, and Ukpabio (2014) corroborated the 

above by asserting that the importance of teacher education is recognized worldwide in 

that it is through teacher education that teachers are trained and they also train the born 

and unborn generation who will manage the affairs of a nation such as Nigeria. 

According to the National Policy on Education (FRN, 2008), education is an 

―instrument par excellence‖ for effecting national development. Teacher education is 

the process of preparing, training, and educating a prospective teacher for his/her role 

performance in the classroom and the school settings. It is a specialized area of 

education with policies and procedures designed to equip prospective teachers with 

knowledge, attitudes, behaviours, and skills they require to perform in the classroom, 

school, and the wider society. Nnachi (2008) observed that the teacher is the brainbox 

of educational activities and his position and activities are quite inevitable in 

championing educational affairs. 
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Essence of Teacher Education 

The importance of teacher education in the educational system of any nation cannot be 

over-emphasized. According to Aduke (2007), the teacher is the pivot of any 

educational process.  What the teacher knows and does can make a difference and what 

he does not know and cannot do can be a serious problem. Therefore, education cannot 

be obtained without quality teachers. The future of a nation or society depends greatly 

upon the quality of education it provides for its citizens and upon inspired, satisfied, 

and dedicated teachers. This depicts that no nation can rise above the quality of her 

education.  Thus, any meaningful development in the educational system is associated 

with well-trained and dedicated teachers who are enthusiastic to put in their best in the 

teaching profession. Teacher education refers to the professional education of teachers 

towards the attainment of attitudes, skills, and knowledge considered desirable to make 

them efficient and effective in their work and in accordance with the need of a given 

society at any point in time. It includes training and or education occurring before the 

commencement of service (pre-service) and during service (in-service or on-the-job). 

Every society requires adequate human and material resources to improve its social 

organization, preserve the culture, enhance economic development and reform the 

political structures. Education is often seen as a prerequisite for quality manpower 

development and the creation of wealth, a sure path to success in life and service to 

humanity. Thus, teachers have an important role to play to adequately prepare the 

young for their roles in society to achieve the set national objectives. 

In Nigeria, the first teacher training college was established by the Church 

Missionary Society, (CMS) in Abeokuta in 1859. Later, Advanced Teachers Colleges 

were established. Universities founded departments and institutes of education to train 

and award diplomas and degrees in education. From the onset, teacher education faced 

the challenges of manpower, funds, and equipment. To address teachers' plight, a 

movement was formed in 1966 called ―Teachers‘ Day‖. It was a promotional event 

designed to focus attention on the status of teachers in relation to quality education. 

More than 100 countries worldwide officially celebrate this annually. 

Tertiary education has statutory functions of producing middle and high-level 

manpower for national development. This is in addition to providing intellectual 

training in the basic sciences and the liberal arts. Specifically, tertiary education, 

according to the National Policy on Education (2004), has the following goals: 

a. contribute to national development through high-level relevant manpower 

training; 

b.  develop and inculcate proper values for the survival of individual and society; 

c.  develop the intellectual capability of individuals to understand and appreciate 

their local and external environments; 

d.  acquire both physical and intellectual skills which will enable individuals to be 

self-reliant and useful members of the society; 

e.  promote and encourage scholarship and community service; 

f.  forge and cement national unity; and 

g.  promote national and international understanding and interaction. 

 

The above goals are to be pursued through teaching, research and development, virile 

staff development programmes, generation, and dissemination of knowledge, a variety 

of modes of programmes including full-time, part-time, block-release, day-release, 

sandwich, etc. colleges of education, both conventional and specialized (colleges of 

education, technical) are among the various categories of tertiary institutions in Nigeria. 
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In Nigeria, there are categories of institutions that train teachers. The institutions are 

Colleges of Education, Institutes of Education, Universities‘ Faculty of Education, 

National Teachers' Institute, and Schools of Education in the Polytechnics. Anyone 

who had his/her teacher education through any of these institutions is classified as a 

qualified teacher by definition but looking at the background of such people and the 

credentials they present to enable them to have admission to undergo teacher education, 

sometimes looks questionable. 

Essentially, colleges of education are to provide full-time courses in teaching, 

instruction, and training and to conduct courses in education for qualified teachers. 

Anikweze (2001) noted that colleges of education were to produce highly qualified 

non-graduate professional teachers for the primary and junior secondary level of 

education in Nigeria. To ensure colleges of education products attain the broad goals of 

tertiary education, as well as, ensure quality in the preparation of teachers, relevance, 

and professionalism, there is a need for academic quality assurance. Academic quality 

assurance implies that the products of colleges of education are of high quality and 

ensure the right person is awarded the right grade at the successful completion of a 

programme. The point being made here is that the issue of academic quality assurance 

to ensure the credibility of certification is essential in teacher production. Thus, where a 

deviation occurs, the quality required will no longer be assured. 

Furthermore, the higher the quality of teachers churned out by the colleges of 

education, the faster the rate of growth and development and achievement of the 

Universal Basic Education (UBE) goals as well as Sustainable Development Goals 

(MDGs). On the contrary, lower quality may impact negatively on development. There 

are factors responsible for low academic quality assurance and such factors are 

challenges that must be addressed to ensure the desired condition that enhances 

academic quality that can result in growth and future development. The fact remains 

that teaching and learning depend on teachers for there can be no meaningful socio-

economic and political development in any country without teachers. It is on teachers‘ 

numbers, quality, and devotion that rest the effectiveness of all educational 

arrangements, development, and growth. Even the educational planners may have the 

best educational policies and designs, the government may vote the largest sum of its 

revenue to education, but the ultimate realization of any set of aims for education 

depends on the teacher. It is the teacher who will ultimately be responsible for 

translating policy into action and principles into practice in their interactions with their 

students, as well as interpreting the curriculum. 

 

Challenges Facing Teacher Education in the Colleges of Education 

Traditionally, society has expected and set very high and at times, stringent ideals for 

teachers to follow. They are expected to be prospectors, inspirers, critics, and 

appreciators of excellence and enemies of shoddiness. They cannot be aloof but they 

should not be too bold. They must give as well as receive and most of all, they must be 

above reproach, indefatigable, dedicated, zealous and self-controlled. There are persons 

within the teaching profession who compare favorably with the foregoing statements 

and perhaps with their descriptive term a widely held view of an ideal teacher. Some 

teachers come with much zeal, confidence, and dedication to the profession, others are 

―indolent, awkward, the uninterested, the callous the mercenary and even unfit‖ 

(Freedman and Krates, 1968). In whatever form a teacher comes, certain factors might 

affect his day-to-day official engagement in schools either by students or colleagues, or 

dilapidated infrastructure or logistics supply, or even with the head teacher. When these 

happen, teachers may be disturbed.  
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Quality of Students: These days, the quality of freshmen admitted into the system is 

low. This is because their preparation at the primary and secondary levels was poor and 

many of them passed their examination by relying heavily on examination malpractice 

(Akpochafo and Filho, 2008). According to them, they (students) lack the culture of 

scholarship and hard work. Many go into lecture halls without textbooks and even pens. 

A good number of them, they stated, recorded less than 50 % attendance at lectures and 

default in assignments. Students now see the acquisition of credentials/certificates as a 

do-or-die affair, even if it means attaining the certificate, not based on learning. As 

noticed by Akpochafo and Filho (2008), students in Nigeria‘s higher institutions are not 

there for serious and committed academics, they shun the strain and rigour associated 

with higher education. They further maintained that it becomes difficult to get students 

to learn, to investigate, to research and to engage in an independent study. The bottom 

line is that the quality and standard of students are no longer assured. 

This is a serious matter especially for those who undergo teacher education 

programmes with the National Teachers' Institute. The course contents are of a high 

standard but the entry requirements make fun of the programme in that some of the 

students, one way or the other gained admission to do the programme without the basic 

requirements such as West African School Certificate or NECO. Basically, the 

requirements were not satisfactory enough to be given admission. That programme was 

contact period with the tutors/lectures about four times in a month only on Saturdays 

which is not enough. Since the educational background of some of them is porous, such 

will continue ignorantly and the programme comes to an end. What have they studied 

to contribute to the growth of national development and sustain it? This is a real 

setback. 

By implication, the teacher to be should be an intellectual model. He should be 

a living example and a model for intellectual matters and the one that should take 

others along. The question that needs to be answered is whether the Nigerian teacher 

possesses the attributes? Being an imparter of knowledge, the teacher to be should be 

seen as the epitome of intellectualism. Okebukola (2005) pointed out that the apathy 

toward selecting teaching as a profession result from the shortage of genuinely 

interested candidates in education faculties.                                                       

First, there is the need to look at Aghenta's (1991) contention on quality 

education. He thought that the quality of education in Nigeria appears to be elusive 

because the following five inputs into learning are not of the right quality. These are: 

- students (their capacity and motivation to learn), 

- the subject to be learned, 

- the teachers who know and can teach the subject, 

- time for learning, 

- requisite tools for teaching and learning. 

 

A close look at our colleges of education indicates that most of the certified products 

lack an acceptable level of competence in their area of specialization. Ifedili (2002) 

asserted that many departments in various Nigeria educational system are producing 

not so qualified graduates which have a negative chain effect on the economic, social 

and political development of the country. According to Ade-Ajayi (2002), World Bank 

Funded Research by the Nigerian Institute for Social and Economic Research (NISER) 

reported that Nigerian graduates are below standard in the acquisition of language 

analytical and technical skills. Other verdicts are no less frustrating. Nwamaradi and 

Nzeluim (1995) believe that inadequate preparation of teachers and low status of 

teaching profession among others contributes to low-quality education. The 
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inadequately prepared teachers will inexorably result in developing a society of 

inadequacies. Oni and Dabalen (2000) reported that academic standards have fallen 

drastically over the past few decades. Thus, Obayan (2002) remarks that what exists as 

higher education is not as high as it ought to be.  

 

Population Growth: Currently, there is a student population explosion in Federal and 

State colleges of education due to an increase in enrolment without the required or 

expansion of facilities. Population explosion implies that classrooms are over-crowded 

while laboratories and other learning materials are grossly inadequate because of 

insufficient funding (Omoregie, 2005). Population explosion means also that there are 

not enough chairs, desks, tables, water and electricity, no space for teachers and 

students to go around for interaction; there is overcrowding everywhere leading to 

restiveness and indiscipline (Akpochafo and Filho, 2008). This has its consequences for 

standards and quality in form of low growth and productivity of students and graduates 

of the colleges of education. 

 

Poor Facilities and Equipment: This is manifest in the inadequate and poor state of 

classrooms, offices, laboratories, hostels, and libraries. The provision of the relevant 

educational facilities and equipment is vital in the provision of quality educational 

services to all students in the colleges of education. However, the poor state of facilities 

and equipment has been a major challenge to academic quality assurance in the college 

of education. 

 

Poor Staffing: The success of any education system depends to a very large extent on 

the 

supply of teachers in terms of quantity and quality. According to Utulu as cited in 

Akpochafo and Filho (2008), teachers are the quality indicators in the educational 

process. They represent a key input of a highly skilled labour resource which combined 

with the education plant and its allied services, produces educated or at least schooled 

individuals. But the colleges of education are faced with the problem of shortage of 

highly experienced academic staff. For instance, ratios by discipline are far from 

encouraging especially in the humanities and some science-based disciplines 

(Omoregie, 2005). The problem of quantity and quality of academic staff has serious 

implications for academic quality assurance and credentialing. As noted by Akpochafo 

and Filho (2008) the shortage of staff (both in quantity and quality) means high student-

lecturer ratio which will impact the teaching-learning process. According to them, 

individualized attention is hard to achieve, it encouraged memorization, examination 

malpractice and result in the neglect of inculcation of analytical and problem-solving 

skills needed for life. The summary is that the expected quality and standard are not 

being meant. 

 

Poor Funding: A well-structured funding arrangement is imperative for meeting the 

cost of providing adequate educational service in colleges of education. However, 

inadequate funding affects the provision of facilities and the recruitment of the desired 

manpower to implement the programmes that have been developed. This in turn affects 

the academic delivery in the colleges of education resulting in what Yaqub (2002) 

called ―a dull intellectual atmosphere‖. Anavberokhai (2007) averred that poor funding 

affects proper planning and implementation of policies and programmes, as well as, 

lower productivity. The UNESCO has recommended a standard budget allocation to the 

educational sector to stand between 15-20 %. The Nigerian government has since 1999 
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been spending less on education. From the allocation of 11.2 % in 1999, the figure fell 

to 8.36 % in 2000 and 7.0 % in 2001. In 2002, the figure was 5.9 % and 1.83 % in 

2003. The education budget for 2020 was 6.7% while that of 2021 stands at 6.3% of the 

country‘s total budget, this is still very low when we consider the fact that education is 

the bedrock of every development. 

The reduced spending has impacted negatively on the system as necessities for 

teaching 

and research are lacking in both federal and state colleges of education. Jaiyeoba and 

Atanda (2005) remarked that fund is crucial in facilities acquisition, staff development 

(to cater for the enrolment increase), and policy implementation. In the face of an acute 

shortage of funds, other inputs suffer a setback, which in turn influence the level of 

quality obtainable. To this end, poor funding has the following implications for 

academic quality assurance: 

-  inability to recruit and retain qualified staff; 

-  inadequately funded research activities; 

-  inability to meet the welfare and academic needs of staff and students resulting 

in  strikes and closure of institutions; 

-  general frustration of staff leading to brain drain; 

-  collapse of facilities and equipment; 

-  emergence of the unedifying academic situation and the erosion of time-

honoured standards academically and morally; 

-  the jettisoning of procedures and the enthronement of a dull intellectual 

atmosphere (Yaqub, 2002). In effect, poor facilities, and other learning materials, 

due to poor funding impede academic quality assurance. 

 

The Way Forward for Development 

In the words of Jokthan (2012), teacher education of the 21st century should focus on 

training teachers to be reflective in practice, be active in learning, and be innovative, 

creative, and have partnership building. Teacher education is very important so that the 

objectives of nation-building will be achieved. Nnachi (2006) hinted that if there is an 

assurance of quality in teacher education, there will be a certainty for social 

development and human civilisation. Quality performance in teacher education will, no 

doubt, lead to the realization of the goals for which teacher education is the key factor. 

The following suggestions are put forward as means of overcoming the challenges, 

which in turn, can improve future development: 

 

Improved Facilities and Equipment: If improvements are to manifest in the quality 

and standard of the service and products of colleges of education, it is imperative that 

colleges should be adequately equipped and staffed so that they can carry out 

meaningful teaching and learning. Adequate facilities are very vital to the successful 

training and certification of products. 

 

Eradication of Examination Malpractice: Concrete efforts should be geared towards 

value re-orientation as regards examination malpractice. In this regard, there is a need 

to put in place a regular internal examination monitoring committee comprising of 

academic and non-academic staff of the college of education to monitor the conduct of 

all examinations and bring those who engaged in examination malpractice to book. 

Also, there should be the creation of favourable environments for studies in colleges of 

education. 
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Improved Funding: Government should have the political will to determine how 

education in Nigeria should be funded and simply with its decisions on funding 

parameters. Thus, the proposed 26 % of the Federal Government‘s budgetary allocation 

to education as suggested by UNESCO should be approved. Also, since education is 

capital intensive enterprise, guaranteed alternative sources of funding need to be 

identified to ensure the required facilities and equipment are put in place for effective 

teaching and learning in colleges of education. Besides, there is a need for some 

integrity on the party of school management. Funds for the academic purpose must only 

be used for their original purposes and never diverted or misappropriated. There is a 

need for improved funding because the promotion of high and improved quality and 

standards in the college of education is often constrained by underfunding and 

inadequate financial resources. 

 

Staff Development and Welfare: The quality and quantity of staff needed to be raised. 

On its part, the government should make the job of lecturing more attractive – better 

pay, funds for research, and an improved work environment (Akpochafo and Filho, 

2008). Afemikhe (2007) advised colleges of education authorities to emphasize 

teachers' training and re-training to acquaint them with development in assessment 

practices that can provide more valid and reliable scores. One agrees with these 

suggestions and urges colleges of education to encourage staff to attend seminars, 

workshops, and conferences. Effective teaching cannot be achieved without sound 

knowledge of new technologies of teaching. 

 

External Academic Quality Assurance Mechanism: The adoption of benchmarks by 

NCCE to evaluate and maintain quality in all the colleges of education in Nigeria. 

Internal Academic Quality Assurance Mechanism: The required setting up of academic 

quality assurance unit in colleges of education to monitor and evaluate the teaching-

learning process. 

 

Conclusion  

In Nigeria, like many other developing countries in the world, teaching is the most vital 

and strategic profession for national development. This is so because teaching is that 

important activity which makes possible the acquisition of knowledge and skills that 

bring about the mark of an educated and useful person in society. Education remains a 

single major factor for national development. The teacher is central in this enterprise, 

and no tool has been able to replace the teacher yet; this is because no educational 

system can rise above its teachers. The teacher holds the remedy to the many problems 

ravaging Nigeria. The teacher‘s efficiency matters in these regards. The central purpose 

of teacher education according to the NPE is to provide teachers with the intellectual 

and professional background for their assignments. 

Education is regarded the world over as a very important tool for development. 

Through colleges of education, one is prepared to adapt to social, political, 

technological, and economic challenges. Academic quality assurance is the way to 

ensure that students acquire the needed skills and talent in order to face the listed 

challenges of life. Ensuring quality and standard in the colleges means eliminating the 

identified challenges to academic quality assurance. Failure to overcome these 

challenges can continue to make the colleges of education products of low quality. 
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Recommendations 

1.  There is a need to overhaul the system and to evaluate the extent to which low-

quality standards have infiltrated the colleges of education. 

2.  Firm enforcement of various strategies to stamp out examination malpractice 

without fear or favour. 

3.  Motivation of staff to encourage enhanced productivity in the colleges of 

education. 

4. Regular monitoring and evaluation of all the units concerned with the 

certification of colleges of education graduates. 

5.  Regular in-service programmes, workshops, seminars, and conferences for both 

academic and non-academic staff to abreast them of new development in their 

discipline. 
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Abstract 
Teaching practice, a necessary component of the teacher training process, is central to 

the development of teaching competence. During assessment student teachers must 

demonstrate to the assessor‟s satisfaction an integration of conceptual and contextual 

knowledge in the presentation of a planned lesson. Assessors of competence assess the 

observed behaviour against set standards using a performance based assessment 

instrument with a clear understanding of what is regarded as competent teaching. This 

paper reports on qualitative data gathered from two novice assessors at an institution 

of higher learning. The data, gathered through semi-structured interviews was 

thematically analysed. The findings indicate that novice assessors assessing from 

outside their focus area experience difficulties in quantifying behaviour indicative of 

competence. The application of assessment instrument-in-use pose a number of 

challenges which could render the outcome of the assessment decision unreliable and 

invalid.  The recommendations include that novice assessors should be properly 

inducted into the use of the performance assessment instrument-in-use; experienced 

assessors should be partnered with novice assessors before they are required to assess 

on their own; the training institution should constantly refine the assessment instrument 

and that an effort should be made in assigning novice assessors to assessments aligned 

to their areas of expertise.   

 

Keywords:  Teacher Training; Teaching competence; assessment; novice assessors 

 

Introduction 

Across the globe, the training of prospective teachers include both conceptual and 

contextual knowledge as part of the initial teacher preparation curriculum (Dreyer, 

2015). Teaching practice, the practical aspect of initial teacher preparation, is a 

necessary component of the training process and is regarded as central to the 

development of teaching competence. Initial teaching training qualifications are 

structured to develop the teaching competence skill incrementally over the duration of 

the specific qualification, which in most cases span a minimum of four year of full time 

study. The assessment of the skill and professional performance of the trainee teacher 

takes place either in a simulated environment or in the workplace setting. Student 

teachers often view the assessment of the practical component with a sense of 

foreboding and uneasiness (Dreyer, 2015), which indicates the weightiness and 

importance of a successful outcome for the candidate. 

The ultimate goal of the assessment of students on teaching practice is for the 

student teacher to demonstrate to the observer‘s satisfaction, an integration of 

conceptual and contextual knowledge during the presentation of a planned lesson. 

Ruznyack and Bertram (2015) argue that academic assessors of teaching competence 

‗draw from their subject and pedagogic knowledge to verify a student teacher‘s 

teaching competence (2015:32).  Teachers-in-training are required to develop, first as 

part of their training, and later as an outcome of practice, subject matter knowledge 

(SMK), pedagogical knowledge (PK), and pedagogical content knowledge (PCK) 
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Subject matter knowledge refers to a teacher‘s quantity, quality and organisation of 

information, conceptualisations, and underlying constructs in their major area of study. 

This type of knowledge, also known as theoretical disciplinary knowledge, is crucial in 

enabling teachers to be effective in classroom and school environment. Alongside the 

theoretical disciplinary knowledge, qualified teachers need pedagogical knowledge, 

that is, knowledge of teaching methods. Pedagogical knowledge includes a teacher‘s 

knowledge of general teaching and learning practices such as classroom management, 

pacing, questioning strategies and the handling of routines and transitions in a 

classroom (Zeidler, 2002). At the intersection of SMK and PK lies Pedagogical Content 

Knowledge, which represents the teacher‘s ability to convey the underlying details and 

constructs in their field of specialisation in a manner that makes it accessible to their 

learners. Weiser (2016) argues that skilful teaching demonstrates the teacher‘s mastery 

in organising classroom interactions in ways that facilitate learning whilst ensuring 

learners are not distracted by activities that diverts attention away from it.  However, it 

is difficult to pinpoint the personal educational knowledge base the teacher draws from 

in the demonstration of skilful teaching (2016:588). The same holds true for teacher 

educators in their assessment of teaching practice. 

 

Background  

The focus for assessors of teaching competence is on how well student teachers 

integrate knowledge of the subject area (theoretical disciplinary knowledge) with 

knowledge of teaching and learning practices (pedagogical knowledge).  The focus of 

the assessment moment lies at the intersection of these two knowledge types. This 

requires teacher educators to draw from a knowledge-base which include a clear 

understanding of the competencies to be assessed and what to regard as sufficient and 

relevant teaching performance with the use of the provided assessment instrument 

(Reddy, Menkveldt & Bitzer, 2008).  

During a formally assessed lesson, the focus of the assessment is the student 

teacher‘s demonstration of very specific professional competences. McNamara (2013) 

citing Kane‘s (1992) definition defines professional competence as ―the ability to use 

professional knowledge and skills in the workplace‖ (McNamara, 2013; 184). The 

professional competences to be assessed are stipulated in performance assessment 

instruments used at institutions offering teacher education qualifications. Caughlan and 

Jiang (2014) argue that observational performance assessment instruments used by 

teacher educators in the assessment of teaching practices are not neutral, but are 

reflective of the values of a specific teacher preparation programme. These values play 

out in the assessment moment in the pedagogical relationship between the teacher 

educator and the student-teacher ‗afforded by the performance assessment instrument‘ 

(2014: 375). 

Student teachers are assessed in ‗live‘ classrooms. Performance assessment 

requires the student teacher to know and do, whilst being observed. For a nervous, 

inexperienced student teacher, the assessment of his/her teaching competence takes 

place in highly contextualised environments. These environments and contexts are 

often very different to what they have experienced during twelve (12) years of 

schooling themselves (Samuel, 2009). Teacher educators are, therefore, required to 

gauge the suitability of the approach chosen by the student teacher, often without 

having any real understanding of the underlying complexities associated with the 

teaching and learning process (Rusznyak, 2009; Rusznyak & Bertram, 2015). 

Inexperienced assessors do not possess this ability, simply because they have little or 
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no prior knowledge of performance assessment of teaching competence to draw from 

when they start out as assessors.  The problem is amplified when assessors have not 

been involved in the teaching and preparation of student teachers prior to engaging in 

the assessment of teaching competence. 

 

Specific Competences to be Assessed  

The policy on the minimum requirement for teacher education (2014) outline 

knowledge, skills and attitudes to be developed in student teachers over the course of 

the training. The student teacher is required to demonstrate sound knowledge of the 

curriculum documents, phase specific subject matter, teaching methodology in the 

chosen discipline, learners and their preferred style of learning; assessment and how to 

apply data gathered from assessment results to inform own practice. The required skills 

set include effective communication skills aimed at mediating learning; numeracy, 

literacy and information technology, classroom management, and skills to reflect on 

own practice. The attitude requirement denotes a positive approach in using available 

resources in resource constrained environments, as is the case in the majority of South 

African classrooms. 

In the assessment of teaching competence, the above knowledge, skills and 

attitudes are being observed and judged, by means of an observation instrument. 

Observation instruments list pre-scribed behaviours which allow assessors to rate the 

displayed behaviour against a Likert-type rating scale (Weber, Waxman, Brown & 

Kelly, 2016).  The performance assessment of a student teacher‘s competence is 

regarded as an encompassing authentic measure of the said student‘s mastery of the 

complex facets of teaching and learning environments (Darling-Hammond, 2006). The 

assessment of performance requires systematic observation. The expectation is that the 

observational method and instrument provides the observer with focal points to look 

for, with the aim of forming an authentic picture of behaviours and events as they 

unfold in a natural setting. An important advantage of observational methods is that the 

observer has a ‗bird‘s eye view‘ of the behaviour (Cohen et al., 2011). The method 

provides evidence of what people do, and not what they say they do. One of the 

disadvantages of systematic observation in a real-life classroom is that both the 

observer and the observed have little control over the many factors which impact on the 

desired behaviour. So, for example, the student teacher may have planned for a specific 

learning activity, but factors such as school calendar events, a sudden interruption of 

electricity or a child‘s erratic behaviour could derail a carefully planned lesson. For the 

novice assessor, using the lesson plan as guide, such interruptions and unforeseen 

events could potentially impact negatively on the assessment decision. Seasoned 

teacher educators, however, are able to still come to valid assessment decisions 

regardless of unforeseen events. 

Whilst the use of observation evaluative instruments are regarded as an essential 

component in the assessment of teaching competence, Caughlan and Jiang (2014) citing 

Kennedy (2010b) cautions that observation instruments assume that competent 

performance is self-evident.  If the former is true, theoretically different assessors 

observing the same lesson will agree or come to a similar conclusion of the displayed 

competences. Such a view does not consider the extent to which instrument 

descriptions and observed behaviour can be differently interpreted by different 

observers and/or assessors.  Experienced assessors, having been exposed to applying 

the assessment instrument, in different settings over a period of time, and discussing the 

criteria in numerous post-assessment meetings have reached a common agreed-upon 

understanding of assessment criteria as laid out in the assessment instrument. 
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Inexperienced or novice assessors, on the other hand, have not had the opportunity to 

familiarize themselves with the most effective way to apply the criteria stipulated in the 

assessment instrument in making a summative judgement on a student teacher‘s 

performance over a period of time.  Novice assessors, as new-comers to the process, 

often do not easily engage in conversations with other more-experienced assessors 

about using the performance assessment instrument as they themselves are still in the 

process of determining what is an adequate or sufficient indicator of competence.  

 

The Assessment Instrument-In-Use 

The assessment instrument-in-use in the teacher preparation programme in this Higher 

Education Institution is based on a set of criteria in line with the knowledge, skills and 

attitudes incrementally developed in trainee teachers over a period of four years and in 

the case of the students on the Post Graduate Certificate in Education over roughly a 

ten-month training period. The instrument is organised under lesson phases which 

include planning, teaching and assessment. For the planning phase, the assessor is 

required to judge whether the lesson plan contain sufficient detail, shows a clear 

alignment between lesson aim, planned learning activities and the assessment thereof 

and the quality of the resources and assessment tools. The teaching phase of the 

assessment instrument, is further sub-divided into lesson elements and professional 

skills. The final part of the assessment instrument requires a judgement on the student 

teacher‘s ability to keep up to date with the additional tasks of gathering information 

about the school, the specific class where the student teacher is placed and other tasks 

toward developing the final portfolio of evidence.  It is a requirement that the draft 

portfolio be present at the assessment visit. 

During the assessment of the lesson, the teacher educator judges the student 

teacher‘s performance using a four-point rating scale (needs attention, adequate, good, 

best practice).  The inclusion of the rating scale allows the assessor a range of 

responses. The instrument-in-use at this institution is used for all student teachers 

regardless of their level of training.  

 

Performance Assessment Complexities 

Teacher Educators in the assessment of the teaching practice event consider a number 

of modalities when making decisions about competent practice. Their decisions have to 

minimise subjectivity and ratings have to be embedded in evidence to ensure the 

validity, reliability and trustworthiness of the assessment decision (Reddy et al., 2008). 

These modalities include the competences to be assessed; the suitability of the 

assessment instrument being used in the assessment of the teaching event; 

considering/applying a standard to indicate competent and relevant teaching 

performance and, the influence of the teacher educator‘s presence in the classroom on 

the day of the performance assessment of the student teacher. The presence of an 

observer, who would not normally be a part of the classroom, immediately changes the 

dynamics in that classroom.  The presence of the assessor is experienced as a disruption 

and impacts negatively on the classroom as a social system (Cohen, Manion & 

Morrison, 2011).  

The complexity of the assessment task for novice teacher educators starts with 

applying an expert understanding to the student teacher‘s rationale for choosing a 

specific approach in the planning and execution of the lesson plan (Rusznyak & 

Bertram, 2015). This expert understanding is based upon the teacher educator‘s 

personal and professional knowledge of the field. This knowledge is crucial as the 

purpose of performance assessment in the case of teaching practice to make a 
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summative judgement on the competence displayed in the execution of the lesson plan. 

It requires the teacher educator to ascertain the extent to which the performance can be 

regarded sufficient for a pass grade (Hayward & Hedge, 2005).  The outcome of the 

assessment decision is a formal recognition of the student teacher‘s competence of 

having reached the required level of performance and competence needed for 

independent teaching practice. The seriousness of the assessment decision demands that 

it is based on sound evidence and not some ―whimsical, personal preference‖ (Hawe, 

2002, p.103) or personal prejudices, which would diminish the validity and reliability 

of the assessment process and outcome.  

Criteria are needed on which this judgment has to be based, as the ultimate 

assessment decision has to be justified according to a set of specific weighted goals 

(Taras, 2005). In order to effectively and accurately judge the teaching performance of 

student teachers, regardless of level of study, teacher educators (TEs) are looking for 

the successful interplay between professional knowledge and understanding, 

professional skills and abilities and professional values and personal commitment in the 

assessment moment (Cope, Bruce, McNally, & Wilson, 2003). This process is 

supported by using the performance assessment tool (referred too and briefly discussed 

before).  

The challenge, not only for novice assessors but for all teacher educators, 

presents itself when assessors are unfamiliar with interpreting and quantifying the 

various competences outlined in the assessment instrument. Having to apply the 

instrument for the first few times can be daunting when it is amplified by a limited 

knowledge of the subject matter and or phase (foundation or intermediate) in which the 

lesson is being observed (Sedumedi & Mundalamo, 2012).  Apart from being familiar 

with the subject matter in focus, the assessor also needs to be up to date with the 

theoretical and practical pedagogy and the discourse in the subject area being taught. 

The ‗ideal‘ assessor should have a fifty-fifty proportion of subject matter knowledge 

versus pedagogical knowledge (Sedumedi & Mundalamo, 2011) to provide 

constructive feedback and make a realistic judgement of the performance being 

observed.   

Against this background, therefore, this study discusses the dilemma of two 

novice assessors in the assessment of teaching performance. It aims to gain concrete, 

contextual, in-depth knowledge on the challenges experienced by novice assessors in 

the performance assessment of student teachers at one institution of higher learning. 

 

Methodology  

The research used an interpretive approach which relies heavily on naturalistic methods 

such as the analysis of existing text and interviewing (Cohen and Crabtree, 2006). The 

approach allows for the multi-layered and complex interpretation of events and 

situations through the eyes of the individual. The interpretation of events and situation 

is based in a particular context, situation or time.  Since the theory that emerges is 

grounded in the data and generated by the research process itself, it distinguishes this as 

case study research (Riege, 2003). The theoretical lenses through which this study will 

be viewed has its roots in social constructivism.   

 

Participants 

Two participants (one male; one female) were selected as research participants in the 

study. The participants were purposefully selected based on: 

 Being part of the same assessment cycle at one institution of higher learning; 
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 their experience and duration in the teaching and assessment of student 

teachers; 

 this being their first involvement in the assessment of teaching practice;   

 not being part of the year long preparation process of student teachers prior to 

School experience; 

 the participants have not undergone any organised formal training for the 

assessment of teaching practice. 

 The purpose of the individual‘s presence at the HEI was not teacher training 

and the assessment of teaching practice; 

 

Data Collection Instrument 

Data was collected during a 25-35-minute semi-structured interview with the 

participants.  During the interview, efforts were made to create an informal atmosphere, 

with the researcher introducing the discussion points in a conversational manner (Kvale 

and Brinkmann, 2008). Rather than following rigid formulated questions, the 

conversation was loosely structured around specific discussion points. This allowed the 

interview to develop a natural rhythm and flow, whilst keeping it focused on the 

relevant aspects.  Respondents were allowed to share their views as guided and directed 

by the topics introduced by the researcher. The discussion points focused on: the TE‘s 

knowledge of performance assessment instruments and the challenges experienced in 

the application of the criteria in the performance assessment instruments in making a 

summative judgement of competence.  

 

Data Analysis  

The raw data was processed by first transcribing the recorded interviews. The data was 

analysed using both inductive and deductive approaches. The value of the application 

of both approaches allowed the raw data to be condensed into a brief summary format. 

The application of the inductive approach enabled the distilling of codes, themes and 

categories on which the findings were based. This was achieved through a process of 

reading and re-reading the transcripts to aid in the formulation of summary themes or 

categories. The application of the deductive approach enabled the establishment of 

clear links between the research objectives and the summary findings.   

 

Results  

The results from the study are presented under the main themes linked to the aim of the 

study. 

 

Prior Knowledge and Familiarity with the Performance Assessment Instrument in 

Use 

Respondents indicated that they had no prior exposure to the performance assessment 

instrument used in the assessment of teaching competence. 

In asking Respondent 1 whether she was orientated to the use of the assessment her 

response was‖ 

not really… I was asked to go and observe a student… I was not 

really oriented… I think it was kind of a once off where it was 

time for the school experience period and I needed to go into the 

school and I was just taken through the document…. kind of ad 

hoc.... kind of very speedily because I needed to go to see the 

student teacher.  I absorbed the information as it was given, but 

I also had to make sense as I was observing… 
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Respondent 2 on the other hand claimed to have been part of a session where the 

instrument was explained prior to the start of the school experience cycle. 

 

Aligning the Teacher Educator’s Expertise with the Assessment of a Specific 

Phase of Subject Content 
Respondents were asked whether they were required to assess specific types of lessons 

or to assess students in specific year groups.   

Respondent 1 was sent out to assess two student teachers in the teaching practice cycle. 

She recalled the following about the student teachers she assessed… 

One was a young girl and one was a young man.  The young 

man seemed to be a third year student because he seemed a bit 

more experienced… he seemed a bit more in tune with giving 

lessons, planning lessons.  It felt as if he was a senior student.  

His whole approach was on a higher level than the young lady.  

The young lady may have been a second year student.   I 

remembered in my mind making a comparison between their 

style of presentation and their classroom management practices. 

 

Both student teachers were teaching in the intermediate phase. 

Respondent 2 responded that he was not sent to assess specific subjects or student 

teachers at a specific point in their training: 

It was general… it was everything... one would go and just find 

who is there.  For me knowing my qualification background 

what I have learnt with my specific background I‟ve learnt that 

regardless of the subject there is always a theory and there is 

always the practical.   Now if you were to refer to my 

background it‟s always a struggle to translate from theory to 

practice…‟ when it comes to teaching practice is that platform 

where person is able to put it out there so for me it linked with 

what I have done before. 

 

Respondent 2 was initially partnered with an experience assessors before he was 

required to assess student teachers on his own.   

 

Challenges and Frustrations with the Use of Assessment Tool 
Respondent one expressed herself on the challenges as follows: 

I think I approached from a point where I would observe rather 

than document at the same time, although I would pencil in key 

observation on the document itself. I was not used to using the 

document.  I needed to think how I wanted to document my 

observations on the assessment instrument. It was important 

that I observe that process, from the time the lesson starts, I 

have to observe all the key areas because the document covers 

all the aspects of the performance.  I had to make sure how 

those transitions were taking place from lesson introduction to 

assessment…I also had to observe the whole environment 

dynamics, how the children are responsive in the lesson and 

how the student teacher is able to engage the children 

throughout the lesson. 
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For me as a novice in school experience I had to make sense of 

this document, I had to understand all the critical areas and 

also the sub-areas.  I had to quickly learn how to understand the 

document and to work out what I am looking for in my 

observation.  I had to self-educate myself in terms of these 

sections in the document and also become in tune with what 

school experience is all about… 

 

The respondent also linked and compared the requirements and expectations of her 

previous professional role and her current role.   

In my training years I worked predominantly in special schools 

but as an OT specialist I worked in foundation phase classrooms 

to see how the child adjust to the volume of work… I had a 

chance to observe qualified teachers teaching their classes, 

managing their classes, observing the child that was in need of 

occupational therapy… So I had a feel for these concepts in the 

observation documents… so I could go back to my funds of 

knowledge from when I was in classrooms to understand this 

process of observations.    

 

Respondent 2 responded in the following manner with regard to the use of the school 

experience assessment tool  

I think to somebody who is being trained it is user friendly but to 

somebody who is using it for the first time….  Some of the point 

seems a little bit similar so you think eish…there are things that 

can be integrated into each other.   

The final point on the assessment instrument is a very 

challenging one.  What is being „up to date? 

 

Respondent 2 found the assessment activity challenging when the student teacher 

displayed limited knowledge of a subject the assessor was observing. The respondent 

expressed these challenges as follows: 

I think the one…the lessons that are difficult for students and I 

find it also a little bit difficult for a person to assess are 

languages… because you can see the teacher does not even 

understand... Now it becomes… if you don‟t know a language 

and that person does not know a language and they are teaching 

that language they don‟t know you find it a little bit difficult.  

 

The respondent presented the example of a student teacher teaching a Xhosa language 

lesson and he being from a specific tribe who speaks a slightly different dialect but still 

able to detect that what the student teacher was teaching is not correct. 

Let‟s say it‟s a Xhosa speaking student also teaching Xhosa.  I 

am from the tribe of…… The teacher is also speaking Xhosa but 

not the Xhosa I speak.  The student teacher is teaching Xhosa 

but you know that it is not the correct term and you tell yourself 

probably that is what they speak in East London…‟ 

 

The respondent focused on specific aspects during the assessment, and used his science 

background as a guide when judging the displayed competence. 
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I always look at smooth transition. The student came with prior 

knowledge... Now you have to see if the student teacher can 

transcend from that prior knowledge to the new knowledge. 

 

The respondent expressed how useful it was to him to be initially partnered with a more 

experienced assessor: 

The observation part helped me a lot.  There was a little of not 

leniency on my part.  I saw that there some things I do not have 

to be so strict about on my side.  There was one student who was 

teaching about monkeys.  The words he was using…when I take 

the words the students use and bring it back to my knowledge, 

that lesson was short… they will talk about monkeys… now 

remember that a monkey belong to the class of mammals and 

the student want to separate them.  For me I have to penalise the 

student… but now if you sitting there my co-assessor would say 

it was just an example… 

 

Critical Aspects Assessors were Looking for in the Student Teachers’ 

Performance  

For respondent 1, lesson planning was critical and this is how she explained why she 

regarded it as critical: 

The critical area is planning, because when you plan properly, 

when you have a solid plan… let me re-phrase when you have 

solid plan, you can go into a class armed with this plan because 

you understand your plan, it is well thought out, you devised 

your plan, it is well thought out, it is well prepared, you have all 

the resources to execute this plan.  Sometimes plans don‟t go the 

way we envisage, but because there is a plan….you can adapt it.  

 

The respondent‘s comments indicated that being well prepared and delivering a 

successful lesson was linked. Good planning was what would save the lesson 

performance when unforeseen events derailed the plan. The respondent indicated that 

the student teacher‘s ability to manage unforeseen events was directly the result of 

good solid planning. 

 

For respondent 2, the suitability and relevance of the assessment at the end of a lesson 

presentation was a clear indication that the lesson could be regarded as successful and 

therefore deserved a pass. 

Firstly, I would look at the presentation.  But what was 

important was the assessment questions the student designed.  I 

looked at the assessment. If the student missed that, then the 

student did not understand…do justice to that lesson…. If there 

was no link ah… then that lesson did not work‟. 

 

Respondent 2 also found it frustrating when ‗student teachers were negligent.‟ This 

negligence was always addressed with the host teacher present at the post-assessment 

debriefing session. This frustration was caused by student teachers not heeding the 

advice and guidance given by the host teacher in the preparation and the execution of 

their lessons. 
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Discussion of the Findings 

The results reported in the previous section for these two novice assessors confirm that 

they grappled with and experienced similar types of challenges in using the assessment 

tool as identified by Sedumedi and Mundalami (2008). The main challenges centred 

around collectively agreed upon description of expected behaviours matched to the 

concepts outlined in the performance assessment instrument. The interpretation of what 

is ‗sufficient and adequate‖ for the concepts listed in the performance assessment tool 

compelled novice assessors to draw from previously acquired funds of knowledge 

(outside of the teacher education and training context) in their interpretation and 

decisions of what concepts meant and what it looked like in a real-life classroom 

environment.  For novice assessors, there is a real possibility that they may not possess 

the required knowledge and competence in the assessment of a student teacher and are 

forced to draw from other funds of knowledge which may be context inappropriate. In 

addition to making a summative judgement about the observed performance, assessors 

are required to provide meaningful feedback.  If the assessor lacks knowledge about 

suitable approaches used in specific phases in the teaching of content areas, as well as 

lack of experience in the use of the assessment instrument, the assessment decision 

cannot be trusted as being a true reflection of the student teachers‘ competence.   

The two non-negotiable aspects for these two novice assessors were different.  

For respondent one, it was lesson planning whilst for respondent two, it was the 

questions set by the student teacher which was an indicator whether the student had a 

good grasp on the taught content.  Mastering the skill of planning requires the student 

teacher to make decisions on a variety of activities before the planned event takes 

place. It entails careful weighing of options and anticipating possible outcomes. Thus, 

engaging in the act of planning demonstrates that one can function at a basic cognitive 

level. Planning needs the skills of analysing the required subject knowledge whilst 

choosing appropriate teaching strategies in the execution of a specific lesson.  In 

addition, the student teacher is required to interpret education policy prescriptions.  Not 

only must the student teacher anticipate the desired impact of his/her lesson keeping 

context and audience in mind, he/she also needs to evaluate the viability of the plan. 

It is clear from the findings that one‘s prior professional role impacts to a large 

extent how the performance assessment tool is interpreted and utilised. The response of 

respondent 2 on the suitability of the tool is a clear indication that there is a need for 

teacher educators to engage with the tool prior to having to use in the assessment of 

performance and to negotiate set standards which will enable novice assessors to use 

the tool more productively.   

In assessing teaching competence, the observed performance is evaluated 

against set standards. These performance descriptors are set out as a list of expected 

behaviours or competences in the school experience tool under the headings of 

planning, teaching and assessment. The assessment instrument calls for the astute 

observations of practical and reflexive competences (Reddy, Menkveldt, & Bitzer, 

2008) and the professional practice of organising systematic learning.  

The intention of the Norms and Standards document (DoE, 2000) was an initial 

attempt at explicitly stating the criteria against which teacher educators judge the value 

of a student teachers‘ performance (Shalem & Slonimsky,1999) yet Robinson (1999) 

concluded that teacher educators have not sufficiently engaged with the criteria. The 

Norms and Standards have since been replaced by the Minimum Requirement for 

Teacher Qualifications (2011) which challenge teacher educators to base their 

assessment on whether student teachers adequately and sufficient display ‗a mixture of 
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the theoretical and the practical; the pure and the applied; the extrinsic and the intrinsic; 

the potential and the actual‘ (2011:11). 

 

Conclusion 

In the assessment of teaching competence, teacher educators apply their own 

assimilated professional knowledge in making a summative judgement on the student 

teacher‘s competence (Beijaard, Meijer & Verloop, 2004). The two novice assessors 

engaged in this study were new to the assessment of teaching competence. This 

‗uncomfortable‘ situation required them to make a shift in their own thinking in terms 

of how to respond appropriately to the demands of the unfamiliar environment. 

According to Woods and Jeffrey (2002), when faced with the threat of disintegration of 

the self, the individual either embraces and integrates the inconsistencies into the 

existing self, or assumes a new identity to deal with threat (such as assessing out of 

one‘s specialisation/phase area). Embracing and integrating require one to incorporate 

new experiences into an existing frame of reference, whilst managing the new and the 

old alongside each other. This was evident in how these two assessors applied existing 

frames of reference and funds of knowledge acquired from their previous professional 

roles in the assessment of teaching practice. 

The respondents in this study conceptualised sufficient teaching competence as 

the ability to plan and produce a well thought out lesson plan; demonstrate accurate 

subject matter knowledge in teaching the planned lesson and smoothly move learners 

from prior knowledge to ‗new‘ knowledge. Other aspects of teaching competence listed 

in the school experience assessment tool were not valued as highly and therefore did 

not impact negatively on the assessment decision.    

 

Recommendations from the Findings 
The study identified that there is a need for: 

a) novice assessors to be properly inducted into the use of the performance 

assessment instrument-in-use;  

b)  experienced assessors to be partnered with novice assessors before they are 

required to assess teaching competence on their own;  

c)  a constant refinement of the performance-based assessment instrument; and  

d)  a move towards assigning assessors to assess content and phase aligned to their 

areas of expertise.   
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Abstract 

The study assessed the level of self-efficacy of social studies teachers at the lower 

primary schools in Osun State and examined the level of emotional maturity of Social 

Studies teachers in lower primary schools in Osun State. It also investigated the 

influence of teachers' self-efficacy and emotional maturity on pupils' achievement in 

Social Studies. These were intended to provide information on how non-cognitive 

variables could influence students' achievement in Social Studies. The study employed 

the descriptive survey research design. The population for the study comprised public 

lower primary School pupils and their teachers in Osun State. The sample comprised 

720 primary III pupils and 72 teachers of Social Studies drawn from the three 

senatorial districts of Osun State. A multistage sampling procedure was used to select 

the sample for the study. Three instruments were used to collect data for the study. 

These include: Emotional Maturity scale (EMS), Teacher's Sense of Efficacy 

Questionnaire (TSEQ), and Pupils' Achievement Test in Social Studies (PATSS). Data 

collected were analysed using frequency counts, simple percentages, and multiple 

regression. The results showed that 79.2% of the lower primary school teachers had a 

high level of self-efficacy. Also, 66.65% of the lower primary school teachers had a 

moderate level of emotional maturity. The results further showed that there were no 

statistically significant influence of teachers' self-efficacy, (R=0.015 at p=0.944) on 

pupils' achievement in Social Studies. The combined effect of teachers' self-efficacy and 

emotional maturity, (t=0.863 at p=0.395), was also not statistically significant on 

pupils' achievement in Social Studies. The study concluded that teachers' self-efficacy 

and emotional maturity had no significant influence on pupils' achievement in Social 

Studies in lower primary schools in Osun Nigeria. 

 

Keywords: Teachers, Self-efficacy, Emotional maturity, Pupils‘ achievement, Social 

Studies 

 

Introduction 

The National Council for Social Studies (NCSS) defined Social Studies as the 

integrated study of the Social Sciences and Humanities to promote civic competence 

(NCSS, 2010).  Social Studies is often known as a discipline or sequence of courses 

offered in primary and secondary schools or elementary, intermediate, and high 

schools, but it may also reflect the study of areas of human life in some post-secondary 

and tertiary institutions around the world. Several programmes like those of Sociology, 

Political Science, History, Economics, Social Studies, Geography, Psychology, 

Anthropology, and Civics are academically rigorous (NCSS, 2010). There is no single 

definition of the subject, Social Studies, as authors have different views on the subject. 

However, a point on which most social studies educators agree on is that; the subject is 

a study of the society having a man as its crucial theme. Social Studies is a part of the 
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education course that deals primarily with that of the understanding of the social 

relations and the workings of social structure, which largely consists of modules in 

Political life, Administration, Economics, Criminology, Demography, and Art History 

(Merriam Webster, 2018). 

Social Studies provide substantial information and knowledge, skill, and 

attitudes that prepare students and nurture them to be self-motivated, accountable, and 

caring members of the society. Besides, it shows them to address collective and global 

distresses with the use of literature, technology, and another noticeable community 

resource. The subject has a vital contribution to the development of the individual 

learner, helping pupils to become better citizens. Subjects in Social Studies including 

Economics, History, Citizenship, Rights and Duties, Constitutional Law, Social code, 

Moral and Virtues, create awareness for the children about their responsibilities in the 

global society. Social Studies teaches the history of the world and nations and making it 

possible for people to trace the evolution of events around them. (Børhaug & Borgund 

2018) 

Non-cognitive skills, loosely described as reflecting "thinking patterns, 

opinions, and habits" of people that can evolve throughout their lives, and who also 

assume various functions in the cycle of education (Bloom, 1964); Borghans, 

Duckworth, Heckman, and Ter Weel, (2008), Garcia,(2016). The non-cognitive 

framework encompasses a huge variety of social, psychological, mental, and 

intellectual skills and competencies. The term "non-cognitive skills" is used to describe 

a set of traits, behaviours, and techniques expected to enhance work growth and 

education. According to Farkas, (2003) those non-cognitive skills applicable to 

academic achievement usually involve six major variables:   

(a) parameters of attitude such as values, desire, and curiosity;  

(b) measures of personality, including emotional intelligence and openness to 

experience;  

(c) Indicators of social relations such as leadership, social tolerance, and 

commitment to work with someone else;  

(d) concepts of personality-efficacy and cultural identity;  

(e) ethics of the job, comprising dedication, discipline, patience, and leadership; 

and 

(f) sense of a particular mission, including anticipation as well as disappointment.  

 

Non-cognitive skills, as described by Rosen, Glennie, Dalton, Lennon, and Bozick 

(2010), were those educationally and occupationally crucial skills and characteristics 

which were not expressly of an academic.  

In describing academic and job outcomes, non-cognitive skills are widely 

regarded as imperative. (Bowles & Gintis, 2002); Farkas, (2003); Lieras, (2008). 

Researchers have identified non-cognitive skills as some of those attitudes, characters, 

practices, and techniques which promote great school or workplace achievements such 

as inspiration, determination, confidence, flexibility, ability to adapt, conscience-

efficacy, trust, tenacity, empathy, and personality-control. Non-cognitive skills are core 

or essential skills that the human brain uses, such as reasoning or analytical skills, 

emotional wellbeing or psychological capacity, issue-solving abilities, work ethics, 

social competence, and social responsibility. Similarly, essential are the factors that 

affect individual interactions among students and educators (open communication, 

closeness, and affection), discipline, self-regulation, perseverance, academic 

confidence, teamwork or interpersonal skills, organizational skills, creativity, empathy, 

verbal and non-verbal ecommunication skills. These factors are considered 'non-
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cognitive‘ through means of being considered to be separate from the cognitive and 

theoretical skills which can be easily measured objectively with tests. 

Though non-cognitive skills are habitually not measurable, especially with the 

test, they impact the general behaviour of the productivity of an individual at work. 

Interestingly, non-cognitive skills strengthen cognitive development, making both to be 

interdependent, difficult to be separated from one another when improved achievement 

is required. Different research outputs have proved the coexistence of the cognitive and 

non-cognitive skills and have shown that we may not be able to enhance cognitive 

skills except we give rapt attention to non-cognitive skills. Simply put, recognizing the 

roles of non-cognitive skills can bring further improvement on the reading, writing, and 

other academic achievements of a child (Garcia, 2016). Non-cognitive skills are turning 

into increasingly critical factors as tendencies like robotics shift the skills needed to 

strive in today‘s fast growing employment marketplaces. 

The benefits of non-cognitive skills to individuals and society at large are 

increasingly gaining acceptance and a range of literature findings had documented that 

some of the most cost-effective interventions for growing these skills begin at the 

earliest stage in the lifecycle of an individual. Nonetheless, systems can also target 

effective interventions at later life stages. The major lesson is that what comes first lays 

the foundation for what skills, and to what degree the skills can be developed later in 

life. The main skill that the brain utilises in thinking, reading, reasoning, remembering, 

and attention are Cognitive skills. Working collectively, however, cognitive skills also 

conclude from the inside and pass them into the information bank that you need to use 

every day in your classroom, at work, and in society in general (Kohl,2013). 

A teacher is a person who helps pupils to acquire knowledge, skills, or virtue of 

education. Teachers as caregivers in their relationship with the individual 

pupils/students and their classes, teachers can exploit their positive moral effect through 

three corresponding roles (Reddy  & krishaiah, 2014). 

1- They can serve as moral-ethical 

2- Respect and responsibility both inside and outside the classroom 

3- Serve as attitude moulding to the pupils 

 

Schools, as planned by societies, play a central part in the progress of individuals as 

well as the citizens at large. The skills acquired in schools are critical to the well-being 

of individuals and that of societies. In schools, students obtain formal knowledge, 

transferred by teachers through the instructional framework of a curriculum, concepts, 

and theories, and self-learning. Besides, schools are one of the primary institutions 

where interactions among students and between students and teachers may mould their 

behaviour and personality traits. To this end, there is no reservation that teachers are 

performing an important role in improving student performance. Therefore, the learning 

achievement in the schools to a great level is dependent on the effectiveness of the 

teacher as a caregiver. Teacher‘s roles in caregiving in early childhood education 

include helping pupils to acquire knowledge, competences, or values, modelling, and 

shaping attitude, behaviours, and mentoring of the pupils. The term non-cognitive skills 

is used to describe a set of traits attitude, behaviours, and techniques that enhance or 

reinforce work growth or educational growth. Non-cognitive skills reinforce success at 

work and school. While cognitive skills are the core skills that our brains use to 

understand, interpret, recall thought, learn and pay attention, it is an essential skill that 

the human brain uses for information processing. Different research output has proved 

that non-cognitive skills are important in academic achievement or even more critical, 

therefore this study looks into the influence of Teacher‘s Non-Cognitive Skills on 
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pupils‘ achievement in Social Studies in lower Primary Schools in Osun State. 

According to Albert Bandura, self-efficacy is the belief in one‘s capabilities to organise 

and execute the courses of action required to manage prospective situations. Self-

efficacy is a person‘s belief in his or her ability to succeed in a particular situation. It is 

about having the strong, positive belief that you have the capacity and the skills to 

achieve your goals. Self–efficacy is teacher work satisfaction, work commitment, 

teacher effectiveness, and instruction. Most of the research is underpinned by 

Bandura‘s self-efficacy theory (Berg& Smith, 2016; Zee & Koomen, 2016). 

Emotional maturity is the ability of an individual to understand and manage 

his/her emotions no matter the circumstance. It is the capacity to know how to respond 

to tough situations and still keep cool. Emotional maturity enables you to create the life 

you desire. An emotionally mature person will have more satisfaction in life; he or she 

will be satisfied with what he is having, of course trying to achieve more. He will have 

a more positive attitude than a negative attitude towards life. The most outstanding 

mark of emotional maturity is the ability to bear the tension. An emotionally mature 

teacher can make the necessary adjustment. If the teacher is emotionally mature, his or 

her performance is better and gets more success in the life and be a good model to the 

pupils. Important because maturity is based on responsibility, mature people live with a 

higher level of happiness and low level of depression and stress. 

The analysis of the relationships between educational inputs and the pupils 

‗educational performance or achievement technically defines the production of 

education. There is a level of proficiency required of a teacher to supply the required 

knowledge and equip the pupils adequately. However, for more effectiveness, they 

need exceptional leadership skills, including flexibility and the efforts to stay confident 

in challenging situations. Creativity and presentation skills are important to help them 

create a positive atmosphere for learning in their classrooms. Several studies have 

shown a broad variance in the usefulness of teachers in increasing the performance of 

students on a standardized assessment of literacy and numeracy (Rivkin, Hanushek & 

Kain, 2005; Rockoff, 2004). Educators that are committed and successful in enhancing 

student academic achievement often increase the lengthy-term accomplishment of their 

teachers, like educational achievement and job income (Chetty, Friedman & Rockoff, 

2014). 

The traditional framework emphasizes the cognitive abilities and knowledge 

considered appropriate for academic performance. Hence, teachers‘ training packages 

stress producing competent, dedicated and professionally well-qualified teachers that 

are capable of meeting the demands of the educational system. The curriculum centres 

mostly on specific topic-matter knowledge and conceptual ideas or teaching approaches 

and expertise which include diverse strategies and techniques that are necessary to 

assist teachers to prepare to teach efficiently, to efficiently convey instruction to impart 

knowledge, and then effectively assess the learners. In most of the time, teacher‘s 

education trained them well enough with classroom administration skills through the 

practice of instructional resources and communication abilities; the latter is focused on 

the belief that the teaching quality is critical in encouraging successful learning and 

students' academic ability in the system of education. All of these are all basic thinking 

skills a teacher would have in order to teach effectively in the educational system. In 

the previous decades, the forecast of academic attainment has remained well-thought-

out as dependent exclusively on the cognitive skills of the teachers (Darling-Hammod, 

Flok, Cook-Havey, Baroon, Oshey 2020). 

However, recently, researchers in different disciplines especially Education and 

Social Sciences have accepted that non-cognitive factors and abilities are contributing 
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immensely to the educational success and accomplishment of students (Stankov & Lee, 

2014; Adedoyin, Chisiyanwa & Mensah, 2017; Cheng, 2018). Heckman, Stixrud & 

Urzua (2006) unleashed emerging research into pre-cognitive factors which determine 

the development of education. Their research is part of the general education 

development programme in the 1990s, which prompted him to inquiries regarding the 

current characteristics of personal character which produce results. Later, throughout 

the early 2000s, he partnered with cognitive scientists to study the impact on the 

feasibility of early childhood initiatives. Heckman et al (2006) observed that non-

cognitive skills have a significant effect on children's lifestyles and attitudes. Several 

eminent educators, particularly Dweck (2006) with Duckworthand Quinn (2009) made 

excellent contributions through their research, articles and communications to improved 

understanding and attention of non-cognitive traits. 

The widely available evidence of human capital for teachers, including 

educational qualifications and certification, has been reported to be primarily inversely 

related to teacher valuation-added scores  (Hanushek & Rivkin, 2006; Goldhaber, 2008; 

Buddin & Zamarro, 2009). Recently, non-cognitive theories have been gaining the 

deserved recognition as growing confirmation proposes that the creation of paradigms 

such as intellectual curiosity, life-confidence, resistance, optimism, and life-

management could be as important as conventional theories of cognition to students‘ 

academic achievement, job productivity, and life in totality (Greenberg, Weissberg, 

O‘Brien, Zins, Fredericks, & Resnik, 2003; Durlak, Weissberg, Dymnicki, Taylor, & 

Schellinger, 2011; Petway, Brenneman & Kyllonen, 2016). Researchers have 

recognized a link concerning non-cognitive skills and academic achievements as 

documented from several studies across different disciplines (Farkas, 2003; Heckman, 

Stixrud, & Urzua, 2006; Lleras, 2008). Researchers have however asserted that putting 

money in improving these non-cognitive considerations would generate higher 

revenues for prospective educational and career outcomes and consequently make up 

the difference between academically gifted and vulnerable young people (Heckman et 

al., 2006; Stankov & Lee, 2014; Barrett, 2014; Petway et al., 2016); Cheng, (2018). 

Researchers agree strongly that non-cognitive skills are important or even more 

critical in the educational process and job prospects than cognitive aspects. In the sense 

of characterizing the physical attributes capable of performing well in the 21st 

generation, the significance of non-cognitive variables is often stressed in the 

discussion. Increasing efforts are being shaped to examine the effects of non-cognitive 

factors as well as how they contribute to academic achievement in life. The study 

therefore, looked at the impact of non-cognitive teaching skills on the achievement of 

students in social studies in lower elementary schools in Osun State. 

 

Statement of the Problem 

The influence of cognitive skills in imparting knowledge has been variously researched 

in schools. However, little emphasis is placed on non-cognitive skills among lower 

primary school pupils in Social Studies. Therefore, the necessity to investigate the 

influence of non-cognitive skills on the performance of pupils‘ of lower primary in 

Social Studies, in Osun State becomes imperative; hence this study. 

 

Purpose of the Study 

The general objective of this study is to determine the influence of teachers‘ non-

cognitive skills on pupils‘ achievement in Social Studies in lower primary schools in 

Osun State, Nigeria. The specific objectives of the study are to: 
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i assess the level of Self-Efficacy of Social Studies teachers at the lower primary 

schools in Osun State; 

ii examine the level of Emotional Maturity of Social Studies teachers in lower 

primary schools in Osun State, and 

iii investigate the influence of teachers‘ self-efficacy and emotional maturity on 

pupils‘ achievement in social studies in lower primary school in  Osun State. 

 

Research Questions 

1.  What is the level of self-efficacy of the Social Studies teachers in the lower 

primary schools in Osun State? 

2.  What is the level of emotional maturity of the teachers of Social Studies in 

lower primary schools in Osun State? 

 

Hypothesis 

There is no significant influence of teachers' self-efficacy and emotional maturity on 

pupils learning achievement in Social Studies in lower primary schools in Osun State. 

 

Methodology 

 The study adopted a descriptive survey research design. The design is suitable for the 

study since the variables are not manipulated. The main purpose of selecting a 

descriptive survey design is that the feedback from the selected sample could be used to 

judge the overall responses of the entire population in the environment. A descriptive 

research can be used for a wide variety of quantitative and qualitative methods to 

investigate or more variables also to observe the phenomenon in a completely natural 

environment. The sample population consisted of primary III students and teachers of 

Social Studies in lower primary schools from identified schools in the three senatorial 

districts of Osun-State, Nigeria. Osun State is one of the inland states in the south-

western region of Nigeria with Osogbo as the state capital. It shares boundaries with 

Kwara State to the north, partly with Ekiti State and partly with Ondo State to the east, 

with Ogun State to the south and to the west by Oyo State. 

Osun State was established in August 1991. According to 2011 population 

census of the Housing Commission, the state has a population of 4,009, 800 people. 

This was 2.448% of the total population of Nigeria with a density of 433.4 p/km². The 

State is made of three federal senatorial districts with each composed of two 

administrative zones and consists of thirty (30) Local Government Areas. The sample 

size for the study was 720 and 20 primary three pupils and 72 teachers of Social Studies 

drawn from the three senatorial districts of Osun State. A Multistage sampling 

procedure was used to select the sample for the study. Three Local Government Areas 

(LGAs) were selected from each of the three senatorial districts in the State using a 

simple random sampling technique, making a total of nine LGAs. From each LGA, four 

lower primary schools were selected making a total of 36 schools in all from each 

school, two Social Studies teachers and 20 pupils were equally selected. 

The study made use of three instruments in gathering the data for the study 

which are the Emotional Maturity Scale (EMS), Teachers‘ Sense of Efficacy 

Questionnaires (TSEQ), and Pupils‘ Achievement Test in Social Studies (PATSS). The 

instruments were used on sampled teachers, comprising three sections: Section A was 

on bio-data, Sections B was used to assess the level of self-efficacy of teachers while 

section C was used to determine the level of emotional maturity of teachers. PATSS 

was used to assess pupils‘ Achievement in Social Studies. Data collected were analysed 

using descriptive frequency counts, simple percentages, and Multiple-regression 
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analysis. To ensure the expression and gratified validity of the instrument, the validity 

of the questionnaires used in the study were examined by experts in the Institute of 

Education, Obafemi Awolowo University, Ile –Ife. The suggestions made were linked 

together after which the content validity ratio (CVR) was determined on substances 

basis. To determine the reliability of the instrument, a pilot study was conducted 

outside the study population. Twenty copies of each of the Emotional Maturity Scale 

(EMS) and Teachers‘ Sense of Efficacy Questionnaire (TSEQ) were administered to 

the teachers. Their responses were scored and used to determine the reliability of each 

instrument. The internal consistency approach based on Cronbach alpha reliability 

estimate was adopted for validity using SPSS version 21 software. 

The reliability coefficient of the Emotional Maturity Scale Questionnaire 

showed that the original 21 items yielded a reliability coefficient of 0.704. However, 

when item b8 was deleted as suggested by the Item-Total Statistic value, the whole 

reliability coefficient was increased to 0.731. Also, when item b6 was deleted, the 

whole reliability increased to 0.748. Furthermore, deleting item b1 increased the whole 

reliability increased to 0.759. Since this reliability coefficient is considered high 

enough for the scale to be used for this study, these 18 items on the new scale were 

retained. Therefore, 18 items were retained on the Emotional Maturity Scale with a 

reliability coefficient value of 0.76. The reliability coefficient for items on the 

Teachers‘ Sense of Efficacy Questionnaire yielded a reliability coefficient of the items 

is 0.95. Since this coefficient is high enough; none of the items was deleted. 

The permission for the study was obtained at each school from the headmaster 

before administering the questionnaire. Questionnaires were distributed to the selected 

schools for teachers of Social Studies in the selected schools with the permission of the 

authority of the schools. Clear instruction was given to teachers‘ on how to fill the 

Questionnaire. Also, the performance record book of teachers of Social Studies pupils 

teaching primary three pupils‘ was used for pupils‘ Achievement in Social Studies. 

Teachers were educated on how to fill the questionnaires. The data relating to research 

was evaluated using frequency counts, simple percentages, and multiple regression 

analysis. 

 

Results 

Table 1 Demographic Data of the teachers 

Variable Levels Frequency(f) Percentage(%) 

 

 

Gender 

Male 9 12.5 

Female 58 80.6 

No Response 5 6.9 

Total 72 100.0 

 

 

Age 

Below 18yrs 3 4.2 

18-25yrs 4 5.6 

26-33yrs 17 23.6 

34-41yrs 18 25.0 

42yrs and Above 26 36.1 

No Response 4 5.6 

Total 72 100.0 

 

 

Marital Status 

Single 14 19.4 

Married 56 77.8 

Widowed 1 1.4 

No Response 1 1.4 

Total 72 100.0 
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Religion 

Christianity 56 77.8 

Islam 14 19.4 

No Response 2 2.8 

Total 72 100.0 

 

 

Academic 

Qualification 

OND 3 4.2 

NCE 41 56.9 

HND 2 2.8 

B.Ed/B.A. Ed/B.Sc. Ed 24 33.3 

Masters 1 1.4 

No Response 1 1.4 

Total 72 100.0 

 

Years of Teaching 

Experience 

Less than 5yrs 6 8.3 

5-10yrs 24 33.3 

11-15yrs 16 22.2 

16yrs and above 25 34.7 

No Response 1 1.4 

Total 72 100.0 

 

Table 1 shows the demographic data of the teachers that participated in the study. It is 

shown that out of the 72 (100.0%) of the teachers that participated in the study, 12.5% 

were males while 80.6% were females while 6.9% declined their gender status. Also, 

4.2% of the teachers were below 18 years, 5.6% were between 18-25 years, 23.6% 

were between 26-33years, 25.0% were between 34-41 years while 36.1% were 42 years 

and above. However, 5.6% of the teachers declined response to their age. The 

distribution of marital status shows that 19.4% were single, 77.8% were married, and 

1.4% were widows, while 1.4% also declined their marital status. In terms of religious 

faith the teachers belong, 77.8% were Christians, 19.4% were Muslims while 2.8% 

declined their religion. Academic qualification distribution of the teachers shows that 

4.2% had OND, 56.9% had NCE, 2.8% had HND, 33.3% had Bachelor Degree in 

education, and 1.4% had master degree while 1.4% declined their academic 

qualification. In terms of their years of teaching experience, 8.3% had less than 5 years 

of teaching experience, 33.3% had between 5-10 years, 22.2% had between 11-15 

years, 34.7% had 16 years and above while 1.4% of the teachers declined their years of 

teaching experience. 

 

Table 2: Demographic Data of the Pupils 

Variable Levels Frequency (f) Percentage (%) 

 

Gender 

Male 366 50.8 

Female 354 49.2 

Total 720 100.0 

Age Range 8-10 years   

Class Grade 3   

 

Pupils’ Achievement 

in Social Studies 

Min= 21.00%   

Max= 98.00%   

Mean= 70.79%   

SD= 14.46   

Table 2 shows the descriptive data of the pupils that participated in the study. It is 

shown that pupils in grade 3 classes with ages between 8-10 years participated in this 

study. Also, 50.8% of these pupils were males while 49.2% were females. Their 



GEN 2021, South Africa: Conference Proceedings  

Page - 429 - 
 

minimum and maximum percentage achievement scores in Social Studies were 21 and 

98 respectively with mean and standard deviation scores of 70.79 % and 14.46. 

 

Research Question 1: What is the level of self-efficacy of the teachers in lower 

primary schools in Osun State? 

 

To answer this research question, teachers‘ responses to 24 items on the Teachers‘ 

Sense of Efficacy Questionnaire (TSEQ) were scored and cumulated. The minimum 

and maximum scores obtainable from this questionnaire were 24 and 120. The resulting 

scores were then subjected to descriptive analysis. The mean and standard deviation of 

the scores were 91.45 and 22.21 respectively. Teachers whose scores on the measure 

were one standard deviation below the mean (i.e. lowest through 69) were adjudged as 

low level of self-efficacy while scores of 70 through 120 were adjudged as high level of 

self-efficacy. The results are presented in Table 3. 

 

Table 3: Level of Self-Efficacy of the teachers in Lower Primary School in Osun 

State  

Level of Self-Efficacy  Frequency (f) Percentage (%) 

Low 15 20.8 

High 57 79.2 

Total 72 100.0 

 

Table 3 shows the levels of self-efficacy of the teachers in lower primary schools in 

Osun State. It is shown that out of 72 (100.0%) of teachers that participated in this 

study, 20.8% had low-level self-efficacy while 79.2% of the teachers had a high level 

of self-efficacy. It is therefore shown that the majority of the teachers in lower primary 

schools in Osun State had a high level of self-efficacy. In other words, teachers in 

lower primary schools in Osun State had belief in their capability to effectively carry 

out the demands of their duties in the classrooms. 

 

Research Question 2: What is the level of emotional maturity of teachers in lower 

primary schools in Osun State? 

 

To answer this research question, teachers‘ responses to 18 items on the Emotional 

Maturity Scale (EMS) were scored and cumulated. The minimum and maximum scores 

obtainable from this scale were 18 and 90. The resulting scores were then subjected to 

descriptive analysis. The mean and standard deviation of the scores were 66.36 and 

10.42 respectively. Teachers whose scores on the scale were one standard deviation 

below the mean (i.e. lowest through 56) were adjudged as low level of emotional 

maturity, scores of 57 through 77 (i.e. 57 to 1SD above mean score) as a moderate level 

of emotional maturity while scores of 78 through 90 were adjudged as high level of 

emotional maturity. The results are presented in Table4. 

 

Table 4: Level of Emotional Maturity of Teachers in Lower Primary School in 

Osun State  

Level of Emotional Maturity Frequency (f) Percentage (%) 

Low 14 19.4 

Moderate 45 62.5 

High 13 18.1 

Total 72 100.0 
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Table 4 shows the level of emotional maturity of teachers in lower primary schools in 

Osun State. It is shown that out of 72 (100.0%) teachers that participated in this study, 

19.4% had a low level of emotional maturity, 66.5% had a moderate level while 18.1% 

of the teachers had a high level of emotional maturity. It is therefore shown that the 

majority of the teachers in lower primary schools in Osun State had a moderate level of 

emotional maturity. 

 

Hypothesis: There is no significant influence of teachers‘ self-efficacy and emotional 

maturity on pupils‘ achievement in Social Studies in lower primary schools in Osun 

State, Nigeria. 

To test this research hypothesis, measures on pupils‘ scores in Social Studies 

collected through Pupils‘ achievement Test in Social Studies (PATSS) were subjected 

to a multiple regression analysis using teachers‘ self-efficacy and emotional maturity as 

predictors. The results are presented in Tables 5 and 6. 

 

Table 5: Multiple Regression Analysis Test of influence of teachers’ self-efficacy 

and emotional maturity on pupils’ achievement in Social Studies in 

lower primary schools in Osun State, Nigeria 

 

R= 0.122 

R
2
= 0.015 

Adj. R
2
= 0.001 

F= 1.072 

Unstandardized 

Coefficients 

Standardized 

Coefficients 

 

T 

 

Sig. 

B Std. Error Beta 

 

(Constant) 75.530 6.349  11.896 .000 

teachers‘ Self -efficacy  .037 .042 .074 .863 .390 

Emotional maturity -.123 .090 -.117 -1.358 .177 

Dependent Variable: Pupils‘ Academic achievement score 

Predictors: (Constant), teacher‘s self-efficacy, Emotional maturity 

P< 0.05. 

 

Table 5 illustrates that the effect of teacher self-efficiency and emotional maturity on 

pupil‘s achievement in Social Studies resulted in a-multiple regression coefficients (R) 

of.122 and a multiple correlation square (R
2
) of.015. Such values are not statistically 

significant at a statistical probability point of 0.05. This indicates that the combination 

of teachers‘ self-efficacy and emotional maturity have no statistically significant 

influence on pupils‘ achievement in Social Studies. Such variables accounted for just 

1.5 percent of the reported variation in student achievement in social studies. It can 

therefore be concluded that there was no significant influence on the achievement of 

teachers' self-efficacy and emotional maturity on pupils‘ in social studies at the lower 

elementary school in Osun State, Nigeria. The comparative significance of each of the 

two independent variables are shown in Table 6. 

 

Table 6: Relative influence of each of teachers’ self-efficacy and emotional 

maturity on pupils’ achievement in Social Studies 

Model Unstandardized 

Coefficients 

Standardized 

Coefficients 

T Sig. 

B Std. Error Beta 

 

(Constant) 75.530 6.349  11.896 .000 

teachers‘ self-efficacy  .037 .042 .074 .863 .390 

Emotional Maturity -.123 .090 -.117 -1.358 .177 
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Table 6 indicates the comparative effect of teacher self-efficacy and emotional 

intelligence on the achievement of pupils in social studies. As shown in Table 5, 

teacher self-efficacy b and emotional maturity had t-values of 0.86 and -1.36 

respectively. So also, the values of the beta weights for the variables are .074 and -.12 

respectively. Although, none of the two variables has any statistically significant 

influence on pupils‘ achievement in Social Studies at 0.05 level of confidence, 

however, from the values of beta weights and t-ratio for the two independent variables, 

emotional maturity exerts higher influence than teachers, self-efficacy. 

 

Discussion of Findings 

The study revealed that the majority of teachers in selected lower primary schools in 

Osun State had a high level of self-efficacy. In other words, teachers at lower-schools 

in the state had belief in their capacity to effectively carry out the demand of their 

duties in the classrooms. This study collaborated the findings of Zee, Helma & Koomen 

(2016) who came out with the findings of high efficacy of teachers. Also,  the study 

showed according to research question two that the majority of teachers in lower 

primary schools in Osun State had a moderate emotional maturity. This equally 

supported Kim, Jorg & Klassen (2019) who came out with similar findings. However, 

the multiple regression analysis tests of the influence of teachers‘ self-efficacy and 

emotional maturity had no significant influence on pupils‘ accomplishment in Social 

Studies. The null hypothesis was therefore accepted. This may be a result of the fact 

that non-cognitive abilities can only be impacted through observation, strategies, and 

modelling. 

The third objective contradicts the finding of Adedoyin, Chisiyanwa, & 

Mensah, (2017), Rockoff (2004).which state that teacher meticulousness and other non-

cognitive skills remain significant in influencing students‘ outcomes. The authors 

observed that the non-cognitive skills of teachers have significant effects on the 

educational achievement of the students. This results are also at variance with the 

discoveries of Greenberg, Weissberg, O‘Brien, Zins,  Fredericks, & Resnik, 2003; 

Durlak, Weissberg, Dymnicki, Taylor, & Schellinger, (2011) who averred that teachers 

non-Cognitive skills such as social knowledge, flexibility, self-reliance, and enthusiasm 

are essentially of importance to student‘s academic success. 

It is glaring that teachers have a diverse impact, mainly on the academic ability 

of students as well as on the growth of their non-cognitive skills. (Rivkin, Hanushek, 

and Kain, 2005; Gershenson, 2016; Jackson 2012; Jennings and DiPrete 2010; Koedel 

2008). For example, Jackson (2012) found that teachers performed a critical position in 

the development of non-cognitive skills as measured by absences, suspensions, grades, 

and on-time performance progressions- which is unique from their effect on cognitive 

skills. While the underlying mechanism of how teachers affect non-cognitive abilities is 

unclear, Jackson observed that the influence is especially strong for language teachers. 

This observation is recorded through further study, for example, Ruzek and Pianta 

(2015) learned from a study conducted that teachers affected the motivation of their 

students, measured by their perceptions of excellence and achievement. Gershenson 

(2016) also reported in a review that teachers provide significant impacts on the 

absence of students. 

The association between the influence of a teacher on student achievement in 

mathematics and also the effect of the same teacher on student self-efficacy in 

mathematics was just 0.19. This poor association suggests that teachers who are 

effective in strengthening non-cognitive skills are not necessarily as successful in 

developing cognitive skills. This study has also been compatible with other research 
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findings. For example, Jackson (2012) identified only a statistically significant 

correlation between the ability of a teacher to enhance student test scores and the ability 

to enhance student non-cognitive skills. 

 

Conclusion 

This study was able to ascertain that non-cognitive skills do not influence student 

achievement in Social Studies in the public primary schools in Osun state. The research 

also showed that the majority of teachers in the public lower primary school in Osun 

State had a high degree of self-efficacy and a moderate degree of emotional stability. In 

addition, the study concluded that there was no major effect of teacher self-efficacy and 

emotional maturity on pupils‘ achievement in Social Studies in the public primary 

schools in Osun State. 

 

Recommendations 

Based on the findings of the study, the following recommendations were made:  

i.  There is a need for teachers to work on how to improve the performance of the 

pupils by not depending on their cognitive skills only but looking at the 

synergetic effects of non-cognitive skills with their cognitive skills. This may be 

the game-changer on the performance of the pupils in Social Studies 

ii.  Workshops and seminars should be organized for teachers to know how to set 

the balance between non-cognitive skills and cognitive skills for better 

academics achievement 

iii.  Authors of books should also write in Nigeria‘s context on how to balance non-

cognitive skills and cognitive skills for better academic achievement.  

iv.  Teachers‘ should try to apply their non-cognitive skills in the classroom as they 

teach their pupils 
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Abstract  

A new South African democratic government emerged nearly three decades ago. Early 

childhood education pre-1994, was segregated along racial lines, plagued by gross 

inequalities, injustice, and inaccessible early learning opportunities. This paper 

reviews the snapshot of the Early Childhood Development (ECD) policymaking 

trajectory, and how the current National Integrated Early Childhood Development 

Policy of 2015, is aligning to ECD practices, to suit the needs of young children in 

post-apartheid society. Globalisation and modernisation has transported Westernised 

ECD ideology into African territories, raising concern about its transferability on ECD 

policy, curriculum activities and socialisation practices. Herein lie the debate on 

neoliberalism, and how this impacts perceptions of early childhood, and the disparity 

between education and care in the ECD sector.  Educational research in rural minority 

worlds is sparse. This article draws on a longitudinal ECD study which analysed best 

practices in ECD Centres, in context of legislation and policy. Attention is drawn to 

perceptions of ECD, and explores issues of quality in ECD practices within a minority 

world setting of the rural landscape in the Eastern Cape Province, South Africa. This 

paper highlights the outcome of current contextual ECD research, strongly 

emphasizing the need for government to professionalise the ECD sector.  

 

Key Words: Early childhood, early childhood development, ECD policy, ECD Centre, 

ECD practices, neoliberalism, rural, ECD professionalization 

 

Introduction 

Early Childhood Development (ECD) is a recognised necessity in global education, and 

related policy development. Evidence-based research advocates that young children‘s 

developmental trajectory in cognitive, physical, socio-emotional, and intellectual 

wellbeing, are intertwined. The research thus proposes a holistic yet multidimensional 

approach to early learning and education. It stands to reason that ECD is considered 

across a broad and multifaceted spectrum which spans numerous policy and service 

delivery sectors (Neuman & Devercelli, 2012). Moreover, there are ECD perspectives 

from both majority as well as minority world views. Each of these contain the depth of 

their historical, philosophical, socio-economical, and political contexts which shape the 

understanding of early childhoods (Pence, 2008).  

ECD is embedded in various names such as early childhood care and education 

(ECCE), early childhood education and care (ECEC) or early childhood care and 

development (ECCD). These nomenclatures signify that the proponents for ECD share 

the belief that working with young children and their families, require elements of both 

care and developmental education (Sims, Alexander, Nislin, Pedey, Tausere-Tiko & 

Sajaniemi, 2018). When observing global ECD policies, the major ECD discourse 

reflects a neoliberalistic influence (Sims, 2017). This has been magnified by influential 

international donor organisations such as the World Bank, the European Union (EU), 

and the National Association for the Education of Young Children in the USA 
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(NAEYC) and the like. This drives a corporate elitist stance of ‗global capitalism 

power‘ (Sims, 2017:2), which perpetuates an economic system that advances its power. 

Therefore, researchers continue to question and deliberate on what is at stake when 

refining, reframing and positioning underlying ‗conventions, practices, and 

philosophies‘ of early childhood (Sims et al., 2018:1)  These authors illuminate one of 

the major concerns affecting the trajectory of early childhood work with infant and 

toddlers. This stems from an unsettling sense, that upholding the values of ECD is 

slowly disintegrating (Onnismaa & Kalliala, 2010). Neoliberalism has a detrimental 

effect on the ECD sector. It highlights ―standardisation, push down curriculum and 

positions young children as ‗investments for future economic productivity‘ (Sims, 

2017:1). It also vocationalises curriculum practices towards human capital rather than 

‗developing an informed citizenry‘ (Rizvi and Lingard, 2011: 12). ECD policy, 

practices, and intervention programmes need to be multi –sectoral, and integrated 

through family support, so as to have optimal impact on young children‘s early learning 

potential (Neuman and Devercelli, 2012). There is a need to refresh observation on the 

way early childhood is contextualised, to decipher how it continues to evolve, so that 

implementation becomes relevant and realistic.  

The South African National Early Childhood Development Policy (2015) 

addresses different comprehensive components which includes Early Education from 

birth to four years. As shown in Figure 1 below, this requires respective public and 

private sectors to coordinate efforts in key areas including funding and service delivery 

in order to translate policy into critical practice interventions.  
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Figure 1. Essential interventions during different periods of young children‘s 

development. From ―Investing early: What policies matter‖ (The World Bank, 2012). 

Early learning opportunities for young children to develop holistically, are said to be 

the cornerstones in ECCE (Nguluka, 2012). In African societies such as Botswana, 

Tanzania, Kenya and the like, families constitute an important part of a young child‘s 

early learning opportunities and experiences. Communities reinforce family values and 

care ethics in ‗child-centred environments, considered the wealth of society, in which 

parents are the pillars and custodians to support the young child‘s early learning needs 

(Nguluka, 2012:4). However, the lived reality of childhood, that is poverty, affects 

millions of young African children despite being regarded as ―valued and placed at the 

centre of family life and community‖ or, that they occupy ―a unique and privileged 

position in the African society‖ (Atmore, 2019:13).  

While the influence of modernisation has brought relief to the care and early 

education of young children as ECD Centres began to surface, concerns have been 

raised as to the applicability of Westernised conceptions, perspectives and ECD 

practices. Ng‘asike (2014:44) questions the way in which contextualised, culturally 

appropriate and, relevant ECD, is being forfeited in lieu of ―Western ways of 

socialising and educating children‖. His criticism is that early learning activities in 

ECD Centres are limiting children‘s cultural creativity, since the curriculum 

programmes give preference to early literacy and numeracy in support of Westernised 

ideologies, philosophy and vision of ECD (Ng‘asike, 2014). This viewpoint echoes 

sentiments raised by Smith and Moore (2013) on the value, transferability, and 

practices of ECD activities across cultural contexts, when raising the issue of culture 

and human socialisation through differing lenses across historical, economical, 

customary, and developmental levels. According to Smith and Moore (2013), ECD 

activities and socialisation practices may produce dissimilar results across the globe. In 

an African context for instance, they may influence children‘s interactions with peers, 

parents at home as well as parent – practitioner interaction. This underpins the concerns 

and queries by Ng‘asike (2014), about the impact of young African children engaging 

Westernised curriculum based activities. In a review of policy and planning indicators 

in early childhood, Vargas-Baron and Schipper (2012), provides information on the 

status of ECD policy developments in forty seven countries in Sub-Saharan Africa. 

Kenya and South Africa were among the twenty three countries which had a developed 

and approved national ECD policy.   

Naudeau, Kataoka, Valerio, Neuman, and Elder (2011), present the rationale for 

developing national ECD policy as: (1) Policy needs to represent the vision for young 

children‘s early childhood developmental needs, (2) policy needs clear goals, 

objectives, and strategies for this to be realised, (3) ECD policy should necessitate that 

functions of various agents be clarified and, (4) roles and responsibilities for ministries 

and departments should be established in order to deliver services and implement 

intervention strategies. This may facilitate and maximise limited financial, and human 

resources. Herein lie the respective roles of a multi-sectoral and participatory ECD 

policy, representative of public and private collaborators towards funding and service 

provisioning (Naudeau et al., 2011).  

 

ECD Policy-making Trajectory in South Africa 

The global ECD context chronicles a past dating back to the early 1820‘s and shows 

that organised systems and programmes were already in existence (Atmore, 2019). In 

South Africa, ECD has been shaped by its history of colonialism, where ECD emerged 

in the 1930‘s when Nursery schools for white children began. As Fataar (1999) 
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explains, there was a pre-existing racial pattern of schooling before the wake of the 

apartheid period. During the apartheid era, millions of children did not benefit from 

ECD under the racially supported Population Registration Act, No. 30 of 1950 

(Atmore, 2019). In the 1948 Manifesto on Education, the South African government 

was unsupportive of ECD programmes for children Pre-Grade R, claiming that it was 

‗the parents‘ duty to raise their children‘ (Marcum, 1982:224). Nursery school 

education was enforced through racial ideology, thus beginning the story of how 

different early childhoods were constructed (Ebrahim, 2010).  

In 1967, pre-primary schools for white South African children was handed to 

each provincial administrative department, and by 1969, nursery schools for whites 

were handed to provincial education sectors. For coloured children, it became the 

responsibility of privately supported churches, the welfare sector, non-government, 

non-profit, and community – based organisations (NGO‘s, NPO‘s, CBO‘s), since there 

was no government policy in place by 1978. It was not until the 1980‘s, that Indian and 

Black South African children were being considered in ECD policy. As a result of 

racial segregation, pre-primary education and children‘s welfare was legislated and 

managed through ‗racially exclusive and separate legislative authorities‘ in the country 

(Atmore, 2019:32). Short (1984) viewed the discriminatory ECD services, which was 

based on race, gender, socio-economic status, and geographic positionality, as seriously 

lacking, and disadvantageous to young children from poverty-stricken backgrounds. 

According to a summary from Van den Berg and Vergnani (1986:119), the South 

African government‘s stance on preschool education was said to be characterised as 

‗totally inadequate…as segregated, fragmented, uncoordinated, and…lacking 

in…vision and a commitment‘.  

After the first democratic elections in South Africa in 1994, a number of 

significant changes pertaining to young children‘s education took place. In 1995, the 

ratification by the South African government of the United Nations Convention on the 

Rights of the Child (UNCRC) took place (United Nations, 1989), as well as creating a 

Directorate for ECD within the Department of Education (RSA, 1994a:20). By 2001, 

the Education White Paper 5 had been established and approved (DoE, 2001b), which 

introduced Grade R for children aged five turning six years, and a national ECD audit 

was completed. In 2004, the Expanded Public Works Programme introduced ECD 

programmes (Dept. of Social Development (DSD), DoE, & Dept. of Health (DoH), 

2004). In 2007, Parliament approves the Children‘s Amendment Act, No. 41 of 2007, 

which includes ECD programmes (RSA, 2007). This highlights how an explosion of 

education legislation and policies were produced during the 1994 to 2007 period (Sayed 

& Kanjee, 2013). Despite Christie (2008:132), describing the policy documents as 

‗state of the art‘ and ‗of the highest quality‘, these education policy documents are 

considered a failure as they ‗did not address the apartheid inequalities which continued 

in the post-apartheid period‘ (Sayed & Kanjee, 2013:28). 

ECD envisages the best start in life for children and as such, is viewed from an 

integrated approach. Hence, in 2012, DSD initiated an awareness campaign to elevate 

ECD in local communities in partnership with the ECD sector. A South African ECD 

conference was arranged and hosted by the Eastern Cape Provincial Government in 

March 2012. It was themed ‗Building future leaders through ECD‟, and various 

stakeholders including government officials and ministers, policymakers, private 

donors, NPO and NGO representatives, development agencies and academics attended 

(Atmore, 2019). Anticipated outcomes for the conference were ‗improved knowledge 

of ECD programmes and services, a shared vision for the future of ECD in South 

Africa and the adoption and signing of a national declaration to inform government and 
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the ECD sector about the state of ECD‘, as well as to offer recommendations for future 

ECD policy and programme development (Davids, Samuels, September et al., 2015:2).  

In honouring the intended outcome, the Buffalo City Declaration, East London (2012) 

was signed by delegates thereby pledging future support and commitment to further 

develop the ECD sector. Suggestions offered in the declaration included a 

comprehensive review of ECD policy and legislation (Atmore, 2019). The conference 

report was presented to the South African Cabinet in October 2012, by the Minister of 

Social Development thus providing further impetus for the reform process undertaken 

in ECD policy and programme evolvement (Davids et al., 2015). This served as a 

precursor for further development in ECD. A milestone achievement sees Cabinet 

approving the National Integrated ECD policy in December 2015, to coincide with the 

establishment of the Chief Directorate for ECD in the National DSD in February 2015 

(Ilifa Labantwana, 2016). This evolvement in the ECD policy trajectory, shows how the 

new political dispensation prioritised ECD restructuring and policy development, in 

order to remedy the education inequalities of the past.  

The ECD policy development in South Africa mirrored what was taking place 

in the rest of Sub-Saharan African countries, which were also experiencing a 

proliferation of national ECD policies. However, despite documents being developed 

and considered useful, policy development through to implementation was reportedly 

insufficient, due to lack of enforcement (Neuman & Devercelli, 2012). There remains 

huge concerns for millions of young children below the age of five years who are at 

risk in low –to – middle income countries. They continue to face challenges which 

include poverty, malnutrition, toxic stress, and under-stimulation, which hinders 

developmental and early learning outcomes (Engle et al., 2011, cited in Neuman & 

Devercelli, 2021).  

The National Integrated Policy indicated that there were more than eight million 

children under the age of six years in South Africa. Of these, nearly six million were 

between birth and 4 years old, while slightly over one million are age five years 

(Statistics South Africa [Stats SA], 2016). Based on data collected during the SA 

General Household Survey of 2015 (Stats SA, 2016), the enrolment estimation was that 

1 695 345 children were attending ECD Centres and 792 325 children were in Grade-R 

classes (Stats SA, 2016). The National Integrated ECD Policy Situation Analysis 

showed that around 65% of children below the age of six live in poverty, of which an 

estimated 20% of children (below the age of four years) from the poorest (40%) 

households have access to Centre-based ECD. Access to ECD Centres and ECD 

programmes showed that 33.8% of children from birth to four years were enrolled in 

ECD Centres (RSA, 2015:44). This is similar to reports of children from neighbouring 

Sub-Saharan African countries, where 61% of children below the age of five years are 

not reaching their optimal developmental learning capacity (Neuman & Devercelli, 

2012).  

These statistics relating to ECD should however be regarded with caution. Hall, 

Sambu, Berry Giese and Almeleh indicate that information on prevalence of ECD 

Centres, ECD programmes, or children enrolled in Centres or programmes, are lacking 

suitability for ‗robust programme monitoring and planning‘ (2017:38). Estimates have 

placed non-enrolled preschool children at seventy percent; though this has been 

disputed due to limited reliable data (Aubrey, 2017). The South African Early 

Childhood Review (SAECR) 2019, reports that South Africa has not yet completed 

extensive birth registration and informs that the size of the child population is assumed 

from the South African mid-year population statistical estimates (Hall, Sambu, Almeleh 

et al., 2019).  
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ECD Policy – Discourse  

Atmore (2013) reflects that despite progress made post-1994 in terms of policy 

development, challenges in ECD still presents a significant concern. The manner in 

which the ECD policy in South Africa has been developed over time also reflects the 

way in which childhood is perceived and constructed over time. Atmore (2019) 

describes how different constructs have coincided with the policy being developed. At 

the time the Interim ECD Policy of 1996 and the Education White Paper 5 of 2001 

were established, the ECD discourse positioned the child as ‗dependent within the 

family‘, and the child as a ‗learner within a community of learners‘. The dominant view 

supported government‘s controlling the power steering of ECD in 

―planning…programming…norms and standards…programme delivery…training and 

support for teachers of young children‖ which places parents in a position of 

‗consumers‘ (Atmore, 2019:13). These policies advocate a narrow view of ECD, 

focusing on performance outcomes that met strict regulatory and standardised 

developmental outcomes. Due to the neoliberalistic orientation of the policy, ECD 

programmes are vocationalised to prepare children for formal schooling, employment 

and productivity (Moss, 2017). They lack the vision for promoting children‘s 

participatory agency in early learning for developing thinking skills, diversity, and 

social equity so that children are valued as individual citizens (Moss, 2017).  

When the South African National Integrated Early Childhood Development 

Policy was developed and adopted in 2015, the construct shifted, changing the 

positioning of childhood and children to be seen as citizens within their social 

communities, thus recognising their rights to ECD (Mitchell, 2010). The child, 

perceived as a ―citizen within a social community‖, is an alternative paradigm, 

elevating the place value of young children, and the representation of children as 

having rights, a sense of purpose and intrinsic motivation (Mitchell, 2010:328). It 

realizes that an emphasis of care (being cared for by adults), and children‘s active 

engagement in early education are interdependently linked. This view, as it moves to 

the child, family and community, advances children‘s agency and social engagement.  

Numerous factors influence children‘s early childhood development. These include 

social, psychosocial, socio-economic, biological and neurodevelopmental elements. 

This warrants comprehensive, interrelated and integrated support services for the period 

of conception to age six years. An essential cluster of ECD services as seen in Figure 2 

below should constitute support for maternal, newborn and child health, nutritional 

needs, primary caregiver needs, social wellbeing and child protection as well as for 

early stimulation and learning, to enhance children‘s long-term, holistic developmental 

trajectory (Hall et al., 2019).   
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Figure 2. The components of the essential package (Hall et al., 2019:6)  

The South African National Integrated Early Childhood Development Policy (2015) 

aims to give direction and facilitate the provision of a comprehensive package of early 

childhood development services for all infants and young children, including 

vulnerable children and children with special education needs. Three key sectors 

namely: Health, Basic Education and Social Development, are tasked to deliver these 

services in collaboration with other support services. The policy covers the period from 

conception until the year before children enter formal school or in the case of children 

with developmental difficulties and/or disabilities until the year before the calendar 

year they turn seven (7), which marks the age of compulsory schooling or special 

education. In addition, the policy provides:  

 an overarching multi-sectoral enabling framework of ECD services, inclusive of 

national, provincial and local spheres of government;  

 a comprehensive package of early childhood development services and support, 

with identified essential components;  

 identification of the relevant role players, their roles and responsibilities for the 

provision of the various components of early childhood development services; 

and   

 leadership, coordination and collaboration in the delivery of early childhood 

development services. 

 

According to the SAECR (2019), little progress is noted in nutritional, early learning 

and primary care-giver support services (Hall et al., 2019).  

 

Influences of Neoliberalism  

Over the past two decades there has been global alarm about the negative impact of 

neoliberalism on the ECD sector especially on those working with toddlers and infants. 

Neoliberalism considered as a precise economic rationale, is embedded in governance 

theory, to frame policy issues in political –and - economical reformation terms. These 

are not social reforms. They are government constructed, and regulated to create public 

education programmes, that view the economic objective of education as steering 

young children towards becoming earners and consumers (Ailwood, 2008, cited in 

Brown, 2015).  In this neoliberal reform, governance ensures that policymakers 

approve a national curricula with precise objectives of what young children need to 
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learn in early childhood, from Pre-grade R, and throughout the early education systems 

(Duhn, 2010). 

According to Davies and Bansel (2007:257), neoliberalism is viewed as ‗a 

travesty‘; a mockery of early childhood values and beliefs, and warns that this has 

serious impact on early childhood. One such impact, is the manner in which a 

standardisation approach associates with neoliberalism. This encroaches early 

childhood educators‘ perception of children‘s individual needs and learning potential. 

Sims et al., (2018:2) provide a compelling debate on the issue of the ‗wicked problem 

of neoliberalism‖. They posit the significance of caring early childhood relationships as 

an alternate perspective of early childhood work in challenging neoliberalism. The 

neoliberal agenda forefronts what is measurable and comparable, based on set curricula 

criteria, and enforces standardised learning opportunities, outcomes and objectives 

(Brogaard, 2015). Similar concern is raised by Brown (2015), who discusses how 

neoliberal reform has distorted the landscape of early childhood education worldwide. 

He argues that this reform of ‗learners…to…earners‘ (2015:236), perpetuates an early 

childhood economy geared for success, which  challenges early childhood educators to 

prioritise a ‗schoolification‘ approach in preparing infants for school and beyond. This 

neoliberalistic stance creates a disjuncture between what is expected, as opposed to 

addressing infants and toddlers‘ cultural and socio-emotional needs. It causes tension, 

and early childhood educators then struggle to construct an effective early childhood 

teaching and learning medium. Brown (2015), maintains that the dilemma of educators‘ 

efficacy, in meeting the demands set within ‗tightly structured systems‘ of early 

childhood education, needs to be illuminated (pg.236). This solicits further argument 

about what the future for ECD practices should be (Brown, 2015).  There is a need to 

revitalise the way ECD is contextualised, to clarify how it continues to evolve, so that it 

informs policy implementation and ECD practice to be relevant and realistic.  

 

Rural ECD South Africa 

According to Pence (2008), the socio-economic-and-political landscape of poverty 

differs significantly between majority world, Western minority, and the minority found 

elsewhere in countries like the global south. Socio-political, economical, and 

environmental issues impact ECD, and young children‘s lived experiences and early 

learning (Powel and Smith, 2018). The poorest children predominantly live in 

provinces which have vast rural expanses in Limpopo, KwaZulu - Natal and the Eastern 

Cape Province (Atmore, 2019). According to Moletsane (2012:1), rural communities in 

South Africa still experience ‗insurmountable challenges‘. Rurality is associated with 

numerous hardships on various levels, and as such, is viewed from a deficit paradigm 

which includes concepts of poverty, impoverishment, constraint, marginalised, 

illiteracy, unemployment and the like. Pivotal rural issues thus stem from 

socioeconomic, remote or isolated geographical contexts, and personal standpoints 

(Moletsane, 2012). Educational research in rural minority worlds is sparse. ECD 

researchers cited in Mohangi, Krog, Stephens and Nel (2016) raise the issue of situated 

challenges and impacts within rural framework. Many rural areas remain impoverished 

and access to ECD is problematic. Diminished early educational opportunities dampen 

poverty reduction for families especially in rural and semi-rural communities where 

ECD has been slow in receiving attention. Van der Vyver (2012) also alludes to the real 

situation in rural ECD. She highlights cumulative challenges which include human and 

material resources, overcrowded ECD Centres, high staff turnover, limited stimulating 

programmes and adequately trained ECD practitioners. This emphasises the needs of 

ECD, children in rural contexts, their families and communities and calls for relevant, 
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and contextually informed research to address access, and the development of quality in 

the ECD sector (Mohangi et al., 2016).  

 

Transition of ECD Policy to Practice 

ECD infrastructure (specifically in rural, under-resourced areas) are lacking in basic 

amenities, and buildings present health and safety risks. Many community-based ECD 

Centres do not meet the minimum standards outlined by the Department of Social 

Development (DSD), regarding ‗specific structures and processes‘ required (Atmore, 

2019: 38). ECD programmes on offer are impacted by inadequate teacher (or 

practitioner) qualification, which affects the quality of teaching and learning. ECD is a 

fee-paying service, where the fees represents the largest contribution to ECD funding. 

As a result, Centres rely on parents to pay fees. The DSD provides subsidised funding 

to registered Centres, for children from birth to four years. Qualifying parents have to 

have a household income below a specified level (R 3 800 for a single parent and R7 

600 per month if married (DSD, 2017:2). These relate to some of the risk factors as 

alluded to by Neuman and Devercelli (2012), and as they often occur simultaneously, 

amplifies poor learning outcomes, and preparedness for entering formal school. ECD 

policy therefore needs to be diverse, considering the array of stakeholders required to 

effect critical ECD outcomes including hygiene and healthcare, nutrition, child 

protection and safety, early education, and social security (Britto et al., 2011 cited in 

Neuman & Devercelli, 2012).   

The Eastern Cape is one of the largest rurally situated, and populated provinces 

in South Africa. The majority of Black children below the age of five years, live in 

impoverished communities, where opportunity and access to ECD remains inadequate. 

Nurturing socio-emotional relationships with significant adults are also a cause for 

concern which signifies an even greater need for ECD services to optimise early care 

and education opportunities for young children (Dirks, Sotuku, Mathwasa, Mishi, & 

Morake, 2021). This formed the basis of a recent collaborative ECD longitudinal 

research study in the Eastern Cape, South Africa, initiated through the University of 

Fort Hare (UFH) and the National Development Agency (NDA). The collaboration 

aimed to analyse best practices in ECD Centres in the Eastern Cape in the context of 

legislation and policy (UFH & NDA, 2017). The consideration of the context of the 

Eastern Cape is, perhaps attributable to Pence‘s (2008) assertion that the ‗demand for 

ideas, services and products in the best interest‘ of children, may result in an imported 

notion of best practice, which may not be suitably contextualised as it stems from a 

Westernised perspective.  

The UFH-NDA research study commenced in November 2016, and was 

conducted in three phases namely: the baseline assessment (Phase One); intervention 

programmes (Phase Two) and post-intervention assessment (Phase Three). The study 

focused on ECD Centres in the Eastern Cape, to which the province has 8 districts, and 

out of which four were purposively sampled. Thirty-seven (37) ECD centres 

representing different rural and township contexts, were purposively selected across 

four outlying municipal districts in the Eastern Cape Province. The research project 

identified key priority focus areas for quality ECD provisioning, and understanding 

practices in ECD centres, namely, teaching and learning; infrastructure; management of 

ECD centres; health, safety and nutrition, and children with special education needs. 

ECD principals, supervisors, ECD practitioners and parents participated in this research 

project. The final research report for Phase Three, post intervention assessment, was 

completed in March 2021.  
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The Phase One, baseline assessment study, followed a mixed methods approach in 

which both qualitative and quantitative data were collected. Thirty two (32) ECD 

principals, forty nine (49) ECD Practitioners, sixty three (63) parents and eight (8) 

social work interns assigned to ECD centres participated in Phase One of this ECD 

research project. A concurrent triangulation design was utilised to allow for quantitative 

and qualitative data to be collected at the same time (Terrell, 2012). The aim of the 

concurrent triangulation design was confirmation, corroboration or cross-validation of 

findings within the single study (Tashakkori & Teddlie, 2009). Data collected were 

then integrated during the analysis and the interpretation phases using coding and 

thematic analysis. For qualitative data, thematic analysis was carried out by going 

through the interview transcripts, identifying key emerging themes and build discussion 

around them (Rule and John, 2019). These were later linked to the quantitative results 

for further interpretation and discussion (UFH and NDA, 2017).   

In Phase One, semi-structured interviews were conducted with the parents to 

gather information on their involvement and participation in the ECD Centre, and their 

understanding and perceptions of the role and relevance of ECD (Dirks et al., 2021). 

The qualitative data ensured for trustworthiness and respectability by member checking 

of interview transcripts, triangulation (collecting data form different sources and 

participants) and reporting data accurately by giving prominence to the voice of the 

participants (Rule and John, 2019). Ethical approval was sought and granted by the 

University of Fort Hare Research and Ethics committee before commencement of the 

study (Certificate Ref. Number SOT001- Project). A team of nine, consisting of NDA 

national research unit, and UFH researchers, as well as ten recruited and trained (UFH 

graduate) research assistants collected the data between November 2016 and January 

2017 (UFH and NDA, 2017).   

 

Parental Involvement and Sense of Ownership in Centre Activities 

Phase One findings reveal that parents‘ who are part of the governing structure, feel a 

sense of value and appreciate the purpose of ECD. Parents who are not on the 

governing body, feel that their role efficacy is limited to their being able to afford and 

pay for school fees (UFH & NDA, 2017). The Phase One research did not establish 

whether parents‘ are meaningfully engaged with practitioners in the ECD programme, 

in optimising the care and education experiences of the young children (Dirks et al., 

2021).   

 

Parents Perceptions on the Value Added by the ECD Centre to their Children’s Lives 

It was found that parents appreciate the relevance of children being intellectually 

stimulated, as they see improvements in the children‘s memory, and their English 

proficiency (as an additional language skill). This motivates parents to send their 

children to the Centre to better their education so that they are ready to go to formal 

school. Respondents mention that ECD provides opportunity for children to acquire 

good behaviour, and that they learn to be respectful to adults and their peers. ECD also 

offers a safe environment that caters to the children‘s wellbeing, safety and nutritional 

needs (UFH & NDA, 2017). Responses indicate that children are looked after, they get 

a meal, and they are in a safe space while parents are working (Dirks et al., 2021). For 

some parents, ECD is considered as a social investment. ECD provides a proper 

education so that children can grow up to be successful, and socially - respectable 

citizens who can go further (than their parents) in life. While the research evidence 

shows that practitioner training and qualification skills are lacking, parents‘ perceive 
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practitioners‘ as better trained to teach and monitor children‘s early education as 

parents feel ill-equipped to do this, or they are busy working (Dirks et al., 2021).  

 

Ongoing Relationship 

Parents mention that they have an ongoing relationship with ECD Centres, based on 

communication through their children‘s message books. Furthermore, the only parent – 

practitioner engagement taking place is during general parent‘s meetings, where 

parents‘ are consulted on the payment of school fees (UFH & NDA, 2017). Parents‘ 

involved in the governing body, are inclined to consider that they are involved because 

they have a better understanding of the Centre operations. They indicate that they are 

able to speak to practitioners about their children when there is a need. Non-governing 

body parents feel alienated since the Centre only calls them in to confront them about 

non-payment of fees (UFH – NDA, 2017; Dirks et al., 2021).  

The UFH-NDA Phase One research study also explored the issue of ECD 

Centres providing quality programmes for young children in rural contexts. Thirty two 

(32) ECD principals, and forty nine (49) practitioners participated. Structured 

questionnaires were administered to principals and practitioners. Observation was also 

employed to observe actual teaching and learning practices in the participating Centres. 

Observation was also conducted on infrastructure, and nutrition, health, and safety 

issues. 

 

QualityPprogrammes – ECD Practitioner’s Qualification 

A key finding in Phase One shows that ECD practitioners are not sufficiently trained, 

and they lack teaching experience in ECD. However, those that receive in-service 

mentoring show more confidence in implementing quality programmes (Matshoba, 

Shumba, Chinara & Nkhatau, 2021). Of the forty nine ECD practitioner participants, 

more than 70% lacked a Grade 12 (Matric) pass. Below 50% had an adequate ECD 

qualification certificate while 73% had between one and seven year ECD experience 

(Matshoba et al., 2021). Twelve percent (12%) of practitioners receive some mentoring 

from Centre managers, and of these, 50 % feel that it boosts their performance 

outcomes.  The study also shows that there is no uniform curriculum practices used in 

the thirty seven (37) ECD Centres participating in the study. Less experienced 

practitioners tend to use the South African National Early Childhood Development 

Syllabus (NELDS) curriculum, while less experienced practitioners without 

qualifications tend use the Curriculum and Assessment Policy Statement (CAPS) 

document for Grade R-3. The more experienced practitioners (38%) are familiar with 

the National Curriculum Framework (NCF) (2015), which was developed alongside the 

National Integrated ECD Policy (UFH& NDA, 2017). However, practitioners mention 

that they are not actively implementing the NCF in their teaching and learning practices 

(Matshoba et al., 2021). Further evidence shows that despite limited familiar content 

material and resources being present, challenges such as overcrowding, and unsuitable 

teaching environments, impact best teaching practices. Most of the practitioners use a 

play-based approach in teaching and learning. In some instances, children are not given 

any opportunity to freely explore, manipulate and engage the teaching resources 

(Matshoba et al., 2021). Moreover, few practitioners keep children‘s files, many lack 

the understanding of monitoring and assessing how children are progressing and 

learning through play. There is no indication of parent involvement in the children‘s 

teaching and learning at the Centres; nor whether ECD practitioners have a 

collaborative relationship with parents and families, so as to share information in order 
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to transfer and promote the children‘s early learning experiences at home (Dirks et al., 

2021).  

 

Quality of Programmes – Infrastructure (Environmental) 

ECD infrastructure should enhance the early learning environment as early childhood is 

a crucial time when children first begin to experience an understanding of the world. 

This embraces both the physical layout as well as key psycho-social interactions within. 

Children‘s holistic development can only take place as the environment demands which 

means that ECD infrastructure needs to be conducive to children‘s early learning needs. 

For this reason, the ECD environmental infrastructure is more than just a space, it is 

also considered as the third teacher (Robson & Mastrangelo, 2017). With regard to 

available infrastructure, many ECD Centres lack basic amenities such as fresh water, 

sanitation or electricity, spaces are overcrowded, poorly ventilated, and there is 

inadequate designated spaces for feeding, nappy changing, sick bay, and sleeping 

(Matshoba et al., 2021). In ECD Centres situated in township environments, there is 

hardly usable outdoor play spaces due to the densely overcrowded environment.   

 

Recommendations from Phase One informs Phase Two Interventions 

The Phase One baseline assessment findings presented recommendations for 

intervention programmes for Phase Two.  These programmes were aligned to the key 

priority focus areas of the research project. Intervention programmes included capacity 

building workshops for: (Mathwasa and Shumba, 2021):  

I. ECD practitioners and principals on current ECD issues and on using the 

National Curriculum Framework (NCF) in teaching & learning  

II. Principals and practitioners on maintenance, safety, and optimal use of available 

indoor-outdoor infrastructure  

III. Principals and practitioners on the importance of maintaining effective record 

keeping and implementing age-and developmentally appropriate ECD 

programmes for different age groups  

IV. Practitioners and principals on creating safe environments, observing health & 

safety regulations and hygienic standards, and including healthy nutritious 

meals 

V. Practitioners, principals and parents on ECD advocacy, knowledge & 

understanding of young children with diverse early learning needs, the 

importance of observing & documenting developmental progression (and 

delay), promoting interactive parent-practitioner dialogue relating to the role 

and relevance of ECD, children with special education needs, and the use of 

screening tools.  

 

Phase Two of the longitudinal ECD study entailed implementing intervention 

programmes that are considered essential for quality early learning in the ECD centres. 

These interventions attempts to close the knowledge gap and to support the ECD 

practitioners in providing quality ECD programmes. Various intervention programmes 

(prioritising the same focus areas as indicated for Phase One) were initially introduced 

to benefit all participating thirty seven (37) ECD centres and was done from May – 

September 2018. An interactive participatory framework for the Phase Two 

interventions consisted of the following elements: i) assessment of practitioner 

knowledge, ii) knowledge sharing by practitioners, iii) development of teaching and 

learning tools, iv) practical demonstration of teaching and learning practices, v) 

practical opportunities for practitioners to exhibit and practice their skills, and vi) 
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review teaching and learning practices with further monitoring and support. For the 

furthering review, monitoring and support, sixteen (16) Centres were randomly selected 

(from the 37 ECD Centres). Eight (8) of these represented the control group (two 

centres in each district) and the other eight ECD centres were designated as the 

uncontrolled group (two in each district). The control group received further intensive 

mentoring and support from October 2018 to May 2019 while the uncontrolled group 

did not receive further mentoring and support during this period. The intention was to 

evaluate the impact of the monitoring and support received in analysing the ECD best 

practices after the intervention programmes were implemented. ECD practitioners, 

parents, the UFH ECD team and specialist stakeholders from the community 

participated in the intervention programmes which also included an interactive parent-

practitioner dialogue. 

Phase Three focused on the post-intervention assessment and set out to 

determine the extent to which intervention programmes implemented in Phase Two 

contributed towards quality early learning in the selected ECD Centres in the Eastern 

Cape. The objectives for Phase Three of the project were:  

• to evaluate the ECD programme impact (positive or negative) that can be 

attributed to the implementation of the ECD policy 

• to draw the lessons that can assist and guide the ECD sector to enhance the 

planning, implementation and monitoring of its ECD programmes, specifically 

in less resourced areas 

 

In Phase Three, twenty eight (28) ECD practitioners were sampled from the sixteen 

ECD Centres (evenly spread from both the controlled and uncontrolled groups through 

purposive selection). A combination of three assessment tools used were used in 

collecting data.  ECD practitioners completed a structured self-assessment 

questionnaire on various teaching and learning dimensions while a semi-structured 

interview guide administered by the researchers allowed probing beyond the self-

assessment questionnaire. Lastly, an observation checklist was used by researchers to 

provide an external and independent view of what takes place in the selected ECD 

centres in relation to the studied phenomenon. The data collection tools were chosen 

because the tools allowed for validation of findings (Mathwasa & Shumba, 2021). 

Findings at the culmination of Phase Three include the following recommendations 

(Mathwasa and Shumba, 2021):  

 Professionalisation of ECD Practitioners 

o Further capacitation in observation of children according to the NCF, ways 

to communicate with children, planning for age and developmentally 

appropriate daily activities 

o Further intervention of implementing NCF guidelines in daily programmes 

and designing activities for different age groups with age appropriate 

materials & resources 

o Further training on how to incorporate assessment strategies into their daily 

routines 

o Further training on documenting observations, applying NCF theory into 

everyday ECD practice, assessing children‘s progress & use of assessment 

tools 

o Further in-service training in observing children with diverse learning needs 

and to utilise the screening tools to record their observations 

 ECD Centre Management  
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o In the managing ECD Centres, principals and practitioners need to value the 

importance of record keeping and acquire further knowledge in record 

management especially regarding children‘s records 

o Centre management to address the lack of proper and adequate ablution 

facilities for children and maintenance of outdoor play equipment 

 

 Parent Involvement & Participation  

o Improving parent – practitioner interpersonal relationships, to expand 

current parent interaction and meaningful engagement 

o Parent support programmes to encourage an appreciation of the relevance of 

ECD Centres, and their role in the children‘s early learning; awareness of 

children with special education needs, capacitation on developing an 

interactive relationship with practitioners   

 

Discussion of Findings  

A comprehensive and integrated approach to ECD has been extensively advocated for 

by the ECD sector and is documented in the South African National Integrated ECD 

Policy of 2015. According to Atmore (2019), the implementation process has not yet 

yielded significant results. One of the main reasons why policy implementation remains 

a major challenge is that ECD programmes by government departments, particularly 

education, health and social development, are still delivered in silos instead of being 

integrated and interconnected. Due to these systemic and institutional mechanisms not 

working adequately, ECD policy implementation is notably seen as evolutionary rather 

than a transformative-change process (Atmore, 2019). ECD research data is crucial for 

furthering policy implementation and there is a dearth of research in this regard. 

Following are a few key highlights of current and relevant ECD research which 

illuminates the need for ongoing coordinated efforts and collaboration in engaging the 

ECD sector towards policy implementation.  

 

Professionalisation of ECD Practitioners 

Non-government Organisations (NGO‘s) have predominantly provided the Education, 

Training and Development Practices for Sector Education and Training Authority‘s 

(ETDP SETA) National Qualifications Framework (NQF) Levels 4 and 5 qualifications 

in ECD since they work in rural locations. NGO‘s worked with practitioners to upskill 

and train them through the ETDP SETA (Harrison, 2020). These qualifications were 

developed for different levels ranging from Level 1 to Level 6 (the highest being a form 

of Grade R diploma). However, there remains issues regarding the standards of the 

training and qualification especially highlighting difficulties in monitoring the quality 

of training and implementation. Many training organisations lacked knowledge in the 

application for accreditation which resulted in practitioners being without an accredited 

certificate (Harrison, 2020).  This has a huge impact to date as evidenced through the 

current research that practitioners lack sufficient ongoing training and monitoring in 

their practices which necessitates the need for further in-service intervention and 

support.  

 

ECD Centre Management  

Most ECD principals and ECD Centre managers are practitioners who hold the same 

ECD qualification certificate. They come from the same deprived educational 

backgrounds that do not allow for a strong foundational knowledge on Centre 

operations management. The ECD Levels training do not provide for management 
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skills training so principals need to do additional training to obtain further skills (UFH 

& NDA, 2017). Moreover, the completion of NQF Levels 4 - 5 can take considerable 

time, and there is a high attrition rate. Another significant challenge is that the ECD 

qualification is vocational rather than professional, implying that principals and 

practitioners are not able to register with the South African Council of Educators 

(SACE), and are unable to earn the salary of a professional. This has a tremendous 

impact on professionalising the sector, implementing policy and practice and affects the 

management of ECD Centres as well (Harrison, 2020). ECD in rural and impoverished 

communities‘ remains trapped in an informal and uncontrolled environment that does 

little to uplift the quality of early education, ECD practice and implementation 

(Harrison, 2020).  

 

Parent Involvement & Participation  

In theorising ECD in a South African context, there is strong criticism of Westernised 

ECD practices and programmes, which have been adopted by international donor 

organisations for training ECD practitioners. These are regarded as ill-fitting for 

children and families in the South, where ‗culture, context and diversity‘ are forfeited 

in lieu of ‗Euro-American approaches‘ (Gielen & Roopnarine, 2004 cited in Aubrey, 

2016:2). However, Aubrey (2016) is optimistic that potential prospects exist for 

intercultural dialogues with an exchange of funds of knowledge and practices 

contextualised for young children and families in the South. A critical element of 

reconstructing ECD in South Africa is the ‗urgent need to effect social transformation‘ 

(Ebrahim & Irvine, 2012:11), which is why parent inclusion and participation is a 

crucial element in ECD practices.  

To this end, a collaborative research project, the Project for Early Childhood 

Policy Analysis (PECPA), a sub-project of the Teacher Education for Early Childhood 

Care and Education Project (TEECCEP), was spearheaded by the Department of 

Higher Education and Training (DHET), and supported by the European Union (EU) 

(Sotuku, 2021). Working towards professionalising the ECD sector, DHET has 

developed a policy on the Minimum Requirements for Programmes leading to Higher 

Education Qualification for Early Childhood Development Educators (MRQECDE), 

(RSA, 2017). According to Sotuku (2021:8), the policy development process lacks 

inclusivity and efficacy across all provinces which indicates that some provinces are 

‗not ready for policy implementation‘. Her view is that some provinces are not 

equipped to provide for Pre-Grade R, nor are they able to absorb professionally trained 

and qualified ECD practitioners. She questions ‗how the policy is to be implemented 

beyond the development of qualifications‘ (2021:8), without sufficient consideration 

about ECD environments, where qualified ECD practitioners are expected to put theory 

into practice. Sotuku (2021:8) concludes by saying that ‗mechanisms have not been 

established‘…in the implementation of the MRQECDE policy, due to limited 

functional ECD settings, remuneration challenges, and the risk of ECD professionals 

(and the profession) being undervalued. 

 

Conclusion 

Despite being lauded as ‗highest quality…state of the art‘ (Christie, 2008:132), 

capacity for practice implementation, considerate of financial constraints, ECD 

indicates that not all services can be implemented simultaneously or in a single action. 

In reality it needs planning, coordinating and priority setting (Desmond, Viviers, 

Edwards et al., 2019). South Africa may be portrayed as a developing country with 

numerous progressive policies, including ECD policies, that should ensue swift 
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outcomes and practices, however, policy implementation, and putting these into 

practice is very challenging.   

 The collaborative efforts between academia (UFH) and government sector 

(NDA), the ECD sector, as well as other participating stakeholders shows that there is 

an underlying positive will for a multidisciplinary ECD approach which needs 

nurturing. Considering the logistical challenges in implementing ECD policy and 

practice, a suggested way forward is to continue engaging the ECD sector through 

collaborative efforts and interventions with ECD Centres, practitioners, parents, 

communities, and other relevant sectors. The intervention programmes started during 

the research process needs to continue to enhance and uplift ECD, to ensure that 

implementation of policy promotes best practices at various socio-economic contexts 

particularly rural and township settings.      

 Much planning and coordinating work efforts need to be translated into quality 

ECCE to the children of South Africa. Practitioner capacitation needs to be ongoing so 

that their practices become a reflection of what the ECD policy intended. The reality is 

that many seasoned ECD practitioners may not be able to convert their ECD vocational 

training certificate to a professional qualification. However the wealth of their 

collective funds of knowledge and experiences in ECD, needs to be valued, appreciated 

and further developed. Recommended interventions should be prioritised.  

 It is suggested that further intervention is needed to observe the nature of 

parent-practitioner interaction, and to explore strategies of establishing a meaningful 

and engaging parent-practitioner relationship. This will encourage parents to 

understand the role they can play in enhancing their role in their children‘s early 

learning. It will also develop parents‘ perception and appreciation of ECD in order for 

them to become an integral part of those promoting quality ECD.   

 Providing access to professional training and qualification is critical and needs 

careful consideration, regarding the type of content needed to address the diverse ECD 

needs. In the light of numerous Higher Education Institutions (HEI‘s) developing, and 

planning ECCE qualification programmes, it is important to view current ECD policies 

in South Africa, the practitioner professionalisation, and the profession itself, against 

the realities within the ECD sector, in order to promote Early Childhood Care as well as 

Early Childhood Education in optimising early developmental learning, care and 

education. This will allow future ECD practitioners to deliver, and promote 

contextually relevant best practices in the South African ECD sector.  
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Abstract: 

Reading comprehension is vital to guarantee informed individuals with foresight and 

individuals that can take crucial decisions for sustainable national development. If 

sustainable development is described as an ongoing process to enhance human 

wellbeing as well as continued national economic growth, then it is imperative that 

secondary  school students who are looked upon as tomorrow‟s work force and leaders 

be adequately prepared for full participation in their future roles especially in this 

COVID-19 pandemic era. The pandemic has caused so many challenges to the 

Nigerian education system especially at the secondary school level. The main argument 

of this paper is that sustainable national development is not possible without proper 

attention to secondary school students via the adequate teaching of reading 

comprehension. This paper therefore examined the concept of reading comprehension 

and causes of Reading Comprehension Failure (RCF) as well as the symptoms. The 

underlining assumption is that if secondary school students are properly taught to 

overcome reading comprehension failures, they would learn more through reading 

thereby improving their academic achievement which ultimately would lead to their 

positive enablement and empowerment and the realization of sustainable national 

development. The paper among other things recommended the introduction of proper 

and adequate teaching of reading at basic level as a core subject by specialists in 

reading and adequate equipping of libraries/reading rooms. The paper concludes that 

effective teaching of reading comprehension is a major avenue for curbing reading 

failures and for showcasing the human potentials in secondary school students as vital 

individuals for the optimal sustainable development of the Nigerian nation. 

 

Keywords: Reading Comprehension, Secondary School, Sustainable National 

Development, COVID-19. 

 

Introduction 

Reading is a language skill and tool for literacy acquisition. Particularly in English 

language, individuals need not just read in schools but for a lifetime of learning and 

growth. Reading Comprehension (RC) has been acknowledged as paramount for higher 

achievement in academic work among students and as efficiency tool towards their 

predicted role in the society. Through reading, students acquire relevant knowledge and 

learn values to enable them maximize their potentials and live as functional members of 

any society especially in the changing 21
st
 century world particularly in a COVID-19 
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Era. Students who have not learnt to read may find it difficult to cope in schools 

because the COVID pandemic stopped most activities in school especially the 

traditional face to face teaching so that students now have a lot to read on their own. 

Reading Comprehension is the understanding and interpretation of what is read, 

that is, successful interaction of a reader with a text. It is an indispensable language 

skill that is fundamental to communication and development. It is through reading that 

literate individuals see the world beyond their physical reach. It is through reading that 

learning materials that are put down in books can be understood and used to affect 

one‘s life or others. It is obvious that the learning of any subject in school curriculum 

depends on the reading ability of the students because it is the fundamental media of 

acquiring and promoting knowledge. Reading is basically a precursor to 

comprehension. Therefore, one of the most important skill teachers should develop in 

their students is the ability to read and comprehend. Once this is achieved, students can 

do well with their respective academic demands and subsequently in the world of work. 

The English Language, being Nigeria‘s official language, is the medium of 

instruction in schools as well as a core subject. Students must be able to read effectively 

in English language in order to study and make progress in other subjects of the 

curriculum. A student who cannot read and comprehend cannot be successful in 

academics and cannot cope adequately with various challenges of life. Ofodu (2011) 

asserts that both experience and research have shown that students‘ inability to read and 

comprehend simple English passages contribute to their poor performance both within 

and outside the school system. Ofodu went further to state that comprehension of 

written materials is one of the most fundamental objectives of the school system. 

Students reading needs have been identified to include the following: inadequate 

reading texts, poor teaching of reading or non-existent teaching of reading, lack of 

libraries in many schools or ineffective libraries, poor reading environment and so on. 

When these needs are not accorded proper attention to help students attain proficiency 

in reading early in life, reading comprehension failure becomes the outcome which 

eventually hinders the students‘ overall development and achievement which in turn 

affects their positive contribution to national development. Christopher in Ofodu (2011) 

laments that although Nigeria recognizes education as essential for development, she 

does not guarantee the adequate availability of basic reading materials for the child sent 

to school.  

Most textbooks are written in English language. Therefore, in order to achieve 

success in English and all other school subjects, even in later life, there is a great need 

to lay emphasis on how to curb the issue of English reading comprehension failures 

among secondary school students without which their future participation in the 

development of the nation becomes bleak. The learning and practice of reading should 

start early in life and consolidated at the secondary school level. This is very disturbing 

because the globalised world of the 21
st
 century deems the ability to read as one of the 

most essential skills to succeed in school and in the work place. The ability to read and 

comprehend is  a fundamental necessity for full participation in one‘s society and 

economy hence the worry about students who have reading failures at the secondary 

school level of education.   

Research and experience have shown that most secondary school students find 

it difficult to read and comprehend. Agwu (2011) lamented that many secondary school 

graduates in Nigeria cannot or find it difficult to read simple passages with 

understanding. As a result of these difficulties, the English language result of students 

as well as in other subject areas of most students have been low as reported by the West 

Africa Examination Council Chief Examiner over the years especially in 2016. Reading 
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comprehension failure is, therefore, a major problem to sustainable national 

development in Nigeria, and if left unchecked, it will mar the future of the Nigerian 

nation. In this regard, secondary school teachers should aim at developing in their 

students the proper ability to interact meaningfully with print text. 

It is strange how the average Nigerian secondary school students regard reading. 

When reading is mentioned, what readily comes to their minds are tests and 

examination. Students with reading failure are regarded as cognitively starved 

individuals, inexperienced and merely passive onlookers allowing many important 

things to pass by them. This is because many do not realize its importance in and out of 

the school curriculum. The fact that reading can be fun, exciting and joy is strange to 

them. When reading is made interesting and exciting and when it becomes a thing of 

joy to students, they would want to read more in order to learn and equally learn to read 

to perfect their reading skills and so succeed in other content areas in the school and 

otherwise.  

To enhance, sustain and advance the current state of technology and 

development in Nigeria, secondary school students should learn and master how to read 

because reading empowers. This is very important so as to help Young Nigerians learn 

and avoid the sore experiences of the past generations. Onukaogu (2003) states that 

because our forefathers did not have a literacy culture, they were unable to record for 

generations coming after them the hallmark of their civilization regarding how their 

technology started, how it peaked and what led to its demise. He further posits that 

reading enables individuals to learn from the experiences of other nations whose 

technologies are ahead and with the newly acquired knowledge, attitudes and skills the 

nation will be in a position to move forward. Onukaogu opined that since a reading 

nation is a winning, progressive and living nation, reading should be promoted so that 

the generality of Nigerians can read, become informed and have fulfilled lives. And not 

just that but equally as a nation progress from being import and consumer oriented 

economy as well as acquire the knowledge and technology for managing and renewing 

the vast natural resources in the Nigerian nation. One wonders where Nigeria stands 

today after almost two decades of making the observation. Okeke (2012) reiterates 

Onukaogu‘s assertion by explaining that the economic and social wealth of any nation 

depends on building a literate nation able to read widely for practical purposes and 

pleasure. Okeke explained that this entails making the present generation conscious of 

the importance of reading in their daily lives and ensuring that they have the level of 

literacy skills required in modern society. 

Lane (2014) states that reading failure is likely to lead to negative consequences 

such as grade retention, drop out, limited employment opportunities and difficulties 

with basic life activities. The negative effects of reading failures among students can be 

devastating. Hence identifying effective ways for curbing reading comprehension 

failures especially in the new normal era and other intervention for struggling students 

become the burden of this paper. Makrakis (2012) also opine that education systems 

worldwide face various challenges such as that of equipping their citizens with 

necessary skills and competence to transform unsustainable practices. It is 

incontrovertible that education lays the foundation for sustained economic growth and 

subsequently national development. Many children in developing countries like Nigeria 

struggle with reading comprehension failure. The purpose of reading is to enhance 

comprehension which extends beyond just understanding and has little meaning if 

learners do not comprehend and know how to apply it to make a better world. So 

reading is an essential aspect of human life and activities and as such a prerequisite to 

sustainable development of a nation.  
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In this COVID-19 pandemic era, the need for adequate teaching of reading 

comprehension among students at secondary school level cannot be over emphasized. 

The outbreak of corona virus and the eventual closure of schools disrupted teaching and 

learning particularly in public schools. One cannot begin now to estimate the extent 

COVID-19 interruption has affected students‘ learning. The school time tables, 

schedules and in fact the general school calendar have changed since the resumption of 

the school after lockdown. There are so many grounds to be covered in order for the 

school to produce secondary school graduates who will compete with others both for 

admissions into tertiary institutions and on the labour market. One wonders how many 

students will cope with the situation of this era. The world seems to be new far different 

from how things were known and done. Nigerian students before the pandemic had 

poor reading habits. The effect of the pandemic may further exacerbate the issues hence 

the need to seriously promote ways that curb reading failures among secondary school 

is the major thrust of this paper.  

 

Conceptual Definitions 

Reading is a mental activity that involves interacting with the printed or written text 

with the intention of bringing meaning out of it or imposing meaning on the text. 

Reading takes place at two realms which are the eyes and the brain. Other factors that 

support and enhance this mental activity include readers‘ world of experiences. Eze 

(2018) describes reading as a process of constructing meaning through interaction with 

the reading material. People use their prior knowledge along with clues from the text to 

construct meaning as they read. The goal of reading instruction is to help students 

become effective readers and read independently with meaning any material they 

encounter. Tamunobelema (2016) opines that reading involves the articulation of 

rational interpretation of verbal symbols requiring thinking, evaluation, judging and so 

on. According to Ur (2012), reading simply means ―reading and understanding‖ and 

that if a student says ―I can read the words but I don‘t understand what they mean‖, 

such a student not reading but just decoding and translating the written symbols in their 

corresponding sounds. Since reading extends beyond academic success and school 

environment, students should develop a love for reading, because in everyday life, 

students come across many types of reading materials. 

Comprehension is the primary reason for any reading venture. It does not occur 

in the absence of reading therefore it is a by-product of reading since reading is not 

meaningful without comprehension. According to Brassel and Rasinki (2008), 

comprehension occurs ―when a reader is able to act on, respond to, or transform the 

information that is present in written texts in ways that it demonstrates understanding‖. 

The essence of reading is to comprehend. In this regard, Mullis and Martin (2015) 

assert that comprehension is viewed broadly to include not just what lies on the page 

(literal comprehension) but rather on how a reader can apply what is read to new 

situations and tasks. As already stated, the major goal of any reading is comprehension 

that is, the reader gaining meaning from what is read. Comprehension occurs at various 

levels but the critical level of comprehension is readers using the ideas in the text as a 

basis for forming new ideas (being creative). This means that readers have evaluated 

what is read in relation to their experiences and background knowledge (reading 

beyond the lines).  

Reading comprehension can be seen as the ability to process a particular text, 

understand its meaning and integrate it with what the reader already knows. 

Ogbonnaya-Iduma (2016) defines reading comprehension as the understanding got 

from reading any text or print material. Reading Comprehension (RC) means more than 
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visual exploration of printed materials or written passages. It is both perceptual and 

cognitive process because it involves the use of eyes and brain respectively. RC is an 

activity which engages the mind in critical thinking. In fact RC is the preparation and 

training of young minds to think clearly, logically and independently for effective adult 

life. It becomes an indispensable habit individuals need especially students to interact 

directly or indirectly with minds both far and near, thus establishing close links thereby 

learning to live and survive particularly in the world of 21
st
 century with information 

and knowledge exploitation. 

Secondary School Level (SSL) of education is very critical in the Nigerian 

educational system.  It is the education children receive after basic education before the 

tertiary level. According to Federal Republic of Nigeria (NPE 2013), the aims and 

objectives of secondary education in the country include preparation for: 

a. Useful living within the society and  

b.  Higher education  

 

Thus, the place of secondary education is of vital importance.  Obasanjo (2012) states 

that secondary education trains individuals to relate and interact meaningfully with 

others in the society and to appreciate the importance of effective organization of 

human progress. The stated aims and objectives give a sense of purpose and direction 

as to what secondary level of education should be in Nigeria. But it is in doubtful 

whether the graduates of secondary schools adequately meet up with the societal 

demands in terms of quality. It is an open secret that secondary level of education is 

bedeviled by a lot of challenges and the issue of reading comprehension failure is one 

of them. It must be noted that education cannot be an instrument par excellence for 

achieving sustainable national development where students at secondary level of 

education have serious issues with reading comprehension. The contribution of this 

level of education to national development cannot be overemphasized especially where 

they serve as feeder for tertiary institutions and supply some needed manpower for 

national development. Obasanjo further stated that secondary education promotes 

productivity by enabling individuals to discover the creative potentials in them and 

apply same to the improvement of the existing skill and technique of performing 

specific tasks, thereby increasing the efficiency of their personal societal efforts. This is 

because education trains individual to be useful to themselves and contribute positively 

to the society they live.  

At this level, many students are at adolescence stage where they make serious 

and far reaching decisions about their future. It is equally at this level of education that 

what they learnt at the basic level are modified or consolidated. So the ability to read 

with comprehension is very critical at this stage. Students should possess adequate 

reading comprehension skills to help them cope with the demands of their academics 

and otherwise. However, Oyetude (2002) reports that the reading habits of secondary 

school students are poor due to poor instructional practices in schools. One wonders if 

the situation has improved after almost two decades of making the assertion. However, 

according to Ogbonnaya-Iduma (2016), reading comprehension failure is a major 

hindrance to the advancement of functional literacy in Nigeria. From the foregoing, one 

begins to appreciate the seriousness of reading comprehension failures among 

secondary school students in Nigeria. If left unchecked, it will continue to mar the 

future development of the Nigerian nation. 

Sustainability connotes the quality of being able to continue for a long time or 

go through a course of activity for a long time. Lynn and Eda (2014) define 

sustainability as the practice of maintaining processes of productivity indefinitely, 
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whether natural or man-made by replacing resources used with resources of equal or 

greater value without degrading or endangering natural biotic systems. Development 

connotes different things but when used in respect of a nation refers to the process of 

advancement of all aspects of people‘s life. Oyekhire and Igiemeh (2012) define 

development as a gradual growth of something or somebody. So development has to be 

gradual towards improving the welfare of life through harnessing of resources for the 

advancement of individuals for serious positive impact in the society. Lawal (2011) 

points out that development is a vital necessity to the growth and sustentation of any 

vibrant nation. Therefore, national development refers to the attainment of national 

goals which bring about progress and welfare of the citizens. It is the ability of a 

country to improve the life of its citizenry by developing the human capital and all 

other human endeavour. Adamolekun (2007) highlighted many indicators of 

development such as higher quality of life, higher standard of health/income, better 

education, greater individual freedom, richer cultural life amongst citizens and so on. 

So if sustainable national development is defined as ongoing process to improve human 

life as well as continued national economic growth, it is then required that secondary 

school students who are tomorrow‘s leaders  and labour force be adequately prepared 

for full participation in their future roles as responsible and functional citizens. 

Development is sustained when the people receiving it are involved. According to 

Ejiodu and Ehime (2013), national development is a process of cumulative change that 

results from positive forces  that raise productivity and real income per head, creates 

more employment opportunities and achieves a wider distribution of gains from the 

change itself in a nation. They stated that national development is multi-dimensional, 

encompassing, political, economic, legal, socio-political as well as linguistic changes. 

Hence the discussion on curbing reading comprehension failures as a prelude to 

sustainable national development in any nation. 

COVID-19 is the sudden outbreak of corona virus disease which broke out in 

China. It is caused by a new strain of corona virus (SARS-CoV-2) that has not been 

previously identified in humans.  It became a major public health problem and 

challenge not only in China but all over the world and has affected and is still affecting 

different areas of life particularly education. In Nigeria, as part of measures to control 

the spread of COVID-19, the Federal Ministry of Education, through the Permanent 

Secretary of Education, ordered the immediate closure of schools including secondary 

schools on March 19, 2020. According to UNESCO, temporary closure of schools 

comes with high social and economic costs, with severe impact on children from 

disadvantaged background. Some private schools in urban areas engaged their students 

in online teaching but those in rural areas were left out. Most public schools lack 

adequate facilities to engage in online teaching and learning like it is done in developed 

countries. These disruptions of teaching and learning have consequences for the 

students especially young adults at secondary levels. RCF is one of them.    

 

Reading Comprehension Instruction in Nigerian Public Secondary Schools 

The ability to read is critical because it is one of the most fundamental aspects of school 

curricula. At the secondary level of education in Nigeria, students are expected to 

posses the necessary comprehension skills if they are to cope with the demands of the 

school curriculum. But the unfortunate trend in English as a Second Language (ESL) is 

that reading comprehension is actually not taught. The issue is that reading is not 

formally taught in the Nigerian School system at the secondary school level. As Egbe 

and Ayein-Daniyan (2016) posits, the assumption is that so long as students have been 

taught reading in primary school, there is no need to sustain reading instruction beyond 
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that level. Yet many students did not learn how to read at the primary level and so 

many of them do not know how to read to learn. Students are failing to learn to read 

because they are not taught or being properly taught in a way to generate learning.  

In recent years, the view of reading comprehension is gradually changing. It 

was erroneously viewed as part of English language with emphasis on a process of 

―read the passage and answer the following questions‖ commonly referred to as 

(comprehension passage). In classes with large population, the teacher merely asks few 

students to read the passage in turn and answer questions from them orally. This 

method ultimately leads to reading comprehension failure thereby affecting students‘ 

academic quality. Yet there is a big difference between learning to read and reading to 

learn. Students need to be taught specific reading skills in order to learn. Again, Ibitoye 

(2010) remarked that the way teachers generally present texts to the students kill their 

interest and zeal to read. Students are then put off and lose interest in any activity that 

relates to reading any text be it written or printed text. It is taken as an integral part of 

English language which involves basically a process of question and answer commonly 

referred to as ―Comprehension‖. The students are assigned to read a passage either 

silently or in turn and answer questions that are usually asked from the given passage 

(read and answer class text workbook). Most times, the questions are not written out 

even on the white or chalkboard but are given orally. It must be made clear that the 

ultimate purpose of any reading is to comprehend the message of the text being read. 

One cannot enjoy a given text if one does not comprehend it neither can one react nor 

benefit positively from any reading activity if one does not comprehend what one is 

reading. Many students do not want to read because to them reading is boring or too 

tasking. Hence there are many reluctant readers too. Ogbonnaya-Iduma (2016) states 

that the teacher ends up testing listening comprehension instead of teaching the actual 

reading comprehension. Araromi (2002) has reported that the method used in teaching 

RC results in reading comprehension failure which ultimately affects the quality of 

secondary school graduates.  

Reading comprehension failure in students is a serious issue because it affects 

students‘ performance in English language and subsequently affects every other subject 

in the school curriculum. It is also a major obstacle not just to the advancement of 

literacy in Nigeria but to the overall development of the nation. Okeke (2012) laments 

that although Nigerians are intelligent and industrious but Nigerians ingenuity of 

entrepreneurship and massive development remain incomplete until Nigerians embrace 

a thorough reading culture. This is because without it, students will not acquire the 

basic literacy for successful educational engagement which creates critical thinking in 

them, broadens their interest thus helping them to contribute to national development. 

Furthermore, Nigerian education system seems to lay more emphasis on paper 

qualification so that most students struggle to study and get good grades thus attention 

is not given to the proper development of the mind. Yet it is only when the mind is 

developed through reading that society stands a better chance to be developed. Students 

in secondary school as future leaders are expected to cultivate a reasonable level of 

proficiency in reading comprehension to help them especially after formal school 

hours. The outcry is that Nigeria needs students whose personal values and behaviour 

are affected positively by what they read which helps to gear them towards becoming 

functional members and leaders of the society that contribute maximally to its 

sustainable development. Students do not need to be forced to read and besides 

assigned reading, they need to read consistently on their own beyond what is required. 

It is only when students are guided to become effective readers that the goal of reading 

comprehension instruction is achieved and hope for a brighter tomorrow sustained.  
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Onukaogu (2017) avers that reading is not properly taught as disciplines on its own 

right in secondary schools. Onukaogu established that what goes for teaching of 

reading at both Junior Secondary School (JSS) and Senior Secondary School (SSS) 

levels is mimicry of what the teaching of reading should be. Some studies such as 

(Ekanem, 2017 and Ape, 2014) reveal that reading instruction in most Nigerian 

secondary schools has no well informed direction. They maintain that teachers do not 

possess the necessary strategies to teach RC.  

Learning is challenging to most students because some cannot read while some 

can read but unable to comprehend what they have read. Again there are some who can 

read and comprehend but they do not want to read. They have no interest. This situation 

calls for the repositioning of teaching especially at the secondary school level. Reading 

comprehension is clearly for now, to empower students for future development, 

employment, attainment of higher-level education and productivity in the nation. 

Empowerment aims to help individuals to initiate take control of and lead development. 

RC plays a vital role in this regard. 

 

Causes of Reading Comprehension Failures 

Despite decades of teaching and learning English language, to ensure all students 

become successful and effective readers, the rate of reading failure in Nigeria 

especially among secondary school students remains high.  

The various causes of RC include the following though not limited to them: 

 

Decoding Skills: Students with decoding weaknesses struggle to read and may perform 

poorly because they cannot read the words. Reading comprehension failure is mostly 

caused by failure to acquire phonological awareness and skills in alphabetic coding by 

the student. Egbe and Ayeni-Daniyan (2016) posits that decoding is important but it is 

only the beginning of the processing of comprehending. So, deliberate thoughtful 

cognition is essential since reading is thinking. Anderson (2011) posits that children‘s 

early attainment of decoding skill is a reliable predictor of later reading achievement. 

Comprehension can only be meaningful to students who can recognize most words 

fairly, rapidly, and accurately in the text meant for their class level. This increases their 

comprehension of the text. Ogbonnaya-Iduma (2016) counsels that the knowledge of 

sounds and letters and how they can be combined to produce words are vital in the 

improvement of reading comprehension otherwise reading comprehension failure may 

result. 

 

Poor Vocabulary Knowledge: This can also be seen as students operating with limited 

vocabulary. Vocabulary plays a vital role in RC and in students‘ overall academic 

success. Vocabulary knowledge had to do with the knowledge of word meanings. 

Being able to pronounce a word correctly does not mean or guarantee that one 

understands its meaning. Maduabuchi (2005) explains that one of the major reading 

difficulties students encounter which result to total reading failure is the impact of 

increasingly unfamiliar vocabulary found in texts as they progress in their reading. If 

students come across many unfamiliar vocabularies in a given text, it slows down the 

reading speed, and affects meaning constructed from the text. This means that the 

readability level of the text is increased which is one of the significant causes of 

students‘ reading comprehension failures. Ogbonnaya-Iduma (2016) maintains that a 

reader must be able to distinguish the meaning of most words encountered for 

comprehension to take place. This, according to him, is based on the fact that some 

texts contain highly technical and multisyllabic words that students usually find 
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difficult to decode. Agwu (2011) posits that successful readers can easily read meaning 

from texts because they have a greater existing vocabulary, then more experience using 

context clues and greater background knowledge. Deficiency in high vocabulary 

knowledge is a sure road to reading failure in students.  

 

Poor Working Memory: Some students are faced with biological risk factors. Some 

scholars point out that neuro-imaging of children showed that children with reading 

comprehension difficulties showed specific abnormalities in regions typically 

associated with memory. They further explained that short-term memory holds 

information in the mind for only a few seconds while it is being processed. Long term 

memory is where such processed information is permanently stored. Working memory 

is an intermediary and active memory system in the information processing area of the 

brain which people use everyday. So sentence comprehension depends heavily upon 

adequate working memory. It is required to comprehend sentences that are complex in 

structure and even where preservation of word order is vital to correctly understand 

many complex sentences. Sentences are held in working memory and are integrated 

with one another that is, as each sentence is read, understood, associated and integrated 

with the previous one and so on. By the end of reading a given text, both the details and 

main ideas are retained in working memory, otherwise the reader may have retained 

isolated facts without knowing the sequence of events leading to RCF. 

 

Parental Failures: Students also experience reading comprehension failures as a result 

of insufficient parental guidance and supervision. Many parents claim to be busy and as 

such they do not show enough interest in the education of their wards and children. The 

home environment also contributes to reading comprehension failures of secondary 

school students. Parents should play a vital role in the reading ability of their children 

and where this is lacking or poorly done reading failure results. Ogbonnaya-Iduma 

(2016) explicates that the socio-cultural practice of the child‘s learning environmental 

greatly influences the meaning a learner constructs.  

 

Lack of Adequate Instruction: Many educators and other stakeholders in education 

industry agree that one serious problem facing secondary education borders on reading 

comprehension failures. Fatimayin (2012) points out that reading failure can also be 

experienced by capable students who fail to advance in reading particularly if they 

receive poor quality instruction from their teachers. Poor methodology in classroom 

activities is one of the major causes of students‘ reading failure. Many teachers simply 

do not know how to teach reading. However, this may not entirely be the teachers‘ 

fault. Most teacher training programmes are inadequate because most teacher-training 

institutions are not adequately equipped and oriented to prepare teachers meaningfully 

for reading instruction at secondary level of education. Ekanem, Udosen and Jude 

(2019) remark that the tragedy that faces the teaching of reading in Nigeria today is that 

secondary school teachers are not instructed on how to intervene appropriately or 

adequately when they encounter non-readers in their classrooms. As noted by Onukogu 

(2003), reading is highly neglected. Good teaching and other classroom reading 

programmes are very important because it is always the teacher‘s responsibility to plan, 

prepare, provide and teach reading comprehension program that will enable students to 

become skillful and effective readers. As already stated, the ultimate purpose of any 

reading effort is to comprehend the message of the text being read. Students cannot 

enjoy reading if they do not comprehend any given text which also means that they 

cannot evaluate, react or learn from the reading. Students need to be helped and 
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supported to become effective readers that understand what they read by teaching them 

effective comprehension strategies and effective ways to make sense of what they read.  

Other causes may include the following:  weak oral language and background 

knowledge, poor language processing abilities which can be in form of semantic 

processing, inference, text structure and grammar lack early exposure to language and 

other literacy activities. 

 

Some Symptoms of English Reading Comprehension Failures 

It is assumed that when a student reads well, comprehension is sure. But this may not 

always be true. Sometimes students may not understand most of what they are reading. 

When this is the case, they exhibit some or all of the following symptoms:  

 They have trouble recalling or summarizing or even answering questions about 

what they have read. 

 They struggle to follow the logical sequence of events or a story. 

 There is difficulty distinguishing significant information from minor details 

thereby they are unable to connect ideas in a passage. 

 They struggle to make inferences, which involve using what one knows to make 

a guess about what one do not know or reading in between the lines. 

 They struggle to link prior knowledge to new information from the passage to 

make meaning. 

 They do not know the meaning of individual words. 

 They lose interest and give up reading. 

 

Students with these symptoms must definitely have problems with RC which disrupts 

their learning process and in turn affects their progress in school and in the future. 

 

Curbing Reading Comprehension Failures 

Teachers, educators and researchers are of the opinion that reading is one of the most 

important skills for educational and professional success and development. Olaofe 

(2013) explains that reading is the most important activity in any language class. 

According to Oyetunde (2009), those who read more have larger vocabularies and write 

better. Considering the importance of reading comprehension in day to day lives of 

individuals and students, serious efforts should be geared towards curbing its failure 

among secondary school students. With so many things to read and for sustainable 

national development to be a reality, the need to curb this challenging situation 

becomes more urgent. Students take control of their reading when they are purposeful, 

thoughtful and reflective in their reading. For curbing RCF among secondary school 

students, the following should be done: 

 

Good Instruction 

Teachers should teach students to be active participants when reading. Teachers at the 

secondary school level must be involved in planning and executing programmes that 

should help curb RCF. Reading should not be left to English language teachers alone. 

After all, most subjects are taught with English language and their textbooks written in 

English Language, so every teacher should get involved. To this end, reading should be 

emphasized in their classroom instruction and in their various subject areas. There must 

be deliberate teaching of reading. Ur. (2012) argues that all subjects require reading 

comprehension. Eze (2018) argued that comprehension will improve when teachers 

carry out appropriate instructions in the area of reading strategies. Therefore, students 

should be properly guided to comprehend a text by teaching them effective 
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comprehension strategies. When teachers adopt adequate pedagogic strategies to aid 

students to understand the text they read, RCF will be history. 

To attain good instruction, teachers should choose texts that are easily 

comprehensible to students – texts must be at the language level of students. The texts 

chosen must be of interest to the students that is to say that those texts must capture 

their worldview. The story in the text should be familiar to students and what they can 

easily relate to. Again, teachers should encourage students to read using topic interests 

so that they get the key information in a text in addition to teaching them on predicting 

ideas in a text. Teachers must teach comprehension skills instead of decoding skills.  

Teachers should use strategies that are current and proven such as Directed Reading 

and Thinking Approach (DRTA) and Thematic Approach in teaching reading. DRTA 

allows learners to predict meaning as they are reading. In DRTA, teachers do not frown 

at errors but see them as scaffolds which learners can use to correct and modify their 

learning activities. On the other hand, thematic approach uses themes drawn from the 

text to connect other subjects across the school curriculum. It projects a holistic use of 

language as well as enables the learners see reading as relevant and vital to high 

achievement in the content area. If teachers incorporate the following factors into their 

classroom practices, students will become successful and effective readers. 

 

Parental Involvement 

Parents not just teachers should also help the students see reading as life long 

enablement. Parents should try to provide them with reading empowerment that will 

make them enjoy their various school subjects. Students should be encouraged and be 

enlightened by their parents that their future depends to a great extent on their ability to 

continue to educate themselves through reading both extensively and intensively. This 

type of reading involves personal choice and through this, they gradually build interest 

which empowers them to guard against reading comprehension failures. 

Again, there is need for parents and other significant adult who can read to help 

students outside school hours. Parents can help by launching a family reading 

programme. Parents should ensure that the right books are provided and create an 

enabling environment to help their children to read. As Fatimayin (2012) avers, 

children who learn to read before coming to school and one who learn to read 

successfully in school come from homes where there are enough reading materials and 

they are often read to. 

 

Provision of Standard Library/Reading Rooms 

Students do not learn to read by chance. They have to be taught how to read and read to 

learn. It is in line with this that reading as a subject should be taught. Students‘ learning 

environment should be enriched with relevant print materials that would encourage 

extensive and intensive reading. Students learn to read by being exposed to meaningful 

literacy activities consistently and regularly. Thus helping them form positive attitude 

and love reading. The logic is that sustainable national development has a direct link 

with reading comprehension practices of secondary school students. The school 

libraries/reading rooms should have relevant and current books of interest to the 

students.   

It is a fact that of all the competencies recognized to contribute to lifelong 

learning and sustainable development, none is quiet as vital and central as the ability to 

read printed texts well. Medadi (2014) is of the opinion that reading has been 

recognized to greatly contribute to lifelong learning and sustainable development. 

Again, the ability to read is a determiner of students‘ success or failure. Therefore 
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students must learn to read well and make it a habit in order to perform well in all 

subjects and even outside their academics. A good reader has opportunity for greater 

achievements. 

 

Conclusion and Recommendation 

This paper discussed the issue of curbing reading comprehension failures among 

secondary school students by examining reasons why these failures occur. The paper 

also identified some symptoms of reading comprehension failures and explored some 

authoritative ways on how students can overcome and grow into successful, effective, 

and independent readers that comprehend what they read especially in this COVID-19 

era. This is because after the lockdown and due to the pandemic, students now have a 

lot to read such that if basic reading comprehension strategies are not taught and learnt, 

reading comprehension failure would result. 

Improving the reading skill of students is a step in the right direction especially 

in a globalised world of different technological gadgets and knowledge explosion. 

When all that is recommended have been applied, reading comprehension failures will 

be greatly curbed among secondary school students in Nigeria and the hope of 

sustainable development will be realised. The goal of education is to ensure that all 

children in Nigeria can read. Therefore preventive efforts must be targeted especially 

for children who need them most. This should be done as early as possible at the basic 

level of education before children get up to secondary school to experience reading 

comprehension failures. To this end the following recommendations are made:  

 Governments should provide schools with adequate modern facilities that can 

aid teaching and learning even when there is no pandemic like COVID-19. 

 Teachers should be trained and retrained as regards e-learning classroom culture 

that supports face to face contact especially in this COVID-19 era. 

 Reading should be introduced as a core subject at basic level to be handled by 

specialists in reading and not necessarily by English language teachers. 

 Children at basic levels should be taught using phonics and they should be 

given ample opportunities to read and write.  

 Activities that support and build up comprehension should occupy classroom 

practices. This will make it possible for children to catchup with reading 

comprehension and not carry it over to secondary school or even tertiary 

institution.  

 Governments at various levels, parents, and the community should provide and 

stock secondary schools libraries with the needed books, magazines, 

newspapers and so on. 
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Abstract  

This paper aimed at examining learners‟ perception of the effectiveness of the 

approaches used by teachers during reading comprehension. The crux of this paper 

was to make sure that learners become independent comprehension readers and master 

the reading culture. The researchers had to investigate this as learners have challenges 

in dealing with comprehension texts and how to engage with them. Learners are not 

certain about the strategies to use to comprehend the texts. Using a qualitative research 

design, a sample of 4 English teachers from four different schools, the Subject Advisor, 

and 24 learners were chosen. Data were collected using in-depth interviews and focus 

group discussions. The data collected was coded to themes that were analyzed to make 

meanings of shared experiences of participants. The findings showed that numerous 

challenges are facing the teaching of reading comprehension at primary schools. These 

comprise, among others, the teacher‟s limited knowledge of the curriculum, teachers‟ 

knowledge of the Active Learning Approach, limited English proficiency among 

learners, and lack of resources. In this view, the research implies that most of the 

learners are struggling to read comprehension due to the references above and this 

affects their academic performance. The paper recommends that the Department of 

Education should provide thorough training through workshops for teachers on how to 

handle comprehension issues in the classroom using strategies of reading 

comprehension.  

 

Keywords: English First Additional Language; Reading comprehension; Active 

learning and Teaching strategies; Collaborative learning and 

constructivism; and Curriculum Assessment Policy Statement (CAPS) . 

 

Introduction 

Reading comprehension is fundamental to the child‘s understanding of a text, which 

leads a learner to interpret and analyze a text as expected. However, learners in rural 

schools fall short in that explanation hence they experience a diversity of learning 

problems among which is poor reading comprehension. Gilakjani & Sabouri (2016) 

refer to reading comprehension as the essence of reading and an interactive process of 

finding meaning from a text where the reader simultaneously extracts and constructs 

meaning through interaction and involvement with written language. It is a process that 

involves three elements: reader, text, and activity. It results from the interaction of a 

person (reader) engaged with linguistic materials (text) for a self-generated mind and 

text to interpret and comprehend the text (activity) (Bouazi & le Roux, 2010). In this 

context, learners‘ ability to comprehend a text relies on the role of the teacher, as it is 

the teachers‘ responsibility to teach reading comprehension strategies. 
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In this light, learners should be able to extract meaning from texts by being exposed to 

strategies such as making connections, predicting, and questioning while reading, 

monitoring, inference, visualizing, and summarising should be practiced and be 

implemented in the classroom continuously (New South Wales Department of 

Education and Training, 2010). Learners need competent teachers to assist and support 

them systematically in applying those strategies. Oakley (2011) reveals that teachers do 

not expose the learners to the basic strategies that are necessary for reading, as they do 

not have relevant knowledge and skills to expose the learners to the expected reading 

strategies that are in their level of education. 

One of the important skills teachers are expected to master and teach their 

learners is how to develop comprehension skills and comprehend whatever they read 

and to be able to recall information and apply such appropriate skills later in life. 

Researchers agree that teachers do not seem to have fully mastered the skills and 

techniques of imparting the appropriate comprehension of knowledge and skills to their 

learners. They lag in their approach to teaching reading comprehension. Hence, learners 

are unable to comprehend effectively and do not perform well in tests, and 

subsequently, do not do well in most situations where comprehension skills are 

required.  

The reading of English texts by learners whose English is their First Additional 

Language (EFAL) has been highlighted as a major problem because learners read the 

text without understanding, even in developed countries. Linake (2015) agrees that 

English as First Additional Language is challenging to learners since it is not their 

native language and most learners have little or no exposure to English out of school. 

Teachers need more support in reading comprehension skills to be able to impart them 

to pupils for they would help to equip learners to comprehend English texts. Without 

this, learners would develop a negative attitude towards English as their First 

Additional Language.  The need for teacher support arises as a result of lack of suitable 

materials to facilitate EFAL teaching and learning as learners have different reading 

abilities (Javed, 2015). This makes a classroom to be passive than active as there is no 

proper interaction between the learners and the teachers because learners‘ needs are not 

catered for. This may have contributed in the observed lack of inclusivity and diversity 

during English lessons where comprehension is concerned.   

Comprehension is the main reason for reading and it is a critical part of the 

reading process. If readers could read words and do not understand what they read, then 

reading is not taking place because readers would fail to respond as expected.  In this 

regard, the instructions in comprehension could help learners understand and remember 

what they have read. Thus, comprehension could be improved by teaching the learners 

to use specific concrete strategies or to reason strategically when they encounter 

barriers in understanding what they read.  Curriculum and Assessment Policy Statement 

(2011 Grades 7 - 9) on reading process and strategies state that reading instruction may 

involve three steps to enhance the understanding of texts, such as Pre-reading, During – 

reading and Post-reading activities, and strategies such as skimming and scanning; 

inferring; summarizing and making inferences should be used. 

Southern and Eastern African Consortium for Monitoring Educational Quality 

(SACMEQ III, 2007) and Progress in International Reading Literacy Study (PIRLS, 

2006) assessment both showed poor results in South African grades four and six in 

English texts where learners lacked interpretive, inferential and critical reading skills 

(Spaull, 2013). Research conducted by Pretorius & Spaull (2016) found out that poor 

performance in South Africa is caused by much neglect in the teaching of reading 
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comprehension as teachers focus on code-based reading activities in the classroom 

neglecting meaningful literacy practices. Reading Association of Ireland (RAI) (2011) 

emphasizes the importance of using a strategic approach to the teaching of 

comprehension from the earliest stages of children‘s reading development. 

The first survey of the post–Apartheid South African Language Board 

(PanSALB, 2000) found out that English comprehension seldom exceeds 30% among 

speakers of African languages. In view of this, the learners lacked vocabulary 

appropriate for the grade, despite the efforts made by teachers to fulfill the 

requirements of the curriculum. The Department of Education (DoE) Annual National 

Assessment (ANA) results in English First Additional Language of grades 4, 6, and 9 in 

2014 reveals low performance due to the inability of learners to interpret and analyze 

the text. The learners found reading challenging. Comprehending written information 

and free writing their interpretation using correct grammatical constructions were 

extremely challenging also (the Eastern Cape Comprehensive Systematic Evaluation 

Provincial Report, 2014). 

Zimmerman & Smit (2014) affirm that the teaching of even one comprehension 

strategy could improve learners‘ comprehension. Strategies such as activating 

background knowledge, generating questions while reading, inferring, predicting, and 

summarizing could be used by teachers to improve reading comprehension. Some 

primary school teachers teach the skill of summarizing, although many learners and 

some teachers find the skill quite challenging. In addition, in most South African 

primary schools much emphasis is placed on teaching decoding skills since teachers 

assume that learners would be able to comprehend when they decode; little attention is 

paid to reading comprehension.   

However Brennan (2015) denotes that there is little comprehension instruction 

in upper elementary grades and teaching strategies for comprehension, rather, teachers 

ask comprehension questions at the end of the text to test the pupils. Klapwijk (2012) 

agrees with other scholars that teachers seldom teach reading strategies explicitly in 

South African schools and may not know how to teach comprehension, as the 

Curriculum and Assessment Policy Statement (CAPS) (2011) does not give a clear 

explanation of the strategies which teachers must use to enhance learners in reading 

comprehension in grade 7. In this light, the teachers show limited understanding of 

reading comprehension strategies as they regard teaching comprehension as a challenge 

because they do not know what comprehension strategies are and how to apply them. 

Thus, teachers spend little time on reading comprehension with learners, with no 

uniform approach on how to teach reading comprehension.  

 

Theoretical Framework 

This paper adopted Lev Vygotsky's Social Constructivist Theory (1986). The ideas of 

this theory were linked to the reading comprehension strategies identified. The theory‘s 

postulations are that (a) people learn from their social environment, (b) social 

environment influences cognition through language, and (c) learning from others via 

modelling is highly recommended for instructional purposes. The theory is more on 

reading comprehension as a cognitive process that takes place in the mind and it 

becomes overt when a person speaks about his/her thought processes. A learner would 

not be skilled in all strategies of reading comprehension unless a teacher scaffolds the 

learner and provides guidance and support in the task given, as well as the support of 

more capable peers (Bruwer, 2013).  
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Alipio (2014) states that constructivism is a theory of learning and knowledge that 

attempts to approach how people get information and how it is constructed.  In 

constructivism, the central idea is that human learning is constructed and learners are 

urged to be actively involved in their learning. Learners should participate actively in 

class, joining in interactive language learning tasks, and becoming autonomous learners 

to promote socialisation among them since they acquire and understand the language 

easily when they socialise with their peers (Linake, 2015). Consequently, learners 

would be in a position to construct their logic from the information given. In the 

constructivist classroom, both the teacher and the learner think of knowledge as a 

dynamic, ever-changing view of the world and the ability to stretch and explore that 

view (University College Dublin, 2016). In this regard, a learner is not an individual 

living on an island but acts as an active member of society.  

In addition, new knowledge is built upon the current knowledge the learner has. 

For example, when learners read, they could form mental pictures of what the author 

describes and visual images emerge. This means that background knowledge is 

activated. Thus, the teacher could use the schema that learners already have to help 

them to understand the text better. The teacher must engage learners in learning that 

would bring their current understanding into action. Learners can coin or compare their 

knowledge with the new incoming information. However, Ausubel agrees with 

Vygotsky (1986) in that learning occurs because of the relatedness of what learners 

know and what they learn. Background knowledge is one of the reading comprehension 

strategies of monitoring whether learners are actively involved with the text by evoking 

what they already know about it (Bruwer, 2013).  

According to Vygotsky (1986), it is also important for teachers to scaffold their 

learners in each strategy they introduce to learners. Scaffolding involves the provision 

of support that is focused on a learner‘s particular capacities within ZPD. When 

teaching comprehension strategies, teachers need to assist the learners to a certain level 

and shift the responsibility gradually back to the learners so as to aid their learning. 

Learners must learn to be observant, imitate practices, and self-regulate themselves, and 

create meaning from written text by using strategy appropriately so that they become 

confident, knowledgeable, and capable of working independently (Mudziewelana, 

2012). This should assist them to identify the effectiveness of the approaches the 

teachers used during reading Comprehension. 

 

Literature Review 

Research indicates that reading comprehension and strategies for reading 

comprehension are a concern to teachers, hence they need to be informed about new 

educational reforms meant to develop effective teaching. More focus is on equipping 

teachers with any reform designed to improve the quality of teaching comprehension 

(Bui & Fagan, 2013). In this regard, effective schools and classrooms require teacher 

professionalism that embraces new norms and expectations for students‘ learning.  

Therefore, teachers need external and delivered professional development resources to 

enhance teaching and learning strategies during reading comprehension lessons.  

Thus, external learning resources such as attending workshops; education 

training programmes, networking, forming a partnership with universities, 

collaborating with colleagues inside and outside the school, are means of equipping a 

teacher with modern approaches which allow them to learn new competencies. For 

example,  in China, teachers are exposed to ongoing professional development 

opportunities, including in-service training workshops where they are introduced to 

peer learning such as study groups, as well as school-based professional support where 
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they are mentored (Peng, et al, 2014). They are also trained in collaborative lesson 

planning and are shown how to apply modern approaches in the classroom, grouping 

learners in pairs or small groups, and such activities are helpful.  

Researchers indicate that before teachers were developed through workshops 

and in-service training in learning approaches, there was poor performance among 

teachers associated with less than adequate outcomes in the teaching of reading 

comprehension more especially in the rural areas where there were insufficient teachers 

compounded by lack of certain subject expertise (Peng, et al, 2014). Therefore, 

investing in teachers can transform the teaching-learning situation in the classroom and 

inform teachers with new teaching approaches that could be implemented in the 

teaching of comprehension.  

In the United Kingdom, Canada, and Australia, educational policies and policy 

documents are used to guide teachers in the implementation of new approaches 

(Learner-Centered Teaching, 2010).  When teachers attend workshops, they are given 

support materials such as teachers‘ manuals and learner material to enable them to 

teach comprehension texts that use strategies that support the learner. Additionally, the 

schools have a comprehensive curriculum with systematically planned lessons aligned 

with the national curriculum, which includes the use of textbooks and other 

instructional materials aligned with the teaching of comprehension (Learner-Centered 

Teaching, 2010).   

Based on the above argument, effective reading comprehension instruction has 

caused educators to understand that learning to read is a complex process requiring 

knowledge, strategies, skills and awareness to be developed continuously. It is 

indisputable that teachers are the keys to the success of curriculum reform as this would 

confirm learners‘ perception of the effectiveness of the approaches used by teachers 

during reading comprehension. Their knowledge, beliefs, and perceptions play a 

fundamental role in understanding the reforms. For teachers to implement new reforms 

of curriculum, they need to understand those reforms and facilitate successful 

curriculum implementation in the classroom and future curriculum (Bantwini, 2012). In 

this view, training teachers to provide the tools to address the reading of English text 

with understanding can yield important learning gains particularly in low-income 

countries. Thus, teachers who receive quality professional development may be more 

effective (Schwartz, 2012).   

  In Ethiopia, teachers are required by the policy to employ a learner-centered 

approach; active learning, and problem-solving approaches in different contexts in their 

classes. Workshops and short-term training programs are organised for a learner-

centered approach and active learning to enhance the quality of learning. Cluster 

programs are also organised so that teachers share resources as well as experience in 

teaching strategies of reading comprehension.  Such efforts happen in some districts, 

while others are left without any training in active learning. The policy demands 

teachers to employ this teaching style although some teachers lack understanding of it 

(Teresa & Desta, 2015). The researcher agrees with the scholar, as this problem occurs 

even in the Eastern Cape where other areas are well-informed about the new reforms of 

teaching and some areas are neglected more especially rural areas.  

In Uganda, Namibia and many other developing countries throughout the world 

have based their educational curriculum on the learner-centered approach of active 

learning on the notion that they offer an effective alternative to the teacher-centered 

didactic practices (Rajcoomar, 2013). In Botswana, the educational system has put in 

place many strategies to improve active learning in schools by focusing on improving 

materials and physical facilities, teacher qualifications and ability to deal with mixed-
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ability groupings, curriculum development, and learning assessment (Rajcoomar, 2013 

citing Adedoyin & Shangodoyin, 2010).    

National Education Policy Act (1996) defines a teacher as any person who 

teaches or trains another person at an education institution or assists in rendering 

educational services.  The report by the Department of Basic Education Magazine 

(DBEM, 2013) confirms that teachers are the cornerstone of the Government‘s 

commitment to providing quality learning and teaching to all learners in South Africa. 

Therefore, South Africa needs constructivist teachers who work enthusiastically with 

high self-efficacy, modelling positive learning attitudes for learners, and encouraging 

engagement and participation during learning using new approaches (Maja, 2015).   

  Research indicates that through workshops, teachers are trained in the use of the 

new approaches. The district offices organise workshops, where teachers are developed 

professionally and given support material to assist them in the teaching of strategies for 

reading comprehension. Teachers are encouraged to develop links between their prior 

knowledge and abstract knowledge (Bantwini, 2012 &Schudel, 2012). They are also 

encouraged not to concentrate too much on teaching concrete facts but to push their 

learners into the abstract world as a means to assist them to deal with complex tasks 

(Maja, 2015).  

Unfortunately, these workshops are one-off trainings, which leave teachers still 

unsure about the new curriculum, and its new approaches. Sometimes there are no 

workshops at all or support from subject advisors with no follow-ups. The World Bank 

(2015) stipulates that if teachers have not seen, or be informed and experience a 

different way of teaching comprehension, they cannot be expected to implement new 

reforms or new teaching approaches. National Professional Teachers‘ Organisation of 

South Africa (NAPTOSA) (2014) uses conferences and seminars to update teachers 

with new approaches in teaching and developing teachers professionally. Language 

specialists are invited to present at the workshops to empower teachers in the use of 

group teaching and group work; giving insight to teachers on CAPS and new 

approaches in teaching reading comprehension strategies.    

They further equip them on how to use small groups, peer groups in the 

classroom, and engage the learners with critical thinking exercises. In view of this 

argument, not all teachers are members of NAPTOSA, in as much as, not all members 

of this union attend those conferences. That means more teachers lag in getting 

empowerment concerning new educational reforms. However, in the new South Africa, 

the Department of Education designed policy documents such as the National 

Curriculum Statement (NCS) and Revised National Curriculum Statement (RNCS) 

endorsing the new educational approaches that inform teachers about new reforms in 

the teaching of languages (UNICEF, 2010), while in 2011, the DoE introduced 

Curriculum Assessment Policy Statement (CAPS).   

The curriculum is a structured document that comprises goals, objectives, 

learning experiences, instructional resources, and assessments for a specific educational 

program (DoE). Therefore, curriculum operates as a road map or a guide that frames 

what must be taught. The South African curriculum used learning outcomes to give 

specific focus to particular kinds of knowledge and skills, and to make them clear and 

understandable. In 2004, the South African Department of Education (DoE) recognised 

reading literacy as one of the most important priorities in education and more attention 

was given to reading to improve reading comprehension (Baruthram, 2012). The 

Revised National Curriculum Statement (RNCS, 2002) introduced both critical and 

developmental outcomes aimed at developing and equipping the learners with the 

outcomes throughout their school careers. The critical outcomes include core life skills 



GEN 2021, South Africa: Conference Proceedings 

Page - 476 - 
 

for learners such as communication and critical thinking (D‘achada, 2007). The 

International Baccalaurate (2012) defines critical thinking as a mental process 

involving paying attention to details, selecting relevant information, analysing carefully 

and skeptically, making judgments, and metacognitive thinking such as reflection and 

higher-order planning.  

Additionally, learners are expected to demonstrate high levels of competence in 

listening, speaking, reading, and thinking. In Learning Outcome 3 (LO 3), Reading and 

Viewing: The learner can read and view for information and enjoyment, and respond 

critically to the aesthetic, cultural, and emotional values in texts, while in Learning 

Outcome 5 (LO 5), Thinking and Reasoning: The learner should able to use language to 

think and reason, access, process and use the information for learning.  

Furthermore, the learner should know and be able to use words and the 

grammar of the language to interpret texts. In addition, RNCS recommends that 

learners in grade 7 should be able to reason independently through language; be able to 

read and write a range of more complex texts with a greater degree of independence 

since they are introduced to the English language at the lower grades (Robson, 2007).  

Mudziewelana (2012) states that in RNCS, more teaching time was allocated to the 

English language to train learners to read a text fluently and with understanding. More 

so, teachers needed to be effectively taught and trained to implement the critical 

outcomes as shown in the language policy and the development of learning 

programmes. Reading comprehension skills remain the critical aspect throughout the 

curriculum as learners are expected to read various texts with understanding and to use 

the information in various situations. However, teachers had no guidelines as to how 

reading comprehension should be taught and facilitated in the classrooms; also, 

teachers did not know which strategies to use before, during, and after reading the text. 

In this view, it seems that teachers are left out of place regarding the knowledge and 

implementation of the curriculum.  

Similarly, RNCS was revised and renamed the National Curriculum Statement 

(NCS), which was introduced in an attempt to teach reading (DoE, 2006). The NCS 

contains learning programmes, work schedules, lesson plans, and assessment guidelines 

for a specific subject. The learning outcomes explain the knowledge, skills and values 

that learners should acquire and during the learning process. In languages, the learning 

outcomes are, listening, reading and viewing, writing, thinking and reasoning and 

included is language structure and use. Each learning outcome describes what a learner 

should know and be able to demonstrate.  

In order to know that learners have achieved LO 3, reading and viewing, the 

Assessment Standards highlight that learners should be able to read a text with meaning 

and for information, identify the main points and summarise the information from the 

text. In LO 5, thinking and reasoning, a learner through assessment standards should 

use language for thinking, collecting, and recording information in different ways 

(DoE, 2002 & Mudziewelana, 2012). In this regard, even NCS had no clear vision on 

how to teach reading comprehension, and which strategies to use during reading the 

text.  

Learners are expected to engage in extensive reading of the shorter text for 

comprehension at a word level, sentence and paragraph level, and reading for 

comprehension at a whole text level alongside summarising and note-taking.  To 

summarise a text, learners should know and use skimming and scanning for main ideas 

and themes; separating main ideas from supporting details, and paraphrase the main 

idea (DoE, 2011).  In viewing CAPS regarding reading comprehension, more strategies 

are left out that could be beneficial to learners in improving their reading with 
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understanding and making learners more engaged with the text. Nonetheless, 

Zimmerman &Smit (2014) stipulate that teaching even one comprehension strategy can 

improve learners‘ comprehension. Research indicates that in most primary schools in 

South Africa, teachers do not teach reading comprehension, meaning that learners are 

not exposed to even one strategy of reading comprehension hence learners reach high 

schools being unable to read English text with understanding, yet, the learners are also 

expected to apply their knowledge of the genre and formal text study to understand the 

meaning, intention, and effect of the whole text (CAPS, Grades 7-9).  

Linake (2015) defines reading as a way of recognizing letters, words and being 

exposed to phonemic awareness to get meaning from the text. In line with this 

argument, one reads, when combining letters, which can be used to form different 

words with different meanings in other languages. Spaull (2013) also defines reading as 

the ability to read accurately and with meaningful expression. He further highlights that 

for learners to read a text with accuracy and understanding, they also need exposure to 

guided reading, vocabulary and fluency that can build and enhance them during 

reading. This means reading successfully is a complex interaction of language. Hence 

teachers should involve learners in guided reading, shared reading, reading aloud and 

develop learners to become independent readers as CAPS requires (Linake, 2015; 

Pretorius, Jackson, McKay, Murray & Spaull, 2016, Spaull, 2013).  

Although CAPS specifies the reading approaches, many teachers have not been 

trained to use these approaches and they are overwhelmed with the task and lack of 

knowledge and skills to teach reading. Nonetheless, teachers need to understand the 

purpose of reading, know about the different components of reading and how they 

relate to one another (Pretorius, Jackson, McKay, Murray & Spaull, 2016). Being able 

to read is the key to all learning, yet reading has proved to be a great problem to many 

learners worldwide, even in South Africa. Therefore, teachers have to put more 

emphasis on teaching reading and appropriate strategies to read, knowing that learners 

in rural schools have a deficiency in reading (Muchemwa, 2014).   

The National Reading Strategy in South Africa tried to promote reading across 

the curriculum and that every South African learner become a fluent reader who reads 

with understanding and for achievement. It focused on encouraging reading among 

teachers, learners and parents making them understand the role of improving and 

promoting reading, even to the broader community. If these are not supportive to the 

learner, definitely learners will experience problems in reading (Muchemwa, 2014, 

Linake, 2015, Mudziewelana, 2013).  

Oyetunji (2011) asserts that reading ability is important to a nation‘s social and 

economic advancement, while at the individual level, it is a gateway to personal 

development, social and civic life, and in the school setting, reading is a powerful tool 

for academic success since it provides learners with access to information. In line with 

the arguments above, there is a dire need to teach and motivate learners to read to 

venture into the world of information.  

Learners can develop a positive attitude towards reading if they can get support 

at the early stage from the surroundings where they could be exposed to different 

strategies, which would make reading interesting and part of their lives. However, the 

DoE(2008) highlighted many challenges concerning the implementation of the reading 

programme such as, lack of teacher competency in teaching reading and still unable to 

make a conducive environment for reading to the learners(Mudziewelana, 2013). In this 

regard, teaching reading and reading strategies can improve reading comprehension. In 

light of this, the key to reading is for the reader to understand the text and put meaning 

out of it even though it seems quite complex to understand without proper exposure.  
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This is what triggered the researcher to investigate students‘ reading and response in 

English FAL to promote the ‗reading to learn where possible.  In this regard, this study 

viewed reading as a social practice.  

In addition, researchers define strategies as learning tools and plans that are 

specific, conscious, intentional which are used deliberately to control and modify the 

reader‘s efforts to decode a text, understand words and construct the meaning of a text 

(Davis, 2012; NICHD, 2002; Marshal, & Mudziewelana, 2012). On the other hand, 

(Davis, 2011; Block & Presley, 2002) perceive comprehension strategies as learned 

procedures that foster active competent, self-regulated and intentional reading that 

guide learners as they attempt to read and write. They are conscious steps that a reader 

uses to make sense of the text and to develop independent reading (Caskey, 2008). 

These strategies make learning more effective, efficient and emphasise reasoning. 

Reading comprehension strategies provide insight into the reading for comprehension. 

They give a reader a platform for expressing their thinking and monitoring their 

thoughts as they read the text. Readers use strategies to make sense of the text, 

remember critical ideas, and integrate new learning into an existing schema or prior 

knowledge. A good reader uses many strategies to understand and discuss the text and 

relate it to other situations. When learners understand comprehension strategies, they 

learn to monitor their reading comprehension and show growth in metacognitive 

thinking skills (Houck, 2016; Marsha, 2015, & Mudziewelana, 2012). Moore (2013) 

notes that comprehension strategies provide learners with rich and meaningful 

opportunities to take control of their reading. Thus, learners should be trained to use 

comprehension strategies in primary schools to develop a careful reading of a text with 

a purpose to gain meaning, to recognise and solve problems, and delve deeper into the 

text to make connections and inferences (Marsha, 2015).    

For learners to be able to extract meaning from texts, they need strategies such 

as identifying the purpose for reading, activating background knowledge, summarising 

and synthesizing (The Centre for Cognitive Development, 1995), while, Davis (2011) 

&Ribbens (2008) agree with the NRP (2000) in America that there is a dire need of 

teaching seven strategies of reading comprehension from Grade R-12. Therefore, for 

learners to comprehend a text, they should be introduced to the following strategies 

while in primary school.  

 

Research Methodology 

This study adopted a qualitative research approach as a template to design the study. 

Creswell (2008 & 2014) and Mafuwane (2012) explain that the qualitative research 

approach aims at exploring and understanding the meaning that individuals or groups 

ascribe to a social or human problem based on building a complex holistic picture 

formed with words, reporting detailed views of participants conducted in a natural 

setting, and attempting to make sense of or interpreting phenomena in terms of the 

meanings people bring out of their experiences. Thus, qualitative research describes and 

analyses people‘s individual and collective social actions.  According to Linake (2015) 

and Mudzielwana (2012), qualitative research is concerned with the meaning of human 

behavior, experiences, and social functions. A qualitative research approach was 

important for this study because it enabled the researchers to understand the challenges 

faced by both learners and teachers in reading comprehension strategies.  

  

Sample Technique and Sampling Method  

The sampling technique refers to the act, or the selection of suitable people, settings, 

events, and process findings (Mpiti, 2016; Vosloo, 2014; Gentles et al. 2015, De Vos 
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2013. The sample size is taken from a larger population to represent the particular 

population. This detected the unknown piece of information to answer the particular 

research questions or research objectives, as it is related to the purpose of the study, and 

to generalize the research findings (Mpiti, 2016; Vosloo, 2014; Gentles et al. 2015, De 

Vos 2013). Linake (2015) further explains that it is not always possible to study the 

entire population but what is important is to select a population that is accurate and will 

provide accurate information. The sampling of this study focused on four rural primary 

schools which were disadvantaged and lacked resources. 

For this study, the purposive sampling method was used to select both the 

schools and participants. According to Yin (2013), purposive sampling is a process 

used to select participants who could offer an authentic account and rich cases for in-

depth information on the phenomenon under study and who share common experiences 

with others to represent a group. The researcher selected six learners from each school; 

two strong learners; two average learners and two weak learners.   

 

Data Collection Procedure 

The focus group was only used for this paper as the focus was on learners. Focus group 

discussions were held with twenty-four selected learners from four different schools. 

Each group consisted of six participants as highlighted above.  The focus group 

discussions were conducted in their schools to provide a conducive environment. The 

researcher, ensuring that research questions were all covered during the discussion, 

used a discussion guide, which contained a series of pre-planned questions. 

 

Data Analysis Procedures   

Data analysis of in-depth interviews and focus group discussions was manually carried. 

A general analytical procedure was used in analyzing the qualitative data based on the 

key themes that emerged from the audiotape recordings, field notes, and discussions. 

Coding of data was made due to themes that emerged showing the challenges learners 

experienced during the teaching of reading comprehension in primary schools under 

study. During data analysis, relevant participants were given codes and only referred to 

by these codes in the paper. 

 

Ethical Consideration  

McLeod (2010) and IGC (2012) explained ethics as a moral space whereby the dignity 

and well-being of the participants are protected, whilst maintaining the highest level of 

confidentiality (Cohen et al 2011). After the researcher informed the participants about 

the impact of the investigation, the participants volunteered freely to participate in the 

research study. In addition to the above discussion, as ethical issues demanded that 

participants should be protected and respected, the researcher assured the participants 

of anonymity and confidentiality.   

 

Informed Consent of the Participants 

Informed consent means that research participants will be informed about the purpose 

of the study and the procedures to be followed (Cohen et al, 2011) and participants 

volunteering to participate in the research study. To concur with what Cohen et al had 

said above, the researcher used consent forms to describe what would be expected from 

the participants and to evidence that participants allowed the researcher to collect data 

from them.  

 

 



GEN 2021, South Africa: Conference Proceedings 

Page - 480 - 
 

Avoidance of Harm 

De Vos et al, (2013) state that participants can be harmed physically or emotionally. 

Avoiding harm to the participants, the researcher informed them beforehand about the 

impact of the investigation and offered them opportunities to withdraw if they wish to 

do so without any prejudice. 

 

Anonymity and Confidentiality 

Anonymity means that the participants will remain anonymous throughout the research. 

The researcher assured the respondents that their identity would remain unknown and 

pseudonyms were used for both schools and participants to ensure confidentiality. 

 

Research Findings  

The learners‘ perception of the effectiveness of the approaches used by teachers during 

reading comprehension is presented according to different themes that were adopted. 

 

The Teaching of Strategies of Reading Comprehension 

During the focus group discussion, some learners revealed that they were taught 

summarizing although it was difficult to cope with that strategy. Some learners‘ 

responses showed that they were never taught any strategy to use when dealing with 

English reading comprehension. Zimmerman & Smit (2014) suggest that the teaching 

of even one strategy can improve learners‘ comprehension. Klapwijk & Nel (2003) 

claim that learners in disadvantaged areas should be taught strategies that would include 

repetition of what has been read to make sense of the text. If learners are not taught 

even one strategy, it avails learners the opportunity to read texts with an open mind; 

engaging and interpreting texts as they perceive them. During the observation, teachers 

were unable to comply with the requirements of the CAPS document regarding the 

teaching and reading of comprehension texts. Not all teachers used an Active learning 

approach where learners were grouped as either peers or small groups. Most learners 

were working individually with no input of their peers' knowledge and understanding of 

the text.  

Similarly, learners were interviewed on the same subject about English reading 

comprehension strategies. The researcher wanted to know whether learners were taught 

the strategies of reading English comprehension. Learners from different schools with 

the same level of understanding were clustered together in the form of focus groups and 

pseudonyms were used for both schools and learners to ensure confidentiality as 

follows: School: SC and Leaners: Lnr. 

   

The following question was asked in order to identify whether relevant teaching 

strategies are taught in schools during English reading comprehension.    

 

Which strategies were you taught by your teacher during English reading 

comprehension? (e.g. summary, inferring, etc).   

   

Below are the learner's responses in a Focus Group from different schools where they 

were given a chance to discuss in the group and then answer according to their own 

performances as highlighted above to support the summary above.   
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Responses:   

Lnr 1: ‗I only know how to summarise.‘   

Lnr 2: ‗Teacher taught us how to summarise. The summary is not that difficult.‘  

Lnr 3: ‗Teacher taught us a summary, but it is difficult.‘   

Lnr 4: ‗Summary, mhmm.‘    

   

The above responses showed that the learners found summarizing very difficult.  This 

means that they have not grasped the strategy hence it will not be easy for them to 

apply it even in other learning areas. The researcher assumed that if the texts were 

simple, learners should have at least understood and immediately see the facts in a text. 

The response of the learners to this question showed that the teachers lacked good 

approaches to use during the teaching of English reading comprehension.  

   

Limited English Proficiency 

Pretorius & Rampur (2007) define language proficiency as the ability to speak or 

perform in an acquired language, while CAPS (2011) asserts that by the time the 

learners enter the Senior Phase, they should be reasonably proficient in First Additional 

Language regarding interpersonal and cognitive academic skills. Considering the 

learners' responses, it becomes easy for  some of the learners to interpret the text with 

understanding. whereas, other learners have a strong resistance towards English and 

prefer the teachers to use more of isiXhosa when explaining and clarifying matters 

concerning the text.  

Thus, learners with limited English proficiency develop a negative attitude 

towards the English language. The implications of not understanding English results in 

frustration and loss of interest in it. A learner with minimal or no vocabulary in English 

has a challenge with expressing himself or herself in the language and thus resulting in 

limited competence preventing learners from participating actively in the classroom 

even if a learner knows the correct answer.   

 

The following are the responses of the learners from different primary schools 

with limited English proficiency.    

At this stage, the researcher asked learners a probing question in trying to find out 

whether they see the importance of being taught in English or not. The researcher 

received mixed responses from different learners with limited English proficiency.     

   

Below is the question asked:   

1. Do you think it is important to be taught in English? Whether Yes or No – why?   

 

Responses:     
Lnr 1: „English is important, but I want to be taught in isiXhosa so that I understand.‟     

Lnr 2: „No, I do not like English, I don‟t understand it I prefer my teacher to explain in 

Isixhosa.‟  

Lnr 3: „I prefer isiXhosa. I have a problem with English.‟    

Lnr 4: ‗No, I do not like English, I don‘t understand it.‘   

   

The learners showed a strong resistance towards English. To them, English could be 

used in the classroom provided the teacher would mix it with isiXhosa. Their 

understanding of English occurs when it is translated into isiXhosa hence their teachers 

resort to translating questions to isiXhosa. Mpiti (2016) states that teachers themselves 

lack English proficiency that is necessary for effective teaching in support of the 
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English language. This confirms that teachers themselves are not competent and 

confident enough to teach English thus resulting in code-mixing and code-switching. In 

addition, these were average learners who posed such an attitude, which means that the 

schools are heading for disaster with more learners reading English texts without 

understanding.    

  

Section of Texts and Assessment 
Oakley (2011) defines assessment as a highly effective means of checking the thinking 

ability of learners when attempting to construct meaning in a text. CAPS (2011) affirms 

that forms of assessment used should be age and developmental level-appropriate and 

must cater to information with a pedagogical purpose in mind and there are authentic 

texts a teacher can select. Teachers must select interesting texts for learners to relate 

with their personal experiences and that could assist learners to read with 

understanding. The text might not be the easiest, but a good selection of texts could 

create critical thinking, engagement with the text, interpreting it, and putting meaning 

to what they read. The selection of good texts includes looking deep at the vocabulary 

and terms used in the texts. The vocabulary and terms used should not be beyond the 

learners‘ world of understanding; otherwise, the learning process will never be fruitful 

and effective. 

 

Discussion of Findings  

Information collected from learners revealed several challenges encountered in the 

teaching of strategies of reading comprehension. Lack of knowledge of strategies of 

reading comprehension by teachers is a contributing factor in the poor performance of 

learners academically.  

 

Findings showed that teachers were never introduced to the approaches for teaching 

reading comprehension in their various institutions. They still used the old approach 

where learners are given questions to be answered. If more of the constructivism 

approach was used in the classroom, it would be of great help to learners while 

engaging with comprehension. The constructivist approach focuses on learners being 

actively involved in their learning, whereby learners are in a position of constructing 

their logic from the information. Alipio (2014) & the University of Dublin (2016) 

affirm that in the constructivist classroom, both the teacher and the learner think of 

knowledge as a dynamic, ever-changing view of the world and the ability to stretch and 

explore the view. It is evident that teachers that were teaching grade 7 were old and 

during their training, not much attention was given to teaching comprehension.  

  Some learners in rural primary schools are not taught strategies of reading 

comprehension that could improve their reading comprehension, developing 

interpretive skills and critical analysis skills, and expressing their different opinions 

about texts before embarking on answering the questions. 

 

Conclusion 

The negative attitude that learners portray towards English caused barriers to their 

learning. This indicates that learners take English as their worst learning area. Hence 

they develop a negative attitude towards it. The fact that they do not understand the 

language make them become frustrated and lose interest in English hence develop a 

negative attitude towards the language. In the light of this, learners prefer to be taught 

in their home language. Unfortunately, such learners are trapped in English which is the 
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Language of Learning and Teaching (LoLT), thus making life more difficult for 

learners.  

This negative attitude emanates from the fact that learners have limited 

competence in the English language, and this prevents them from participating actively 

in the classroom even if they know a correct answer. The minimal learner participation 

leads to levels of underperformance in the English language.  The curriculum 

acknowledges that many learners cannot communicate in English as well as reading 

English text with understanding.  

 

Recommendations 

Learners should be exposed to a variety of reading comprehension strategies to develop 

their reading comprehension. This means that teachers‘ practical knowledge of reading 

comprehension should be improved and they should display proper teaching skills 

about the phases of teaching reading comprehension strategies to improve the learning 

situation of learners. Teachers should ensure that learners master these strategies to 

develop independent readers with critical thinking.  Reading culture should be enforced 

in all grades of primary schools and the department should provide suitable materials 

for reading to promote reading culture. In addition, a teacher should make collection 

magazines and newspapers as these could assist the learners to do a lot of reading. 
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Abstract  

This paper aimed to examine the extent to which Grade 3 teachers‟ self-efficacy 

influence the assessment of IsiXhosa Home Language reading comprehension. The 

study was conducted in the Buffalo City Metro Education District, Eastern Cape, South 

Africa. Social Cognitive theory was adopted as a theoretical framework for this study. 

The study employed a mixed-methods approach, wherein qualitative and quantitative 

data were collected. Concurrent triangulation was adopted as a research design. In the 

quantitative phase, one hundred and twelve (112) Grade 3 teachers participated by 

filling in questionnaires. Whilst, in the qualitative phase, six (6) teachers were 

interviewed.  Quantitative data was analysed through using descriptive/inferential 

statistics for the appropriate variables of data, and QUAL analysis of data, using 

thematic analysis related to the relevant narrative data. The findings, both quantitative 

and qualitative, reveal that the teachers spend most of their time teaching phonics, 

phonemic awareness, and vocabulary and less time teaching reading comprehension. 

Thus, the teachers use assessment as a mere compliance strategy. The paper, therefore, 

recommends an IsiXhosa-sensitive Curriculum and Policy Statement that reflects the 

indigeneity of the IsiXhosa language. This will help teachers plan and explicitly teach 

reading comprehension. Having language-specific tailored curriculum would make it 

easy for teachers to teach and assess the language appropriately.  

 

Keywords: Reading comprehension, Self-efficacy, IsiXhosa, Home Language, 

Indigeneity. 

 

Introduction  

Reading comprehension seems to be one of the key factors that promote learners' 

academic achievement. The ability to read with understanding in a home language is a 

foundation upon which learners can develop reading in other languages. As Heugh 

(2011) posits, maintaining a home language, culture, and cultural identity can influence 

health, resilience, and well-being and may lead to effective use of second or other 

languages.  That means a solid foundation for a child‘s success has to be laid in the 

early grades. Ariong (2013) asserts that a child‘s success at school and throughout life 

depends largely on the ability to read and understanding texts. Foundation Phase should 

be a phase that develops learners‘ reading comprehension skills.  Yet, it has been 

reported that Grade 3 learners perform poorly in reading comprehension, globally, 

South Africa included (Howie, Standen, Tshele, Dowse & Zimmerman 2012 & Meier, 

2014). Grade 3 is an exit level in the Foundation Phase.  Davis (2014, p.2) posits that ―a 

person who knows how to read can educate themselves in any area of life they are 

interested in. Learners cannot know how to read with understanding without being 

mailto:simakeleni@ufh.ac.za
mailto:mlinake@ufh.ac.za
mailto:nduku@ufh.ac.za
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taught reading comprehension skills‖. Klapwijk (2015) posits that reading 

comprehension is a strategic process in which readers use cues from the text, in 

conjunction with their existing knowledge, to make predictions, monitor predictions, 

and construct meaning from the text.  

Pretorius and Klapwijk (2016) assert that to be effective reading teachers, 

teachers need to know about reading and how to teach it, and they also need to be 

skilled readers. Various reasons are advanced for poor reading comprehension. Some of 

those reasons include: teachers focusing on mechanical skills like decoding, phonics, 

lack of content-knowledge (Verbeek, 2010; Murris, 2014). These reports seem silent 

about the teacher‘s effect on learner performance. Yet literature directly links teacher 

self-efficacy with learners‘ performance (Mqingwana, 2019). Tschannen-Moran and 

McMaster (2009) link teachers‘ self-efficacy to their classroom behaviour, 

implementation of instructional change, as well as influencing student outcomes, 

efficacy beliefs, engagement, achievement, and motivation. Research on learners‘ 

performance in language education (Turkish experiences) teacher self-efficacy was 

found to be a significant predictor of their students‘ language and literacy gains, (Guo, 

Piasta, Justice & Kaderavek, 2010; Justice, Mashburn, Hamre, & Pianta, 2008). With 

regards to South African debates, there is not much focus on the influence of teachers‘ 

self-efficacy on the teaching of languages, and specifically IsiXhosa. Jaggernauth and 

Jameson-Charles (2015) conclude that teachers‘ beliefs are one of the most influential 

resources that teachers take with them into the classroom. This is the resource that 

should also influence the teacher‘s IsiXhosa Language reading comprehension lesson 

planning. 

  

Assessing Reading Comprehension 

Assessment and learning are inextricably intertwined, as assessment determines 

whether learning is taking place, what learning took place, and what learning still needs 

to take place, (Dryer, 2014). That means assessment informs teachers what to teach and 

how to teach. At the same time, it also informs learners what to learn and how to learn. 

Hence, it is important to find out the extent to which teachers‘ self-efficacy influences 

assessment of reading comprehension after the lesson has been taught.  Amua-Sekyi 

(2016) defines assessment as all activities that teachers and students undertake to get 

information that can be used to alter teaching and learning.  This makes assessment a 

pillar of teaching and learning. Hence, McAfee and Leong (2011) argue that curriculum 

planning and assessment are integrated throughout the programme. Furthermore, 

assessment is congruent with and relevant to the goals, objectives, and content of the 

programmes (Ibid). That means as the teacher plans a lesson, he/she should integrate 

assessment. That implies that a lesson should have objectives that will be measured at 

the end of the lesson.  Webb (2012) posits that teachers with better content knowledge 

about their subjects are better at selecting and designing quality assessments.  

Assessment provides immediate feedback for teachers to shape their teaching 

practices according to the learning styles of their students (Tosuncuoglu, 2018). This 

statement implies that assessment does not only benefit learners, it also benefits the 

teacher who is an assessor. Furthermore, this suggests that assessment should be a 

process that seeks to assist both learners and teachers. Hus and Matjašič (2017, p. 664) 

contend that ―assessment is the process of finding and interpreting evidence to be used 

by learners and teachers to enable them to establish exactly where the learners are in 

their learning, where they have to focus and what best way to get there is‖.  In 

literature, there are two categories of assessment, formative and summative assessments 

(Dunn & Mulvenon, 2009).  
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Formative assessment is embedded in the teaching and learning process and provides 

feedback to the teacher in the course of teaching to enable him or her to judge how well 

students are learning (Amua-Sekyi, 2016). However, summative assessment takes place 

at the end of a course or programme to determine the level of students‘ achievement or 

how well a programme has performed (Ibid). The above sentiments on assessment 

sought to reveal that assessment is an integral part of teaching.  Literature reveals that 

there are different types of assessment which are formative assessment and summative 

assessment. Curriculum and Assessment Policy Statement IsiXhosa Home Language 

CAPS (2011) proposes that during the reading lessons, teachers have many 

opportunities to engage children in a range of levels of thinking and questioning. The 

suggested questions in CAPS seem to be aligned with Barrett‘s Taxonomy levels. 

Barrett has developed ‗Cognitive and Affective Taxonomy of reading comprehension 

that assist in questioning learners (Yıldırım, 2012). The curriculum used in South 

Africa gives a clue on the kind of questions that can be posed to learners during reading 

comprehension lessons in a home language. Muayanah (2014) posits that the Barrett 

taxonomy categorizes reading comprehension skills into five levels of comprehension. 

These levels are presented in the hierarchy from the lowest to the highest level of 

reading, they are literal, reorganization, inference, evaluation, and appreciation.  

Jude and Ajay (2012) assert that literal comprehension is a basic form of 

reading comprehension involving understanding the facts and descriptions that are 

explicitly stated, not alluded to, or inferred in the text. That means literal 

comprehension questions are questions that of the lower level of thinking. Similarly, 

Goff (2010) asserts that literal comprehension is a process that involves reading to 

understand the surface meaning. The researcher contends that in any assessment, there 

have to be questions that assess learners‘ literal comprehension. Huggins (2009) opines 

that questions like ‗what, ‗when‘ and ‗where‘ are used to assess literal comprehension. 

Goff (2010) posits that literal comprehension is context, facts, and sequence. That 

means when the assessor asks questions related to the context, asking learners to state 

facts and the sequence of events is assessing literal comprehension. Yet, according to 

Barrett‘s hierarchy, there is a need to also assess reorganization.  

 

Theoretical Framework 

Bandura‘s (1977) Social Cognitive Theory (SCT) was adopted as a theoretical 

framework for this study. This theory has generally been reported as one of the 

prominent theories of human learning (Ning & Downing, 2010). That makes SCT 

relevant for this study as it relates to teaching and learning of reading comprehension.  

Furthermore, self-efficacy which is the focus of this research is seen to occupy a pivotal 

role in social cognitive theory (Ormrod, 2008). The influence of the teachers‘ self-

efficacy in assessing IsiXhosa Home language reading comprehension was better 

understood through SCT.   

 

Methodology 

The study employed a mixed-methods approach wherein qualitative and quantitative 

data were collected. Concurrent triangulation was adopted as a research design. In the 

quantitative phase, one hundred and twelve (112) Grade 3 teachers participated by 

filling in questionnaires. Whilst, in the qualitative phase six (6) teachers were 

interviewed.  Quantitative data was analysed through using descriptive/inferential 

statistics for the appropriate variables of data, and QUAL analysis of data, using 

thematic analysis related to the relevant narrative data. 
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Results 

 

Quantitative Data: Findings from Questionnaires 

The study employed a mixed-methods approach. This approach allowed the researcher 

to collect qualitative and quantitative data using interviews for qualitative data 

collection and questionnaires for quantitative data collection. In this section, the 

researcher presents quantitative data. This is done through presenting numerical data 

collected in a table format and below each table, a narration interpreting what is 

contained in the tables is given by the researcher.   

 

Assessing IsiXhosa Home Language Reading Comprehension 

On the extent to which the teachers assess IsiXhosa Home Language reading 

comprehension, data show that 44 (51.7%) of the respondents reported themselves as 

good in assessing IsiXhosa Home Language reading comprehension. Additionally, 35 

(41.2%) viewed themselves as excellent in assessing IsiXhosa Home Language reading 

comprehension. Whereas 6 (7.1%) viewed themselves as fair. The data show that 

majority of the teachers, 79 (92.9%) view themselves as good in assessing IsiXhosa 

Home Language reading comprehension. 

 

Table 1. Assessing reading comprehension in IsiXhosa Language 

  

Frequen

cy 

 

Percen

t 

 

Valid 

Percent 

Cumulative Percent 

Valid Fair 6 6.7 7.1 7.1 

 Good 44 48.9 51.8 58.8 

 Excelle

ntt 

35 38.9 41.2 100.0 

 Total 85 94.4 100.0 

Missi

ng 

System 5 5.6 

Total  90 100.0 

 

Teachers Explain the Purpose of the Assessment Activity to Learners 

On the extent to which the teachers explain the purpose of the assessment activity to 

learners, data show that majority of the respondents 40(47.1%) viewed themselves as 

good. In addition, 26(30.6%) view themselves as excellent. That shows majority of 66 

(77.6%) of the respondents view themselves as good in explaining the purpose of the 

assessment activity to learners. Whereas, a minority of 19(22.3%) of the respondents 

viewed themselves as fair. As much as this minority, (22.3%), shows that there is a 

challenge.  
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Figure 1. Explaining the purpose of the assessment activity to learners in my 

classroom based on their learning abilities 

Assessing Learners’ Pre-reading, during Reading, and After Reading 

Comprehension 

 

Data show that 52(61.2%) of the respondents view themselves as good in assessing 

learners‘ pre-reading, during reading, and after reading comprehension. Additionally, 

16 (18.8%) view themselves as excellent. Whereas 10(11.8%) viewed themselves as 

fair, the other 7(8.2%) viewed themselves as weak. In essence, 17 (20%) of the 

respondents view themselves as weak in assessing learners‘ pre-reading, during 

reading, and after reading comprehension. 

 

 
Figure 2. Assessing learners’ pre-reading, during reading, and after reading 

comprehension  

Assessing Learners’ Literal Comprehension Skills 

 

With regards to assessing learners‘ literal comprehension, data show a majority of the 

respondents, 64 (75.2%) who viewed themselves as good. Whereas, 2 (2.4%) viewed 

themselves as excellent. That means the majority of the respondents, (77.6%) see 
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themselves as good in assessing learners‘ literal comprehension. On the other hand, 

19(22.4%) viewed themselves as fair.   

 

Table 2. Assessing literal comprehension skills 
 

  

Frequen

cy 

 

Percen

t 

 

Valid 

Percent 

Cumulative Percent 

Valid Fair 19 22.4 22.4 22.4 

 Good 64 75.2 75.3 97.6 

 Excelle

nt 

2 2.4 2.4 100.0 

 Total 85 94.4 100.0 

Missi

ng 

System 5 5.6 

Total  90 100.0 

 

Assessing Learners’ Reorganization Comprehension 

On the extent to which the teachers assess learners‘ reorganization comprehension, data 

show that majority of the respondents, 68(80%) viewed themselves as good, whilst 2 

(2.4%) view themselves as excellent. The 2.4% of the respondents who viewed 

themselves as excellent may be the same respondents who viewed themselves as 

excellent in assessing literal comprehension. Data also show an increase from the 64 

(75.2%) who viewed themselves as good in assessing learners' literal comprehension to 

the 68 (80%) of the respondents who viewed themselves as good in assessing 

reorganization comprehension.  

 

Table 3. Assessing reorganization comprehension skills after 

every reading comprehension lesson 
 

  

Frequen

cy 

 

Percen

t 

 

Valid 

Percent 

Cumulative Percent 

Valid Fair 15 16.7 17.6 17.6 

 Good 68 75.6 80.0 97.6 

 Excelle

nt 

2 2.2 2.4 100.0 

 Total 85 94.4 100.0 

Missi

ng 

System 5 5.6 

Total  90 100.0 

 

Teachers Assess Learners’ Inferential Comprehension Skills 

On the extent to which the teachers assess learners‘ inferential comprehension skills, 

data show 64 (75.2%) of the respondents who viewed themselves as good. 

Furthermore, data show an increase from 2.4% who viewed themselves as excellent in 

assessing literal and reorganizational comprehension skills to, 10 (11.8%) who viewed 

themselves as excellent in assessing learners‘ inferential comprehension skills. 

Similarly, data show 5(5.9%) who viewed themselves as fair, and 6(7.1%) who viewed 

themselves as weak. This is despite inferential comprehension skills being at a higher 

level than literal and reorganization comprehension skills.  
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Table 4. Assessing learners' inferential comprehension skills 
 

  

Frequen

cy 

 

Percen

t 

 

Valid 

Percent 

Cumulative Percent 

Valid Weak 6 6.7 7.1 7.1 

 Fair 5 5.6 5.9 12.9 

 Good 64 71.1 75.3 88.2 

 Excelle

nt 

10 11.1 11.8 100.0 

 Total 85 94.4 100.0 

Missi

ng 

System 5 5.6 

Total  90 100.0 

 

Teachers Assess Learners’ Evaluation Comprehension Skills 

With regards to the extent to which the teachers assess learners‘ evaluation 

comprehension skills, data show 58 (68.2%) of the respondents viewed themselves as 

good. Whereas, 14(16.5%) viewed themselves as excellent in assessing learners‘ 

evaluation comprehension skills. Data show that 7(8.2%) of the respondents viewed 

themselves as fair, whilst 6 (7.1%) viewed themselves as weak in assessing learners‘ 

evaluation comprehension skills. Once more, data show an increase from the 10 

(11.8%) who viewed themselves as excellent in assessing inferential comprehension 

skills to 14 (16.5%) who viewed themselves as excellent in assessing learners‘ 

evaluation comprehension skills.  

 

Table 5. Assessing evaluation comprehension skills 

  

Frequen

cy 

 

Percen

t 

 

Valid 

Percent 

Cumulative Percent 

Valid Weak 6 6.7 7.1 7.1 

 Fair 7 7.8 8.2 15.3 

 Good 58 64.4 68.2 83.5 

 Excelle

nt 

14 15.6 16.5 100.0 

 Total 85 94.4 100.0 

Missi

ng 

System 5 5.6 

Total  90 100.0 

 

Teachers Assess Learners’ Appreciation Comprehension Skill 

On the extent to which teachers assess learners‘ appreciation comprehension skills, data 

show 55 (64.7%) viewed themselves as good. Whereas, 20 (23.5%) viewed themselves 

as excellent. On the other hand, 4(4.7%) viewed themselves as fair, whilst 6(7.1%) 

view themselves as weak. The data shows that 6 (7.1%) of the respondents viewed 

themselves as weak in assessing literal, reorganizational, inferential, and evaluation 

comprehension skills. However, data show an increase from 2.4% who viewed 

themselves as excellent in assessing literal comprehension to 23.5% who viewed 

themselves as excellent in assessing appreciation comprehension skills which is the 

highest level of questioning.  

 

 

 



GEN 2021, South Africa: Conference Proceedings  

Page - 493 - 
 

Table 6. Assessing appreciation comprehension skills 

 

  

Frequen

cy 

 

Percen

t 

 

Valid 

Percent 

Cumulative Percent 

Valid Weak 6 6.7 7.1 7.1 

 Fair 4 4.4 4.7 11.8 

 Good 55 61.1 64.7 76.5 

 Excelle

nt 

20 22.2 23.5 100.0 

 Total 85 94.4 100.0 

Missi

ng 

System 5 5.6 

Total  90 100.0 
 

Teachers Identify Areas where Learners are Experiencing Difficulties After 

Assessment 

With regards to the extent to which the teachers identify areas where learners are 

experiencing difficulties after assessment, data show 56 (65.8%) of the respondents 

viewed themselves as excellent. Whereas 21(24.7%) viewed themselves as good. 

However, 2 (2.4%) viewed themselves as fair, whilst 6(7.1%) viewed themselves as 

weak. Notably, data show a decrease of those who view themselves as good in 

assessing literal, reorganizational, inferential, evaluation, appreciation comprehension 

skills compared to those who view themselves as good in identifying areas where 

learners are experiencing difficulties after assessment. 

 

Table 7. Identifying areas where learners are experiencing 

difficulties after assessment 

 

  

Frequen

cy 

 

Percen

t 

 

Valid 

Percent 

Cumulative Percent 

Valid Weak 6 6.7 7.1 7.1 

 Fair 2 2.2 2.4 9.4 

 Good 21 23.3 24.7 34.1 

 Excelle

nt 

56 62.2 65.9 100.0 

 Total 85 94.4 100.0 

Missi

ng 

System 5 5.6 

Total  90 100.0 

 

Changing Teaching Strategies Based on Assessment Result 

On the extent to which the teachers change their teaching strategies based on 

assessment results, data show that 59 (69.4%) of the respondents viewed themselves as 

good, whilst, 8(9.4%) view themselves as excellent. Whereas, 18(21.2%) viewed 

themselves as fair. Even though the majority of the teachers view themselves as good in 

changing their teaching strategies based on the assessment results, the minority of 21.2 

% who view themselves as fair is a concern in this data.  
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Table 8. Changing my teaching strategies based on assessment results 
 

  

Frequenc

y 

 

Percen

t 

 

Valid 

Percent 

Cumulative Percent 

Valid Fair 18 20.0 21.2 21.2 

 Good 59 65.6 69.4 90.6 

 Excell

ent 

8 8.9 9.4 100.0 

 Total 85 94.4 100.0 

Missi

ng 

Syste

m 

5 5.6 

Total  90 100.0 

 

Changing Assessment Strategies Based on the Assessment Result 

With regards to the extent to which the teachers change their assessment strategies 

based on the assessment result, data show 58 (68.2%) viewed themselves as good. 

Whereas, 10(11.8%) viewed themselves as excellent. However, 17 (20%) of the 

respondents viewed themselves as fair. This data is consistent with the minority of 

respondents who viewed themselves as fair in changing their teaching strategies based 

on the assessment results. 

 

Table 9. Changing my assessment strategies based on assessment results 
 

  

Frequen

cy 

 

Percen

t 

 

Valid 

Percent 

Cumulative Percent 

Valid Fair 17 18.9 20.0 20.0 

 Good 58 64.4 68.2 88.2 

 Excelle

nt 

10 11.1 11.8 100.0 

 Total 85 94.4 100.0 

Missi

ng 

System 5 5.6 

Total  90 100.0 

 

Using Appropriate Assessment Tools when Assessing Reading Comprehension 

On the extent to which the teachers use appropriate assessment tools when assessing 

IsiXhosa HL reading comprehension, data show 62(72.9%) who viewed themselves as 

good, whereas, 19 (22.4%) viewed themselves as excellent. Data show that 4(4.7%) of 

the respondents viewed themselves as fair. That means the majority of 81(95.3%) 

viewed themselves as good in using appropriate assessment tools when assessing 

IsiXhosa HL reading comprehension. 
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Table 10. Using appropriate assessment tools when assessing reading 

comprehension 
 

  

Frequen

cy 

 

Percen

t 

 

Valid 

Percent 

Cumulative Percent 

Valid Fair 4 4.4 4.7 4.7 

 Good 62 68.9 72.9 77.6 

 Excelle

nt 

19 21.1 22.4 100.0 

 Total 85 94.4 100.0 

Missi

ng 

System 5 5.6 

Total  90 100.0 

 

Ensuring that Assessment Tasks Assess Different Abilities of all Learners in 

Classroom 

With regards to the extent to which the teachers ensure that assessment tasks assess 

different abilities of all learners in the classroom, data show that 50 (58.8%) of the 

respondents viewed themselves as good. However, 10 (11.8%) viewed themselves as 

excellent. That means 60 (70.6%) of the respondents viewed themselves as good in 

ensuring that assessment tasks assess different abilities of all learners in the classroom. 

This is consistent with the respondents who viewed themselves as good in 

differentiating assessment to accommodate all learners. Additionally, 25 (29.4%) 

viewed themselves as fair in ensuring that assessment tasks assess different abilities of 

all learners in the classroom 

 

Table 11. Ensuring that assessment tasks assess different abilities of all learners in 

the classroom 

  

Frequen

cy 

 

Percen

t 

 

Valid 

Percent 

Cumulative Percent 

Valid Fair 25 27.8 29.4 29.4 

 Good 50 55.6 58.8 88.2 

 Excelle

nt 

10 11.1 11.8 100.0 

 Total 85 94.4 100.0 

Missi

ng 

System 5 5.6 

Total  90 100.0 
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Teachers Design an Improvement Plan Based on the Performance of Learners in 

the Isixhosa HL Reading Comprehension Assessment 

With regards to the extent to which the teachers design an improvement plan based on 

the performance of learners in IsiXhosa HL reading comprehension assessment, data 

show 58 (68.2%) viewed themselves as good. At the same time, 10 (11.8%) viewed 

themselves as excellent, whereas 17(20%) viewed themselves as fair. That means the 

majority of the respondents, 68(80%) viewed themselves as good, whereas the 

minority, 20% viewed themselves as fair.  

 

Table 12. Designing an improvement plan based on the performance of the 

learners in a reading comprehension assessment 

 

  

Frequen

cy 

 

Percen

t 

 

Valid 

Percent 

Cumulative Percent 

Valid Fair 17 18.9 20.0 20.0 

 Good 58 64.4 68.2 88.2 

 Excelle

nt 

10 11.1 11.8 100.0 

 Total 85 94.4 100.0 

Missi

ng 

System 5 5.6 

Total  90 100.0 
 

Teachers Reflect on their Lesson After Assessing Isixhosa HL Reading 

Comprehension 

On the extent to which the teachers reflect on their lesson after assessing IsiXhosa HL 

reading comprehension, data show 44(51.8%) of the respondents viewed themselves as 

good. Whereas, 37(43.5%) viewed themselves as excellent. Notably, on the extent to 

which teachers change their teaching strategies, 8 (9.4%) viewed themselves as 

excellent, yet that has increased to 37(43.5%) on the extent to which the teachers reflect 

on their lesson after assessing IsiXhosa HL reading comprehension. However, 4 (4.7%) 

of the respondents viewed themselves as fair on reflecting on their lesson after 

assessing IsiXhosa HL reading comprehension. 

 

Table 13. Reflecting on my lesson after teaching reading comprehension 

 

  

Frequen

cy 

 

Percen

t 

 

Valid 

Percent 

Cumulative Percent 

Valid Fair 4 4.4 4.7 4.7 

 Good 44 48.9 51.8 56.5 

 Excelle

nt 

37 41.1 43.5 100.0 

 Total 85 94.4 100.0 

Missi

ng 

System 5 5.6 

Total  90 100.0 

 

Integration of Qualitative and Quantitative Data   

 The quantitative phase revealed more on the assessment of IsiXhosa HL reading 

comprehension. For instance, the majority of the respondents, 79(92.9%) indicated that 

they do assess IsiXhosa HL reading comprehension.  However, from the data, it 

emerged that 44 (51.8%) of the respondents viewed themselves as weak in 

differentiating assessment to accommodate diverse learners. The majority of the 
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respondents 68(80%) viewed themselves as good in assessing learners pre-reading, 

during reading, and after reading comprehension. There were contradictions in the 

respondents‘ responses on what they assess.  

For instance, in the quantitative phase, majority of the respondents assess literal 

comprehension skills, (77.6%); reorganisation comprehension skills, (80%); inferential 

comprehension skills, (75.2%); evaluation comprehension skills, (84.7%), and 

appreciation comprehension skills, (88.2%). What is appalling in this data is that those 

who viewed themselves as weak in assessing literal comprehension viewed themselves 

good/ excellent in assessing other comprehension skills. This is surprising because 

literal comprehension skills are of a low order according to Barret‘s Taxonomy. 

Quantitative data show that majority of the teachers change their teaching strategies 

based on the assessment results. Furthermore, majority of the respondents indicated that 

they change assessment strategies and design improvement plans.  

With regards to qualitative data, all six (6) participants reported that they do assess 

reading comprehension. However, the participants‘ understanding of assessing reading 

comprehension differed. 

Contrary to the quantitative phase, qualitative data reveal that the participants 

spend less time assessing actual reading comprehension. Instead, they focus on 

assessing phonic and phonemic awareness. Furthermore, the participants reported that 

since they are expected to have evidence of assessing reading comprehension, they do 

give learners ―minor tasks‖ based on the text they read. That means these kinds of 

assessments are for compliant purposes only. The participants complained that the 

assessments as prescribed by the curriculum (CAPS) and now NECT ―assume that 

learners are at the same level cognitively‖.  

The participants in the qualitative phase reported that they give many questions 

on literal comprehension skills and inferential skills. This is different from the 

quantitative data where they reported that they give less literal comprehension skills. 

Participants in the qualitative phase reported that they give more literal comprehension 

and inferential comprehension skills because learners‘ assessment tasks marks are to be 

recorded and be used on the South African School Administration and Management 

System (SA-SAMS) for progression.  

The participants complained that the system requires a specific number of tasks 

with a specific focus within IsiXhosa HL; therefore, reading comprehension as one of 

the components has its marks.  It emerged from the participants‘ assertions that as 

teachers, they are expected to conform; as a result, they end up compromising quality in 

order to comply. Assessing reading comprehension seems to be a problem according to 

the participants in a qualitative phase, as they claim the issue of focusing on phonics 

and phonemic awareness.  

Muayanah (2014) asserts that Barrett's taxonomy categorizes reading 

comprehension skills into five levels of comprehension. These levels are presented in 

the hierarchy from the lowest to the highest level of reading. They are: literal, 

reorganization, inference, evaluation, and appreciation. Jude and Ajay (2012) assert that 

literal comprehension is a basic form of reading comprehension that involves 

understanding the facts and descriptions that are explicitly stated, not alluded to, or 

inferred in the text. That means literal comprehension questions are questions that of 

the lower level of thinking. Similarly, Goff (2010) asserts that literal comprehension is 

a process that involves reading to understand the surface meaning. Participants in the 

qualitative phase seemed to only focus on this level of questioning. That means there is 

a limited variety of questions that also assist teachers to find out how to improve their 

strategies. Hus and Matjašič (2017, p. 664) contend that ―assessment is the process of 
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finding and interpreting evidence to be used by learners and teachers to enable them to 

establish exactly where the learners are in their learning, where they have to focus on 

and what best way to get there is‖. In the quantitative phase, the respondents indicated 

that the feedback from the assessment helps them to change their teaching strategies 

and their assessment strategies. The Qualitative phase reveals an image of the teachers 

who are not innovative, who only assess because they want to comply. As such, 

teachers confuse the purpose of formative and summative assessment. Formative 

assessment is embedded in the teaching and learning process and provides feedback to 

the teacher in the course of teaching to enable him or her judge how well students are 

learning (Amua-Sekyi, 2016). Therefore, summative assessment takes place at the end 

of a course or programme to determine the level of students‘ achievement or how well 

a programme has performed (Ibid). 

 

Conclusion  

The paper concludes that the teachers believe that they can assess IsiXhosa Home 

Language reading comprehension. However, the data reveals that the teachers in their 

assessment focus more on assessing phonics, phonemic awareness, fluency, and 

vocabulary, instead of reading comprehension. Thus, there should be a concerted effort 

to focus on assessing reading comprehension.   
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Abstract 

This paper examined academic stress management and productivity in public 

universities in Lagos State, Nigeria. The study adopted a correlational design. The 

population of the study comprised 1,900 academic staff in two public universities in 

Lagos State, Nigeria. Three research questions were raised and three null hypotheses 

were tested at a 0.05 level of significance. A sample of 550 respondents was drawn 

through simple random sampling techniques. Two research instruments titled 

„Academic Stress Management Questionnaire‟ (ASMQ) and „Lecturers‟ Productivity 

Questionnaire‟ (LPQ) were used for data collection. Content validity of the instruments 

was ensured by test experts and the reliability consistency of the instruments was 0.69 

using Cronbach‟s alpha. The Kendall's tau-b correlation was used to analyse data 

collected via Statistical Package for Social Science (SPSS) version 23.0.  The findings 

of hypotheses 1, 2, and 3 showed that: a significant relationship existed between 

academic staff teaching stress and lecturers‟ productivity in public universities in 

Lagos State, Nigeria (τb = .561; N=550; p<0.05);  a significant relationship existed 

between academic staff research stress and lecturers‟ productivity in public universities 

Lagos State, Nigeria (τb =.651; N=550; p>.05); and a significant relationship existed 

between academic staff community services stress and lecturers‟ productivity in public 

universities Lagos State, Nigeria (τb = .595; N=550; p>.05). Based on the findings, the 

study concluded that academic stress can be properly managed if the management of 

public universities caters for lecturers‟ welfare and provide enabling environment for 

teaching, research, and community services. Therefore, it is recommended amongst 

other that government should increase academic research fund allocated to public 

universities via Tetfund, needs assessment fund, and provide adequate teaching 

facilities for academic staff to be more productive.  

 

Keywords: Academic Staff, Stress, Workload, Productivity and Tertiary Institution 

 

Introduction 

Globally, the university seems to be a citadel of learning where teaching, research and 

community service are implemented for academic excellence.  Tertiary education is the 

education given after secondary education either in universities, colleges of education, 

polytechnics, monotechnics, and including those institutions offering correspondence 

courses (Shittu, Ajimuse & Idowu, 2020). University is an ivory tower where teaching, 

learning and research take place for academic purposes. University education offers 

academic programmes and admission to students that desire knowledge. Today, most 

public universities in Nigeria float new courses in the area of creativity and 
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entrepreneurship for national development. An academic staff is a lecturer that teaches 

in tertiary institutions. Lecturers are the cornerstone of the university system. Academic 

staff qualification and experience are prerequisites for teaching and research processes. 

The planning, organizing, coordinating, directing, and reporting of academic staff is 

inevitable for public universities in Nigeria. The excess workload for academic staff in 

public universities in Lagos State increases at geometric progression while the 

lecturers‘ is at an arithmetic progression which is the major cause of stress.    

Most often, lecturers are bedeviled with academic stress due to excess workload 

in the teaching occupation. According to Adeshina (2021), stress is the feeling of 

pressure or worry when there is a problem or issue going on in a person‘s life; it‘s an 

emotional or a physical tension as the thought of the problems at hand makes one 

nervous, agitated, or frustrated. If stress is allowed to become excessive, it may lead to 

sickness or psychosomatic disorder like fever, sneezing, hypertension, peptic ulcers, 

colitis, high blood pressure, constipation, alcoholism, insomnia, chronic fatigue, 

migraine, heart disease, dizziness, and nervous dermatitis. According to Adeshina 

(2021), the physical symptoms of stress include low energy, headaches (migraine most 

likely), chest pain or rapid heartbeat, stomach upset, high blood pressure, difficulty in 

breathing, insomnia, frequent cold among other. Behavioural symptoms of stress 

include: change in eating habits, either not eating or eating too much, procrastination 

and avoiding responsibilities, increased use of alcohol, drugs, or cigarettes, exhibiting 

nervous behaviour such as nail-biting, and pacing. However, the psychological and 

emotional signs of stress include: depression or anxiety, anger, irritability, or 

restlessness, feeling overwhelmed, lack of motivation, trouble sleeping or sleeping too 

much, constant worry, lack of concentration, making bad decisions, and others. 

According to Malik (2011), occupational stress occurs when there are disagreements 

between the demands of the place of work and those of the individuals‘ capabilities. 

Above all, effective stress management helps academic staff to remove stress of their 

life such that the lecturers can be happier, healthier, and more productive. 

 

Management of Academic Stress and Lecturers’ Productivity in Public 

Universities 

Academic staff stress can be said to be normal if there is a regular balance in the time 

used to carry out numerous organizational goals and duties in such a way that the 

mental and physical state of the person doing the work is not affected. When 

calculating normal workload, three important variables should be considered. These 

are: Task, Time, and Frequency of labour. Task refers to the job to be done. Tasks can 

be broken down into daily, detail, and project. Daily tasks are routine jobs that need to 

be carried out on a daily basis, an example of such tasks for a lecturer is teaching. 

Detail tasks can be performed on a set-schedule basis and are more involved than daily 

work. Examples of detailed tasks are supervision of student projects, marking and 

grading of scripts, and research and publications. Project tasks are performed less 

frequently: anywhere from weekly to annually. Examples of these are community 

service and attending meetings that are school-related (Amini-Philips & Okonmah, 

2020). 

The workload can be seen as heavy when the workload exceeds the capacity to 

manage thereby making productivity to be negatively affected. Often, the cumbersome 

workload of these lecturers tends to be accompanied by stress as their job description 

entails working long hours and this could lead to stress if not properly handled (Amini-

Philips & Okonmah, 2020). Lecturers are also exposed to a variety of other duties some 

of which are complex and sometimes conflicting with their primary roles as teachers 
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and academic staff. They are exposed to doing so many work almost at the same time 

with the teaching job which is primary. Some of which are examination officers, chart 

coordinators, directors, head of departments, deans, provost, project supervisors, at 

undergraduate and graduate levels, attending conferences, and publication of papers, 

teach very large classes as against NUC recommendation of 12 students to 1 lecturer 

(Osaat & Ekechukwu, 2017). 

However, Lecturers in public universities engaged in teaching, research, and 

community services. Academic staff stress was divided into three categories namely: 

Academic teaching stress; academic research stress and academic community service 

stress. The academic teaching stress involves delivering lectures, students‘ seminars, 

practical demonstration, preparing for classes, teaching practice exercise;  invigilation 

of students examination; marking and grading of examination scripts and hold trust for 

the implemented curriculum of higher education. According to Osaat and Ekechukwu 

(2017), teaching is a difficult task and demands serious commitment to be effective. 

Teaching involves adequate preparation of what to be taught through researches, 

regularity, and punctuality to the class to implement what had been prepared. Teaching 

extends to evaluating the students through tests, assignments, and examinations, and 

particularly teaching extends to marking examination scripts and production of results. 

The excess workload of lecturers encumbers many administrative assignments like 

Head of Department, Deans, Director, and Vice-Chancellor position. 

However, academic staff research stress involves lecturer‘s researches for 

academic publications for promotion; attending national and international academic 

conferences, supervision of the undergraduate project, postgraduate dissertation, and 

Ph.D. thesis. This is especially true for university teachers where there is a proverb 

well-circulated: ―publish or perish‖.  A lecturer must publish a good amount of articles 

in referred journals with a good reputation; he/she should attend national and 

international seminars, conferences, workshops, and training programs to gather and 

develop up to date knowledge and information about teaching, learning and 

development (Mahmood and Yaqub, 2016). The certified lecturer possesses a 

bachelor‘s degree; master‘s and most importantly Ph.D. However, the academic staff 

community service stress involves lecturer appointments to serve at local and 

international organisations. According to Makhbul and Khairuddin (2014), community 

service refers to the activities of academics involving participation in external 

committees or organizations outside the university. These activities include services 

extended to the government; professional associations, public and community 

organizations, other universities, and activities such as the external examination of 

theses, consultancy work, and appearances as an invited expert in a media event. 

Lecturers owe responsibilities to the society in the aspect of contribution of knowledge 

and social welfare. Lecturers have to contribute their knowledge and expertise to 

society either locally or at the international level. Akinfolarin (2013) posited that the 

education industry in Nigeria has been neglected through lack of adequate funding at 

all levels, low lecturers wages and salaries, lack of proper supervision of human and 

material resources, low research facilities across various levels of education. Basic 

amenities such as water and electricity are also very important for lecturers‘ job 

satisfaction and motivation, for example, sanitary facilities are especially important to 

motivate female lecturers or teachers to work at a given school. The workload can be 

seen as the amount of work assigned to an individual for completion within a certain 

time. Relating it to the lecturers,  the workload is a professional and non-professional 

job carried out by the lecturers as they carry out their duties in the instruction of 

students.  
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Meanwhile, management of academic stress is the best form of stress prevention in 

public universities in Nigeria. Management of academic stress involved planning, 

organising, staffing, coordinating and reporting of lecturer work load toward 

accomplishing educational goals and objectives. Academic stress and workload may 

cause psychosomatic disorder for lecturers‘ and affect their physical and mental health. 

If lecturers‘ are already stressed, their Head of Department should be aware of it and 

know how to help to get the best out of their academic staff. Poor academic 

environment, research stress, and community services systems and the way we manage 

them, can cause job stress. Job stress could affect the university by increasing 

absenteeism, decreasing commitment to work, increasing staff turn-over, impairing 

performance and productivity, increasing complaints from students, increasing 

mistakes, and causing damage to the University‗s image both among its workers and 

external forces (Nnuro, 2012).  

Moreover, productivity refers to the optimization of the input and output of a 

task toward achieving organisational goals and objectives. Academic staff productivity 

can be said to be useful results obtained from efforts made by the lecturers to attain 

educational goals in the university system. Uyeri (2016) posited that productivity is a 

measure derived by input/output analysis. The extent of lecturers‘ efficiency, 

effectiveness, and productivity in their teaching and researching responsibility may not 

be guaranteed in the face of stress orchestrated with excess workloads. In the 

educational system, productivity refers to the ratio between the total educational output 

and the resource inputs utilized in the production process. Productivity is a measure of 

how well resources such as information, finance, human and physical resources are 

combining and utilized to accomplish specific and desirable results (Ejiogu in 

Abdulganiyu, 2015). 

 

Problem of the Study 

It has been observed that most academic staff in public tertiary institutions are 

bedeviled with stress and workload. Though, it is essential to work but being conscious 

of stress may hinder productivity. Several challenges confront lecturers in Nigerian 

public Universities. Firstly, teaching a large number of students in the small classroom 

without a public address system; poor internet facilities and use of technology to teach 

online; and inconducive environment for teaching due to lack of electricity, ventilation, 

and sitting arrangement of the student. All these culminated to excess workload and 

stress for academic staff. Secondly, academic staff researches and supervision of 

students‘ projects often result in stress because lecturers must attend international and 

national conferences and make research for publications before they can be promoted. 

However, supervision of undergraduate project work and postgraduate dissertation and 

thesis put extra pressure on academic staff. Thirdly, community service engagement by 

academic staff also cause excess workload and stress for academic staff. 

 

Objective of the Study 

The objective of this study was to:  

1. examine the relationship between academic staff teaching stress and lecturers‘ 

productivity in a public university. 

2. determine the relationship between academic staff research stress and Lecturers‘ 

productivity in a public university.  

3. assess the relationship between academic staff community services stress and 

lecturers‘ productivity in a public university. 
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Research Hypotheses 

The following Null hypotheses were raised:  

Ho1: There is no significant relationship between academic staff teaching stress and 

lecturers‘ productivity in a public university. 

Ho2: There is no significant relationship between academic staff research stress and 

lecturers‘ productivity in a public university. 

Ho3: There is no significant relationship between academic staff community 

services stress and lecturers‘ productivity in a public university. 

 

Methodology 

The research design was descriptive survey and correlational. The target population 

comprised of all 1,900 academic staff in University of Lagos, Akoka, and Lagos State 

University, Ojo. The sample size comprised 550 lecturers randomly selected for the 

study. An instrument titled: Academic Stress Management Questionnaire (ASMQ) and 

Lecturers‘ Productivity Questionnaire (LPQ) was designed by the researcher. The 

questionnaire was purposively administered on 550 academic staff in the Faculty of 

Social Sciences, Faculty of Education, Faculty Law, Faculty of Art, Faculty of Science, 

Faculty of Engineering, and Faculty of management science in both University of 

Lagos and Lagos State University. 40 academic staff were randomly selected from each 

of the faculties selected for the study.  The questionnaire is divided into two sections: 

Section A and B. Section A contains the personal information of the respondents and 

section B contains the questionnaire items structured around the search questions. Each 

statement is measured on a four-point modifier Likert-type-rating scale, namely: 

―Strongly Agree (SA)‖, ―Agree (A)‖, ―Strongly Disagree (SD)‖ and ―Disagree (D)‖. 

The data collected were properly analyzed using Kendall's tau-b correlation coefficient. 

Content validity of the instruments was ensured by test experts and the reliability index 

of the instrument was persistently determined through Cronbach‘s alpha at 0.69 

meaning that the instrument is reliable. 

 

Results and Discussion 

Table 1: Kendall's tau-b correlation analysis between academic staff teaching stress 

and lecturers‘ productivity in public universities in Lagos State, Nigeria. 

 
Correlations 

Variables Academic Staff 

Teaching Stress 

Lecturers’ 

Productivity 

Kendall's tau_b 

Academic _Staff 

Teaching _Stress 

Correlation 

Coefficient 

1.000 .561 

Sig. (2-tailed) . .003 

N 550 550 

Lecturers'_Productivity 

Correlation 

Coefficient 

.561 1.000 

Sig. (2-tailed) .003 . 

N 550 550 

Source: Field Survey (2021) * Correlation was significant at the 0.05 level (2-tailed)*  

 

A Kendall's tau-b correlation was run to investigate the relationship between academic 

staff teaching stress and lecturers‘ productivity in a public university in Lagos State, 

Nigeria. The result indicated that there was a strong, positive correlation relationship 

between the academic staff stress and lecturers‘ productivity which was statistically 
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significant (τb = .561; N=550; p>0.05). Hence, the hypothesis which stated that ―there 

is no significant relationship between academic staff teaching stress and lecturers‘ 

productivity in a public university in Lagos State, Nigeria is rejected and alternate was 

accepted. The p-value of 0.003 is less than the 0.05 significance level which indicated 

the rejection of the null hypothesis. This implied that a statistically significant 

relationship existed between academic staff teaching stress and lecturers‘ productivity 

in a public university in Lagos State, Nigeria. These findings support Gwambombo 

(2013) which was a study that looked into the effect of teachers‘ workload on students‘ 

academic performance. The study revealed that teacher‘s workload was heavy and has 

a negative effect on students‘ academic performance. The study recommended that this 

could be prevented if the government employed competent teachers in order to spread 

the teaching work force. 

 

Table 2: Kendall's tau-b correlation analysis between academic staff research 

stress and lecturers’ productivity in public a university in Lagos State, 

Nigeria. 
 

Correlations 

Variables Academic 

Staff Research 

Stress 

Lecturers’ 

Productivity 

Kendall's tau_b 

Academic_Staff 

Research_Stress    

Correlation 

Coefficient 

1.000 .651 

Sig. (2-tailed) . .003 

N 550 550 

Lecturers‘ _productivity 

 

Correlation 

Coefficient 

.651 1.000 

Sig. (2-tailed) .003 . 

N 550 550 

Source: Field Survey (2021) * Correlation was significant at the 0.05 level *(2-tailed)* 

 

A Kendall's tau-b correlation was run to investigate the relationship between academic 

staff research stress and lecturers‘ productivity in a public university in Lagos State, 

Nigeria. The result indicated that there was a strong, positive correlation relationship 

between academic staff research stress and lecturers‘ productivity which was 

statistically significant (τb = .651; N=550; p>0.05, 2-tailed). Hence, hypothesis-two 

which stated that ―there is no significant relationship between academic staff research 

stress and lecturers‘ productivity in a public university in Lagos State, Nigeria is 

rejected and alternate was accepted. The p-value of 0.003 is less than the 0.05 

significance level which indicated the rejection of the null hypothesis. This implied that 

a statistically significant relationship existed between academic staff research stress and 

lecturers‘ productivity in a public university in Lagos State, Nigeria. This findings 

opposed Alabi et al (2012) and Otaroghene (2013) that lack of infrastructure and work 

load are major causes of job stress among academic staff in University of Ibadan 

followed by conduct of examination, time pressure and students indiscipline 

respectively. More so, this study supported Amini-Philips & Okonmah (2020) that 

increase in research workload leads to decrease in productivity. 
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Table 3: Kendall's tau-b correlation analysis between academic staff community 

services stress and lecturers’ productivity in a public university in Lagos 

State, Nigeria. 
Correlations 

Variables Academic_ 

Staff_ 

Community_ 

Services 

_Stress_  

Lecturers’_ 

Productivity 

Kendall's tau-b 

Academic_Staff_Commu

nity_Services_ Stress 

 

Correlation 

Coefficient 

1.000 .595 

Sig. (2-tailed) . .003 

N 550 550 

Lecturers‘_Productivity 

Correlation 

Coefficient 

.595 1.000 

Sig. (2-tailed) .003 . 

N 550 550 

Source: Field Survey (2021) * Correlation was significant at the 0.05 level*(2-tailed)* 

 

A Kendall's tau-b correlation was run to investigate the relationship between academic 

staff community services stress and lecturers‘ productivity in a public university in 

Lagos State, Nigeria. The result indicated that there was a significant relationship 

between academic staff community services stress and lecturers‘ productivity (τb =.595; 

N=550; p>0.05, 2-tailed). Hence, hypothesis three which stated that there is no 

significant relationship between academic staff community services stress and 

lecturers‘ productivity in a public university in Lagos State, Nigeria is rejected and 

alternate was accepted. The p-value of 0.003 is less than 0.05 the significance level 

which indicated the rejection of the null hypothesis. This implied that a statistically 

significant relationship existed between academic staff community services stress and 

lecturers‘ productivity in a public university in Lagos State, Nigeria. This findings 

support Amini-Philips & Okonmah (2020) that there is a significant high negative 

relationship between lecturers‘ participation in community service workload and 

productivity in universities in Delta State. 

 

Conclusion 

Based on the findings of this study, academic stress can be properly managed if the 

management of public universities caters for lecturers‘ welfare, payment for earned 

academic allowance and provide enabling environment for teaching, research, and 

community services. The study concluded that academic stress is major predictors of 

low productivity among academic staff in public Nigerian universities due to poor 

working, lack of infrastructure, work load, overseeing the conduct of examination, time 

pressure for academic research, a compilation of results, and student‘s project 

supervision. Therefore, that excess workload of lecturers leads to stress and affects their 

level of productivity in their teaching, research and community services. 

 

Recommendations 

Based on the findings, the following recommendations are made: 

1. Government should increase academic research funds through Tetfund and 

encourage academic staff to win academic research grants for educational 

development.  
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2. Authorities of a public university should provide enabling teaching environment 

for academic staff to be more productive and proactive. 

3. Academic staff should always ensure that their teaching activities are well 

prioritized to give adequate attention to the learning need of students. 

4. University Councils should ensure that a comfortable student-lecturer ratio 

policy is well implemented to ensure parity and productivity.  

5. University management should employ an adequate number of universities 

lecturer to reduce teaching and research workload. 

6. Nigerian government should implement Earned Academic Allowance academic 

staff to cater for welfare and regular health checkups to stay healthy. 

7. Government should improve the welfare of academic staff in public universities 

and motivate lecturers especially in the supervision of students‘ projects and 

postgraduate thesis. This can be done through ensuring progressive periodic 

salary increments, staff development programmes as well as lecturers 

involvement in decision making. 

8. The periodic mandatory medical check-up should be initiated by the University 

Councils. Health talks and relevant on-the-spot check-ups will also help in 

reducing stress. 

9. Universities management should also provide recreational facilities in their staff 

quarters and not just open fields that have no recreation equipment. Corporate 

bodies can be approached to finance such projects and these projects are named 

after them. 
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Abstract 

Wastewater intensification remains a major world challenge. An increase in water use 

due to an increase in the human population and urbanization has led to the generation 

of large amounts of untreated effluents. These effluents are loaded with synthetic or 

naturally occurring chemicals and pathogenic microorganisms and are released into 

the environment daily. Wastewater generation comes from textile, pharmaceuticals, 

plastic and chemical industries, medical facilities, agricultural settings, oil spills, and 

residential homes, with surface and underground water bodies being the sinks for the 

discharge of these effluents. The deterioration of wastewater treatment facilities 

caused, among other things, by corruption, a lack of expertise, a lack of funds, and a 

poor operational state of wastewater infrastructure, has increased persistent organic 

pollutants and microbial loads. In many developing countries, people still rely on the 

surface and underground water as their primary source of domestic water supply, 

exposing them to microbial diseases and new contaminants. Toxicological studies have 

shown that these pollutants are endocrine disruptors, circulate virulent pathogens, and 

may have long-term health implications. The health risk of these pollutants is usually 

evident in the young, pregnant, aged, and people whose immune systems might have 

been compromised. Today, the world continues to seek lasting solutions to disease 

outbreaks and prevalence. Considering that the volume of wastewater generated is 

uneven with wastewater treatment, and the treatment measures available are not 

reliable, the health status of the present and future generations remains at high risk 

making wastewater intensification a thing of public health concern. 

 

Keywords: Wastewater, Pollutants, Health risk, Urbanization, Microbial load 

 

Introduction 

Water is a natural resource essential for life on earth. It is important for the existence of 

man and the ecological system (Rathore et al., 2014). About 70 percent of the earth is 

water. Though water is abundantly available in the universe, only 3% of it is freshwater 

and is regularly renewed by rainfall and other means, thus available on a sustainable 

basis and easily considered accessible for human use (Sulieman et al., 2010). Water 

pollution is one of the biggest challenges facing the world today as a result of 

wastewater intensification. According to the United Nations (UN), 2.2 billion people 

worldwide lack access to safe, readily available water at home. Of the 2.2 billion 

people,  844 million do not have a basic drinking water service (WHO and UNICEF, 

2017). This includes 263 million people who have to spend over 30 minutes per trip 

collecting water from sources outside the home and 159 million who still drink 

untreated water from surface water sources such as streams or lakes (UN, 2020). 

Wastewater is any water that has been adversely affected in quality by 

anthropogenic influences (Rathore et al., 2014). Wastewater contains a wide range of 

contaminants at varying concentrations which can be potentially harmful or can lead to 
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degradation in water quality (Bundschuh et al., 2011). It comprises liquids, solids, and 

gaseous waste that are discharged from domestic residences, commercial properties, 

industrial plants, agriculture facilities, oil spills, and medical facilities (Ratola et al., 

2012). Wastewater contains a large amount of organic matter, nitrate phosphate, 

detergents, heavy metals, hydrocarbons, radionuclides, inorganic salt, oil, and 

pathogens (Edokpayi et al., 2015). Potable water becomes wastewater after getting 

contaminated with all or some of these potential contaminants (Garode & Sonune, 

2014). A rapid increase in population and urbanization has resulted in a dramatic 

increase in the generation of municipal waste. According to the World Health 

Organization (WHO), about 80% of water pollution in developing countries is caused 

by municipal waste (Sonune et al., 2015) and this has a negative impact on plants, 

animals, humans, and the environment. Considering the drastic generation of 

wastewater, this study reviewed the fate of emerging pollutants in wastewater and their 

future environmental and health implications. 

 

Sources of Wastewater 

 

Medical Facilities 

Wastewater from medical facilities represents a particular type of effluent that is loaded 

with pathogenic microorganisms, pharmaceutical partially metabolized, radioactive 

elements, and other toxic chemical substances (Aurelien et al., 2013). In medical 

facilities such as hospitals, isolation centers, clinics, dialysis centers, rehabilitation 

centers, psychiatric care centers, a lot of water is utilized by various departments, 

leading to the generation of wastewater. Non metabolized drug excreta and other 

chemical compounds are released into the wastewater, which is not properly treated 

before releasing it into the environment (Gharbia et al., 2016). Due to the increased 

utilization of antibiotics, the wastewater contains a larger number of resistant organisms 

carrying transmissible genes which they transfer to other organisms making infections 

caused by these organisms difficult to treat. Medical wastewater if left untreated has a 

negative effect on the environment. There could also be an outbreak of waterborne 

diseases and contamination of surface and groundwater (Amouei et al., 2015). Also, 

infectious viral particles found in the feces of patients can survive in extreme 

wastewater environments, with a potential risk of infecting people exposed to untreated 

sewage wastewater (Isaac et al., 2020). 

 

Domestic Wastewater 

Domestic wastewater is a major source of water contamination since it contains water 

from excreta, urine, fecal sludge, cooking, laundry, and bathing (Sonune et al., 2015). 

The majority of the world‘s population has no means of disposing sanitary wastewater 

from toilets and a greater number lack adequate means of disposing wastewater from 

kitchens and baths (Dubey, 2013). Domestic wastewater strength and composition vary 

on an hourly, daily, and seasonal basis, with average strength, influenced by per capita 

water use, habits, diet, living standard, and lifestyle (Libralto et al., 2012). The main 

reason is the variation in water usage in households. Households in affluent countries 

consume more water than those in developing countries. Domestic wastewater is 

typically grey, has a musty odor, and contains solids. Feces, food particles, toilet paper, 

grease, oil, soap, salts, and metals make up the solid substance (Rathore et al., 2014). 
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Industrial Wastewater 

Industrial wastewater is one of the most common forms of water contamination, putting 

the environment, human lives, and ecosystems in jeopardy (Sonune et al., 2015). 

Rubber plantations, mining, brewing, paper, pulp, and palm oil production, as well as 

medical, food, and beverage manufacturing, are all common sectors in Africa (Sabah 

and Ahmed, 2019). These industries generate enormous amounts of wastewater with 

high levels of waste and a disposal challenge, resulting in negative repercussions. 

Industrial effluents are characterized by their abnormal turbidity, conductivity, 

chemical oxygen demand (COD), total suspended solids (TSS), biological oxygen 

demand (BOD), and total hardness (Aboulhassan et al., 2014). Sometimes the 

consequences of industrial wastewater spills on the human population and environment 

prove to be tragic. 

 

Agricultural Wastewater 

Agriculture is the major source of income for about 90% of the rural population. 

Extensive farming and livestock intensification activities have led to an increase in the 

generation of agricultural waste (Murray et al., 2011). Agricultural wastewater 

comprises nutrient runoff, microbial runoff, chemical runoff, and residues of veterinary 

drugs. Nutrient runoff containing Nitrogen and Phosphorus are key pollutants found in 

agricultural runoff. They are applied to farmland in several ways, including as fertilizer, 

animal manure, and municipal wastewater, and can result in eutrophication of the 

receiving water bodies. Microbial runoff from livestock or use of excreta from 

domestic animals, such as poultry, cattle, sheep, and pigs as fertilizer generates 85% of 

the world‘s animal fecal waste (Gharbia et al., 2016). Chemical runoff from pesticides, 

herbicides, and other agrochemicals can result in contamination of surface and 

groundwater. (UNESCO, 2012). 

 

Personal Care Products (PCPs) 

Personal care products are manufactured from a variety of active and inert substances 

which include both prescribed as well as non-prescribed pharmaceuticals that are used 

by humans for personal care purposes and animals for veterinary purposes (Jiang et al., 

2013). It consists of different products like synthetic hormones, sunscreens, analgesics, 

cosmetics, insect repellents, shampoos, toiletries, preservatives, fragrances, lipid 

regulators, and steroids. Personal care products are different from some 

pharmaceuticals in the way of their application as they are used directly on our body to 

change or improve our body appearance, taste, and odor, unlike other pharmaceuticals 

which are ingested (Fawell & Ong, 2012). In addition to this, a number of disinfectants 

like chloroprene and triclosan are used by industries in the manufacture of different 

consumer products in the form of hand soap, sportswear, air fresheners, lotions, 

toothpaste, plastics, medical disinfectants, mouthwash, and toys (Fawell & Ong, 2012; 

Houtman, 2010). In the last few decades, due to continuous usage of PCPs, a massive 

amount of personal care products either in their original or transformed form make their 

way into the water and are identified in wastewater treatment plants. Generally, micro-

pollutants make their way into the aquatic environments, i.e., surface water due to 

recreational activities like swimming, and also due to daily activities like bathing, 

showering along with other technological processes. We all know the ill effect of PCPs 

on our environment and water system, but still, their discharge is unregulated and they 

are carelessly thrown into our immediate environment.  
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Pollutants of Emerging Concern 

 

Phenolic Compounds 

Phenolic compounds are priority pollutants with high toxicity even at low 

concentrations (Zhang., 2014). Phenol exists in common derivatives such as Bisphenol 

A (BPA), chlorophenols (CPs), and phenolic endocrine-disrupting compounds 

(Khazaali et al., 2014). Phenolic compounds are present in the effluents of various 

industries such as oil refining, petrochemicals, pharmaceuticals, coking operations, 

resin manufacturing, plastics, paint, pulp, paper, and wood products (Mohammadi et 

al., 2015). Discharge of these compounds without treatment may lead to serious health 

risks to humans, animals, and aquatic systems. Phenol possesses hazardous health 

effects that can be both acute and chronic (Agunbiade & Moodley, 2014). Long-term 

exposure can lead to irregular breathing, muscle weakness, tremors, coma, and 

respiratory arrest at lethal doses in humans. Human exposure to phenol results in 

irritation of the skin, eyes, and mucous membranes. Chronic effects due to phenol 

exposure can be anorexia, weight loss, diarrhea, vertigo, salivation, and dark coloration 

of the urine. Chronic exposure to phenols leads to irritation in the gastrointestinal and 

central nervous systems, liver, kidney, and cardiovascular tissues in animals 

(Mukherjee et al., 2013). 

 

Disinfectants Triclosan 

Triclosan (TCS) is a multi-purpose antibacterial compound that is commonly found in 

housekeeping, personal care, and consumer items (Armstrong et al., 2019). Triclosan 

(5-chloro-2-(2,4-dichlorophenoxy)phenol) is an antibacterial agent that can be found in 

a variety of personal care products such as deodorants, toothpaste, mouth rinses, and 

hand washes (Shi et al., 2017). TCS has been found in sewage treatment plant effluents, 

surface, ground, and drinking water as a result of the compound's increased use (Chen 

et al., 2018). Currently, TCS and its degraded by-products are found throughout the 

environment, including soil, surface waters, and human breast milk. TCS causes health 

issues such as microbial resistance, dermal irritations, inhibits algal photosynthesis, 

endocrine disruption, allergies, altered thyroid hormone metabolism, and tumor 

development (Sherburne et al., 2016). 

 

Endocrine Disruptors (EDs) 

The United States Environmental Protection Agency (EPA) defined an endocrine 

disruptor as an agent that interferes with the synthesis, secretion, transport, binding, or 

elimination of natural hormones in the body that are responsible for the maintenance of 

homeostasis, reproduction, development, and/or behavior (Bilal et al., 2017). Exposure 

of humans and animals to EDs may occur in a variety of ways. For the majority of these 

chemicals, the main source of exposure is via food, drinking water, breathing 

contaminated air, or contacting contaminated soil. On binding to a receptor, endocrine 

disruptors trigger two types of responses: a hormonal response that is termed an 

agonistic effect, or a lack of hormonal response that is termed an antagonistic action. 

Endocrine disruptors produce their effects by mimicking, antagonizing, or altering 

endogenous steroid levels, by changing the rates of their synthesis, metabolism, 

expression, and action at receptor targets. Endocrine disruptors include polychlorinated 

biphenyls (PCBs), polybrominated, diphenyl ethers (PBDE) and dioxins, atrazine, non-

steroidal anti-inflammatory drugs (NSAID), acetaminophen, and 

dichlorodiphenyltrichloroethane. Reproductive hormones that are commonly detected 

https://www.sciencedirect.com/science/article/pii/S016041201932728X#b0155
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in effluent-affected ecosystems are 17β-estradiol, estrone, testosterone, and the 

synthetic birth control compound, 17α-ethinylestradiol. 

 

Antihistamines 

Antihistamines are medications or substances that are used to treat allergies caused by 

mites, dust, bacteria, spores, pollen, sweat, saliva, certain foods, and medicines 

(Church, 2017). Antihistamines prevent histamine from binding to the histamine 

receptors. Histamine is a biologically active chemical that enhances the body's 

inflammatory and immunological responses, controls gut physiological function, and 

functions as a neurotransmitter (Kurosaki et al., 2020). By blocking or inhibiting 

histamine receptors, antihistamines counteract these effects (H receptors). 

Antihistamines are classified as H1 or H2 depending on the receptor they bind to 

(Kawauchi et al., 2019). Some common antihistamines include cetirizine, acrivastine, 

fexofenadine, loratadine, desloratadine, and ebastine. High amounts of this compound 

enter wastewater from urine and feces. A small amount is biodegraded in wastewater 

treatment plants while others make their way into the environment. 

 

Antidiabetics  

Diabetes is a chronic disorder in which the body fails to maintain blood glucose or 

blood sugar levels due to insufficient insulin production by the pancreas or ineffective 

insulin usage by the body (Canivell & Gomis, 2014). Widely used antidiabetics include 

glibenclamide, gliclazide, glimepiride, metformin, repaglinide, and alpha-glucosidase 

inhibitors (acarbose). Renal damage, retinal damage, cardiovascular illness, and 

neurological diseases are among the abnormalities and disorders associated with 

diabetes (Zhu et al., 2017). Anti-diabetic drugs treat diabetes mellitus by lowering 

glucose levels in the blood. There are different types of anti-diabetic drugs, and their 

selection depends on the nature of diabetes, age and situation of the person, and many 

other factors (Guariguata et al., 2014). Metformin is the most commonly prescribed 

medicine for the treatment of type 2 diabetes because of its great efficacy, long-term 

effectiveness, low cost, and ability to lower glycemia; it is also a possible anticancer 

agent. Metformin is not digested by the human body and is eliminated in its whole, 

with up to 70% passing through urine and the rest passing through feces (Bagheri et al., 

2017). Attempts to remove this substance from wastewater have resulted in the 

development of more hazardous intermediates (Zhu et al., 2017). Metformin is an 

emerging pollutant and one of the most commonly prescribed medications in the world 

with a significant potential for endocrine disruption in ecosystem species (Cicero et al., 

2012). 

 

Antibiotics 

Antibiotics are widely used in the treatment of infections. Quinolone Antibiotics (QAs) 

consist of compounds such as pipemidic acid, ofloxacin, norfloxacin, ciprofloxacin, 

lomefloxacin, enrofloxacin, difloxacin, sarafloxacin, and tosufloxacin. Because of the 

possible suppression of DNA gyrase, a critical enzyme in DNA replication, these 

antibiotics are of special environmental significance. They are found in relatively high 

concentrations in hospital wastewater, detected in waste treatment plants, and display 

high persistence in the environment (Amouei et al., 2015). Hospital wastewater also 

has a higher number of resistant organisms as a result of excessive antibiotic use 

(Prayitno et al., 2013). These resistant bacteria carry transmissible genes that transfer-

resistant genes to other community bacteria so that infections caused by these bacteria 

are usually difficult to treat, and it also decreases the antibiotic pool for the treatment of 
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bacterial infections (Huang et al., 2018). This organism may also act as a vector or 

reservoir of resistant genes, thereby increasing the cost of treatment and hospitalization 

(Naidoo & Olaniran, 2013). 

 

Heavy Metals 

Heavy metals are one of the most persistent pollutants in wastewater. Unlike organic 

pollutants, they cannot be degraded but accumulate throughout the food chain, 

producing potential human health risks and ecological disturbances (Akpor & Muchie, 

2011). Their presence in wastewater is due to discharges from residential dwellings, 

groundwater infiltration, and industrial discharges. The accumulation of these metals in 

wastewater depends on many local factors such as the type of industries in the region, 

way of life, and awareness of the impact on the environment through the careless 

disposal of wastes ((Desmit et al., 2018)). The danger of heavy and trace metal 

pollutants in water lies in two aspects of their impact. Firstly, heavy metals can persist 

in natural ecosystems for an extended period and, secondly, they can accumulate at 

successive levels of the biological food chain. Although heavy metals are naturally 

present in small quantities in all aquatic environments, it is almost exclusively through 

human activities that these levels are increased to toxic levels (Edokpayi et al., 2014). 

 

Impact of Wastewater Effluents  

 

Environmental Impacts 
The most immediate effect of wastewater on the environment is its contribution 

towards the contamination and destruction of natural habitats and the wildlife that live 

in those habitats, by exposing them to harmful chemicals that would otherwise not be 

present over the natural course of things (Bao et al.,2015). Freshwater bodies and 

marine waters into which wastewater is discharged may be polluted and rendered 

unsafe for human use. Depending on what is discharged, aquatic life may be harmed 

too. Wastewater discharged on land can leach into underground water tables and 

potentially contaminate aquifers and underground water (Desmit et al., 2018). If 

discharged into freshwater bodies, it may render water sources unsuitable for use. 

Inappropriate discharge of wastewater can have some serious ripple effects. One 

common effect of wastewater is the eutrophication of freshwater bodies and oceans. If 

one part of the ecosystem chain is destroyed, it can upset its entire food chain 

(Osuolale, 2015). Also, wastewater for irrigation may contain unsuitable chemicals and 

higher concentrations of nutrients needed for crops (Rohitashw & Harender, 2018). 

This can result in delays and under-yielding. Wastewater used for animal farming may 

also contain harmful things and chemicals dissolved in them. Animals may die, and 

there is a chance that humans that eat such animals may be harmed too. In some places, 

fecal sewage is discharged directly into the sea. The discharge contains pathogens and 

harmful dissolved chemicals which can affect fishing in that area. The smell and such 

behavior do not encourage tourism to that environment (Schindler, 2012). 

 

Health Impacts  

Contamination of freshwater with pathogenic organisms from waste results in the 

transmission of waterborne diseases to people who use the water resource for domestic 

and other purposes (Chigor et al., 2013). Presently, about 25% of deaths worldwide are 

as a result of infectious diseases caused by pathogenic microorganisms. The potential 

health hazards of polluted wastewater effluents on the quality of the receiving water 

bodies are many and depend on the volume of the wastewater discharge, the 
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microbiological and chemical concentration of the effluents (Julian et al., 2018). It also 

depends on the type of discharge, for example, the amount of suspended solids or 

hazardous pollutants like heavy metals or organic matter (Dhokpande & Kaware, 

2013). Heavy metals have a propensity of binding with proteins, thereby changing their 

conformation and inactivating them which typically results in health complications. 

The most anthropogenic sources of heavy metals found in wastewater are industrial, 

petroleum contamination, and sewage disposal. Untreated water is the vehicle for 

several water-related diseases, such as typhoid fever, cholera, shigellosis, 

salmonellosis, campylobacteriosis, giardiasis, cryptosporosis, and Hepatitis A (Fawell, 

& Ong, 2012). Unlike some of the environmental impacts that can take a long time 

before they manifest, pathogens cause immediate negative health impacts on people 

that use contaminated surface water resources for domestic, agricultural, and 

recreational purposes (Akpor & Muchie, 2011). Also, some compounds have the 

property of altering the hormonal balance of the endocrine system of an organism. This 

alteration can be generated by blocking hormonal action through competing with the 

hormone receptor, impersonating or mimicking the endogenous hormones, or by 

increasing or decreasing the levels of hormonal activity (Schmidt, 2018). Since 

hormones are involved in the control of reproduction, sexual differentiation, organ 

coordination, brain organization, and metabolism, among others, such an imbalance of 

the endocrine system may have a neurological and/or reproductive consequence in 

living organisms, representing a specific danger during the gestation phase and the 

initial. 

 

Conclusion and Future Perspective  

Given that the demand for freshwater resources is expected to increase dramatically, 

protecting diminishing water resources has become one of the most pressing 

environmental issues and will likely become more complicated as climate change, 

species invasions, pollution, and wastewater intensification further degrade water 

quality and quantity. The presence of pollutants in the global water cycle disrupts the 

eco-balance of aquatic life and poses a threat to human life. The effect of these 

contaminants with continuous consumption is not known by many humans. Wastewater 

treatment measures aimed at eliminating these pollutants have led to the introduction of 

more toxic intermediates to the environment. Due to the harmful effects of these 

contaminants, it is necessary to increase the knowledge about the origin, 

transformation, and effects of this new generation of pollutants, to propose treatment 

mechanisms and to guarantee an ideal environmental quality, without causing adverse 

effects to organisms. There should be an increase in the involvement of various 

ministries, agencies, and departments with the responsibility of protecting the 

environment from these pollutants. Also, more research is needed so that a more 

reliable method for toxicity testing even at a low concentration of these contaminants 

can be easily done. 

 

References 

Aboulhassan, M.A., Souabi, S., Yaacoubi, A., & Baudu, M. (2014). Treatment of paint 

manufacturing wastewater the combination of chemical and biological 

processes. International Journal of Science Environment and Technology, 

3:1747–1758. 

Agunbiade, F.O., & Moodley, B. (2014). Pharmaceuticals as emerging organic 

contaminants in Umgeni river water system, KwaZulu-Natal, South Africa. 

Environmental Monitoring and Assessment, 186(11):7273-7291.  



GEN 2021, South Africa: Conference Proceedings 

Page 518 
 

Akpor, O.B., & Muchie, M. (2011). Environmental and public health implications of 

wastewater quality. African Journal of Biotechnology.  10(13):2379–2387.  

Amouei, A., Asgharnia, H., Fallah, H., Faraji, H., Barari, R., & Naghipour, D. (2015). 

Characteristics of effluent wastewater in hospitals of Babol University of 

Medical Sciences, Babol, Iran. Health Scope, 4(2). 

Armstrong, D.L., Lozano, N., Rice, C.P., Ramirez, M., & Torrents, A. (2019). Fate of 

triclosan, triclocarban, and their transformation products in wastewater under 

nitrifying conditions. Journal of Water Process Engineering, 28:144-151. 

Aurelien Bde, H., Sylvie, B., Alain, D., Jerome, G., & Yves, P. (2013). 

Ecotoxicological risk assessment linked to the discharge by hospitals of bio-

accumulative pharmaceuticals into aquatic media: The case of mitotane. 

Chemosphere, 93(10):2365–2372.  

Bagheri, S. TermehYousefi, A., & Do, T. (2017). Photocatalytic pathway toward 

degradation of environmental pharmaceuticals pollutants: structure, kinetics and 

mechanism approach. Catalysis Science and Technology, 7:4548– 4569. 

Bao, L.J., Wei, Y.L., Yao, Y., Ruan, Q.Q., & Zeng, E.Y. (2015). Global trends of 

research on emerging contaminants in the environment and humans: a literature 

assimilation. Environmental Science and Pollution Research, 22(3):1635-43. 

Bilal, M., Asgher, M., Iqbal, H.M., Hu, H., & Zhang, X. (2017). Bio-based degradation 

of emerging endocrine-disrupting and dye-based pollutants using cross-linked 

enzyme aggregates. Environmental Science and Pollution Research, 

24(8):7035-7041. 

Bundschuh, M., Gessner, M.O., Fink, G., Ternes, T.A., Sogding C., & Schulz, R. 

(2011). Ecotoxicological evaluation of wastewater ozonation based on detritus‐
detritivore interactions. Chemosphere, 82:355–361.  

Canivell, S., & Gomis, R. (2014). Diagnosis and classification of autoimmune diabetes 

mellitus. Autoimmunity Reviews, 13(4):403–407.  

Chen, J., Hartmann, E.M., Kline, J., Kevin, V.D.W., & Halden, R.U. (2018). 

Assessment of human exposure to triclocarban, triclosan, and five parabens in 

U.S. indoor dust using dispersive solid-phase extraction followed by liquid 

chromatography tandem mass spectrometry. Journal of Hazardous 

Materials, 360:623-630.  

Chigor, V.N., Sibanda, T., & Okoh, A.I. (2013). Variations in the physicochemical 

characteristics of the Buffalo River in the Eastern Cape Province of South 

Africa. Environmental Monitoring and Assessment, 185: 8733–8747. 

Church, M.K. (2017). Allergy, histamine and antihistamines. Handbook of 

Experimental Pharmacology, 241:321–331.  

Cicero, A. F., Tartagni, E., & Ertek, S. (2012). Metformin and its clinical use: new 

insights for an old drug in clinical practice. Archives of Medical Science, 8:907–

917. 

Desmit, X., Thieu, V., Billen, G., Campuzano, F., Dulière, V., Garnier, J., Lassaletta, 

L., Ménesguen, L., Neves, R., Pinto, L., Silvestre, M., Sobrinho, J. L., & 

Lacroix, G. (2018). Reducing marine eutrophication may require a paradigmatic 

change. Science of the Total Environment, 635:1444–1466.  

Dhokpande, S. R., & Kaware, J. P. (2013). Biological methods for heavy metal 

removal-a review. Engineering Science and Innovative Technology, 2:304-309. 

Dubey, S. (2013). Analysis of physico- chemical parameters of Kshipra river water at 

Ujjain, India. International Research Journal of Environment Sciences, 2(7):1-

4. 



GEN 2021, South Africa: Conference Proceedings 

GEN 2021, South Africa: Conference Proceedings Page - 519 - 
 

Edokpayi, J.N., Odiyo, J.O., Msagati, T.A.M., & Popoola, E.O. (2015). Removal 

efficiency of faecal indicator organisms, nutrients, and heavy metals from a 

peri‐urban wastewater treatment plant in Thohoyandou, Limpopo Province, 

South Africa. International Journal of Environmental Research and Public 

Health, 12:7300–7320.  

Fawell, J., & Ong, C.N. (2012). Emerging contaminants and the implications for 

drinking water. International Journal of Water Resources Development, 

28(2):247-63. 

Garode, A.M., & Sonune, N.A. (2014). Screening and Identification of lipase 

producing bacteria from domestic wastewater. International Journal of 

pharma and bio sciences, 5(2):265 268. 

Gharbia, A.S., Gharbia, S.S., Abushbak, T., Wafi, H., Aish, A., & Zelenakova, M. 

(2016). Groundwater quality evaluation using GIS based geostatistical 

algorithms. Journal of Geosciences and Environment Protection. 4(2):89-103. 

Guariguata, L., Whiting, D.R., & Hambleton, I. (2014). Global estimates of diabetes 

prevalence for 2013 and projections for 2035. Diabetes Research and Clinical 

Practice, 103:137-49. 

Houtman, C.J. (2010). Emerging contaminants in surface waters and their relevance for 

the production of drinking water in Europe. Journal of Integrative 

Environmental Sciences, 7(4):271-295. 

Huang, K., Zhao, F., Zhang, X.X., Ye, L., Ren, H., Zhang, T., Mao, Y., Ju, F., Wang, 

Y., & Li, B. (2018). Free-living bacteria and potential bacterial pathogens in 

sewage treatment plants. Applied Microbiology and Biotechnology, 102:2455–

2464. 

Isaac, D. A., Sheena, K., & Faizal, B. (2020). Wastewater processes: source, fate, and 

potential risks. Environment International, 143:105962-105974. 

Jiang, J.Q., Zhou, Z., & Sharma, V.K. (2013). Occurrence, transportation, monitoring 

and treatment of emerging micro-pollutants in wastewater—a review from 

global views. Microchemical Journal, 110:292-300. 

Julian, K.T., Marianne, S., & Shaun, R. (2018). Contaminated groundwater sampling 

and quality control of water analyses. Environmental Geochemistry, 2:25–45. 

Kawauchi, H., Yanai, K., Wang, D.Y., Itahashi, K., & Okubo, K. (2019). 

Antihistamines for allergic rhinitis treatment from the viewpoint of nonsedative 

properties. International Journal of Molecular Sciences. 20(1):213-225  

Khazaali, F., Kargari, A., & Rokhsaran, M. (2014). Application of low-pressure reverse 

osmosis for effective recovery of Bisphenol A from aqueous wastes. 

Desalination and Water Treatment, 52(40–42):7543–4751. 

Kurosaki, K., Wu, R., & Uesawa, Y. (2020). A toxicity prediction tool for potential 

agonist/antagonist activities in molecular initiating events based on chemical 

structures. International Journal of Molecular Sciences. 21:7853-7865. 

Libralto, G., Ghirardini, A.V., & Avezzu, F. (2012). To centralise or to decentralise: an 

overview of the most recent trends in wastewater treatment management. 

Journal of Environmental Management, 94:61-68.  

Mohammadi, S., Kargari, A., Sanaeepur, H., Abbassian, K., Najafi, A., & Mofarrah, E. 

(2015) Phenol removal from industrial wastewaters. A short review. 

Desalination and Water Treatment, 53:2215–2234. 

Mukherjee, S., Basak, B., Bhunia, B., Dey, A., & Mondal, B. (2013). Potential use of 

polyphenol oxidases (PPO) in the bioremediation of phenolic contaminants 

containing industrial wastewater. Reviews in Environmental Science and 

Biotechnology. 12:61–73. 

https://www.sciencedirect.com/science/article/pii/S0160412020319176#!
https://www.sciencedirect.com/science/article/pii/S0160412020319176#!
https://www.sciencedirect.com/science/article/pii/S0160412020319176#!
https://www.sciencedirect.com/science/journal/01604120


GEN 2021, South Africa: Conference Proceedings 

Page 520 
 

Murray, A., Cofie, O., & Dreschsel, P. (2011). Efficiency indicators for waste-based 

business models: fostering private-sector participation in wastewater and faecal-

sludge management. Water International, 36:505-521. 

Naidoo, S., & Olaniran, A.O. (2013). Treated wastewater effluent as a source of 

microbial pollution of surface water resources. International Journal of 

Environmental Resources and Public Health, 11:249–270.  

Osuolale, O.O. (2015). A. Assessment of the physicochemical qualities and prevalence 

of Escherichia Coli and Vibrios in the final effluents of two wastewater 

treatment plants in South Africa: ecological and public health implications. 

International Journal of Environmental Research and Public Health, 12:13399–

13412 

Prayitno, Kusuma, Z., Yanuwiadi, B. and Laksmono, R.W. (2013). Study of hospital 

wastewater characteristics in Malang city. International Journal of Engineering 

Science. 2(2):13–6. 

Rachna, B., & Disha, J. (2016). Water quality assessment of lake water, a review. 

Sustainable Water Resources and Management. 2:161–173.  

Rathore, D.S., Rai, N., & Ashiya, P. (2014). Physico chemical analysis of water of 

Ayad river at Udaipur, Rajasthan (India). International Journal of Innovative 

Research in Science, Engineering and Technology, 3(4):11660- 11667. 

Ratola, N., Cincinelli, A., Alves, A., & Katsoyiannis, A. (2012). Occurrence of organic 

microcontaminants in the wastewater treatment process, a mini-review. Journal 

of Hazardous Materials. 239–240:1–18.  

Rohitashw, k., & Harender, R. (2018). Threat and mitigation of ground water 

contamination in India. Acta Scientific Nutritional Health, 2(8): 29-31. 

Sabah, M.A., & Ahmed E. S. (2019). An overview of nanomaterials for industrial 

wastewater treatment. Korean Journal of Chemical Engineering, 36(8):1209-

1225.  

Schindler, D.W. (2012). The dilemma of controlling cultural eutrophication of lakes. 

Proceedings Biological Sciences, 279:4322–4333. 

Schmidt, T.C. (2018). Recent trends in water analysis triggering future monitoring of 

organic micropollutants. Analytical and Bioanalytical Chemistry, 410(17):3933-

3941. 

Sherburne, J.J.,   Anaya, A.M., Fernie, K.J., Forbey, J.S., Furlong, E.T., Kolpin, 

A.M., Dufty, D.W., & Kinney, C.A. (2016). Occurrence of triclocarban and 

triclosan in an agro-ecosystem following application of biosolids. 

Environmental Science and Technology, 50(24):13206-13214. 

Shi, Y., Kong, D., Liu, J., Lu, J., Yin, X., &  Zhou, Q. (2017).Transformation of 

triclosan by a novel cold-adapted laccase from Botrytis sp. FQ Frontiers of 

Environmental Science and Engineering, 11(3):6-20. 

Sonune, N.A., Mungal, N.A. & Kamble, S.P. (2015). Study of physico-chemical 

characteristics of domestic wastewater in Vishnupuri, Nanded, India. 

International Journal of Current Microbiology and Applied Science, 4(1):533-

536. 

Sulieman, M.H., Yousif, WM., & Mustafa, A. M. (2010). Chemical, physicochemical 

and physical properties of wastewater from the Sudanese fermentation industry 

(SFI). Fourteenth International Water Technology Conference, IWTC Cairo, 

Egypt. 305 - 315. 

UN World Water Development Report, (2020) Water and climate change. Available 

online: https://www.unwater.org/world-water-development-report-2020-water-

and-climate-change (accessed 16 May 2021). 

https://www.unwater.org/world-water-development-report-2020-water-and-climate-change
https://www.unwater.org/world-water-development-report-2020-water-and-climate-change


GEN 2021, South Africa: Conference Proceedings 

GEN 2021, South Africa: Conference Proceedings Page - 521 - 
 

UNESCO, (2012). Managing water under uncertainty and risk. The United Nations 

world water development report 4. United Nations Educational, Scientific and 

Cultural Organization, Paris. 

WHO and UNICEF, (2017). Joint press release, 2.2 Billion people lack safe drinking 

water at home, more than twice as many lacks safe sanitation. Available online: 

https://www.unicef.org/media/media_96632.html (accessed on 16 May 2021). 

Zhang, A., & Li, Y. (2014). Removal of phenolic endocrine disrupting compounds 

from waste-activated sludge using UV, H2O2, and UV/H2O2 oxidation 

processes, effects of reaction conditions and sludge matrix. Science of the Total 

Environment. 493:307–23. 

Zhu, S., Liu, Y., Liu, S., Zeng, G., Jinag, L., Tan, X., Zhou, L., Zeng, W., Li, T., & 

Yang, C. (2017). Adsorption of emerging contaminant metformin using 

graphene oxide. Chemospere, 179:20–28. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  

https://www.unicef.org/media/media_96632.html


GEN 2021, South Africa: Conference Proceedings 

Page 522 
 

FEMALE CIVIL SERVANTS’ DEMOGRAPHIC INFLUENCE ON WASTE 

MANAGEMENT IN OSUN STATE, NIGERIA 

 

 

Bolatumi Oyegoke 

BAISAGO University, 

Botswana 

 

 

Abstracts 

The study examined demographic characteristics in waste management (WM) and the 

correlation with environmental pollution. The female civil servant participants in the 

study engaged in poor WM like waste burning and roadside dumping in drains. They 

produced gaseous, liquid, and solid waste of paper, plastic bottles, sachets, and wood 

ash. Participants understood WM as waste generation, collection, disposal, and 

recycling. They gave reasons for poor WM within the community as inadequate 

facilities for WM, lack of awareness by homeowners of the harmful environmental 

effects of poor WM.  106 women purposively selected from 30 local government areas 

in the State participated in the qualitative study. Sixty-seven percent (67%) of the 

participant civil servants had tertiary education. Education influenced monthly 

earnings and family size but the household size and residential units determined 

community population density. Findings revealed that educational qualifications 

determined participants‟ monthly earnings but monthly earnings did not affect the type 

of residential unit. The study recommended good WM awareness measures for the 

promotion of good post-COVID-19 WM practices and the provision of adequate WM 

infrastructure by administrations.  

 

Keywords: demographic, environmental pollution, waste management 

 

Introduction 

The COVID-19 pandemic and the sociological and economic crisis it has caused all 

over the world has forced humanity to rethink a lot of things that were taken as givens 

some of which are example: correlation in environmental education and the health 

sciences, influence of human activity on the environment, the cause and effect 

relationship between awareness and behaviour, and between waste management (WM) 

and environmental sustainability (Conserve Energy Future, 2020). The global 

distribution of fatalities from the COVID-19 viral attack has not followed the 

predictable trajectories of poverty and dirt (Friedman & Parker, 2021). Some of the 

most severe incidence of the pandemic has been in cleaner domains with top-class 

infrastructures such as Britain, France, Italy, and the United States of America. By 

comparison, a not-very-clean setting with primitive infrastructure such as Nigeria has 

been spared the severity of the COVID-19 crisis. A similar pattern played out in this 

setting earlier during an outbreak of Ebola in West Africa. When the crisis ravaged 

other countries with comparatively more manageable demographics, the most populous 

country in Africa escaped the fatalities experienced by the others. But a lot is yet to be 

understood about COVID-19. 

This paper is a study based on the assumption that despite the COVID-19 

experience the concepts of influence and correlation retain their relevance in 

environmental education as they have done for a long period (Johnson & Mappin, 

2005). For example, demographics have been a significant factor in shaping important 
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concepts of environmental education such as the community model of the ecosystem. 

Arising from what was believed to be difficult with sustaining the original quality of 

the environment; scientists traced the changes that have occurred within the earth‘s 

ecological system. The search for answers has proceeded on the assumption that there 

are boundaries within the ecosystem (land, forest, grassland, animal, water, etc., etc.) 

that needed to be kept and not crossed to maintain a safe living environment for all 

species in the ecosystem. Some form of equilibrium is believed to be maintained among 

the various inhabitants of the ecosystem for the environment to be sustainable. The 

community model proposed to this end appears to be purposive or marked by intention. 

According to Des Jardins (2005):  

Although this community model continues to influence both ecologists and 

others like the organic model it also faces criticism for being overly 

metaphorical and unscientific. “Community”, “household”, and “consumers”, 

are, at least, ambiguous when applied to non-human nature. When used in the 

human context, each of these terms is intentional; that is each implies a 

purpose, a goal, or an intention that is the result of conscious choices. When 

applied to a natural system they are functional but not intentional (p.41)  

 

This paper shows how demographic characteristics can be relational in specific ways to 

factors such as awareness, household practices, and environmental pollution, and 

sustainability. As pointed out earlier, the COVID-19 pandemic may not be a respecter 

of environmental cleanliness but it seems as if it is deterred by personal hygiene. 

Speculations about its origins have not linked the virus to slums but laboratories and 

human behaviour. Still, the correlation between behaviour and environmental pollution 

remains valid, as illustrated by the environmental education frameworks of behavioural 

change or environmental citizenship, personal change, and social change.     

 

Demographic Characteristics and Domestic Practices 
Domestic practices (or day-to-day activities, routine practices, household practices) are 

inevitable activities that people constantly and consistently engage in for survival. Such 

activities include accessing and using water, waste generation, management, and 

disposal, accessing and use of energy for cooking, lighting, and warmth.  These 

activities involve the extraction of resources from the environment and output into the 

environment. The sustainability of these activities in environmental terms depends on 

which activities are practised and how they are practised.  

 

Several factors contribute to what activities people engage in, and how and why they 

engage in those activities. Socio-economic factors like patriarchy, gender-based 

capitalism, governance challenges, and mismanagement of resources, circumstantial 

poverty, cultural norms and values of the people, and absence of informed formal 

action-backed environmental policy contribute to the complexity of a seemingly 

intractable problem of environmental sustainability  A study of any aspect of the 

scenario must factor in the demographic characteristics of households which in this 

context will mean compositions and socio-economic attributes of households and 

habits.  Such demographic characteristics include household income, types of houses, 

family size, age range of family members, levels of education, family lifestyle, and 

religious background. Predictably, these characteristics vary from one household to 

another and they naturally affect the domestic practices of the people. 

McDonald (2014) argues that demographic factors such as level of education, 

age, gender, income, and place of residence affect pro-environmental behaviours (p. 
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279). Waitt et al. (2012) define a household as a social and cultural milieu within which 

consumption takes place (p. 59). In their research, they assumed that when consumers 

are equipped with facts and figures about how their practices impact the environment, 

such knowledge can produce rational behaviours that arise from a new perception. 

They agree with other researchers that some households can act contrary to what they 

know about environmental sustainability.  

It is not a guarantee that due to cultural beliefs, technology, economic 

restrictions and possibilities, people‘s knowledge of climate change and its associated 

problems will make people act favourably towards the environment. This agrees with 

the findings by eco-psychologists Kollmuss and Agyeman (2002). The result of their 

studies reveals that 78% claimed to engage in pro-environmental practices such as 

recycling and reuse of such items as plastics, cans, newspaper, and glass.  Several other 

researches have shown that demographic factors affect domestic practices which in turn 

affect the environment. On the whole, the Osun State environmental setting is no less 

complex in its own right and is further complicated by being a part of the most 

ethnically diverse geopolitical entity in Africa. As a result, a workable model or 

combination of models must be found for this unusual setting that is the focus of this 

study. 

 

Objective of the Study 

The objective of the study was to investigate the influence of demographic 

characteristics of female civil servants on WM practices with environmental 

implication in Osun Sate Nigeria.  The specific demographic characteristics considered 

were: age of participants, educational background, monthly earnings, residential units 

and household size. Influence in this context is of an intensity that is comparable to 

factor which must be taken into consideration by policy makers and policy 

implementers in matters of environmental sustainability of which WM is a crucial part 

locally and globally. 

 

Waste Management as a Functional and Intentional Practice 

WM is a many-sided process. It involves waste generation, waste collection, and 

disposal, waste separation, treatment, re-use, and recycling. Therefore, several factors 

affect WM. Concerning the initial phase of WM Bogner, Abdelrafie, Diaz, Faaij, Gao, 

Hashimoto, Mareckova, Pipatti, Zhang, (2007) assert:  

“Waste generation is closely linked to population, urbanization, and affluence 

… In most developed and developing countries with increasing population, 

prosperity and urbanization, it remains a major challenge for municipalities to 

collect, recycle, treat and dispose of increasing quantities of solid waste and 

wastewater. The cornerstone of sustainable development is the establishment of 

affordable, effective, and truly sustainable waste management practices in 

developing countries.‖ (p.588)  

 

The factors at work at this point of WM include population (demographic 

characteristics: inherited attitudes, cultural values, individual and communal sensitivity 

or insensitivity to environmental issues, age, gender, level of formal and informal 

education) urbanisation (uncontrolled movements and settlements, absence of effective 

municipal planning) and affluence (economic means and purchasing power). Other 

factors that affect waste collection and disposal are administrative (intolerance of litter 

and open refuse dumps, proper coordination of formal and informal sectors, efficient 

tracking and storage of WM information and data, availability of reliable WM data 
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bank to aid research, policy formulation, and implementation) and infrastructural (the 

will to collect waste, availability of collection bins and collection points, availability of 

animal, mechanical or vehicular transportation of waste, provision of landfills, 

availability of land for landfills construction). 

Another argument in favour of environmental sustainability is the development 

of viable environmental policies. As already indicated, men and women are involved in 

activities such as SWM which have implications for environmental sustainability. In 

most countries, men hold legislative powers with the capacity to formulate and 

implement policies that affect behaviour and the environment. But in capitalist settings, 

the desire to exploit the environment takes precedence over the desire to preserve and 

conserve the environment. To this in many parts of the world extent, men are largely 

responsible for the general condition of the environment (Singh et al., 2018; Nzeadibe, 

2015). Firstly, Borysiewicz (2015) notes that a viable policy must begin with the 

examination of those activities of the organisation or country which contribute to 

environmental degradation. Second, short-term, middle-term, and long-term measures 

should be drawn to mitigate the harmful activities to the environment. Third, 

monitoring strategies should be developed. Fourth, the periods at which reports on 

assessment of progress are made should be specified within the proposal.  

While in large parts of the world the bulk of urbanisation has already taken 

place and is embodied in city forms and existing infrastructures, cities in Africa 

currently have an opportunity to shape their urban futures in a more inclusive, 

sustainable, and resilient manner. The decisions are taken by governments at national, 

sub-national and city levels now will have consequences for the functioning, livability, 

and environmental sustainability of their cities for decades to come. 

Urbanization has implications for WM. This is so because demographic factors 

have a role to play in the processes which add up to WM (Goodwin, 2012). Only a few 

countries in Africa are doing something to regulate urbanisation. In some cases, a brand 

new city is built from scratch and is surprisingly allowed to replicate some of the errors 

of omission and commission that accompanied older unplanned settlements and towns 

in the country. For example, Abuja Capital Territory was conceived of and built to 

ameliorate political and environmental problems of congestion experienced in Lagos 

the original colonial and immediate post-independence capital city of Nigeria; but 

today, Abuja is showing signs of planlessness and infrastructural breakdown which 

manifest as slum conditions in some of its parts (Mohee & Simelane, 2015; 

Chiemchaisri et al, 2010).  Hence, the level of perception and sensitivity to 

environmental matters must be stepped up at all levels using formal and informal 

methods. The importance of environmental education cannot be overemphasized.     

In this study of SWM in Osun State, SWM is understood as an aspect of WM 

(other aspects of which specialise on liquid and gaseous waste, although solid, liquid, 

and gaseous wastes can in practical terms be interlinked): hence, WM is better 

understood in a comprehensive sense as a process that involves generation, collection, 

disposal, re-use or recycling of refuse, garbage and trash. As such, it is a system by 

itself, and not part of a system. But Seadon (2010) is right in calling for a shift of 

emphasis from a discrete approach to a systemic strategy in WM. My research thus 

adopted a functional definition of SWM as a process that includes solid waste 

generation, collection, disposal, re-use, and recycling.       

Poor waste collection and disposal have led to environmental sanitation diseases 

such as cholera, typhoid, intestinal worms, and others which can lead to significant 

fatalities among humans. The wastes are usually collected in trucks from households 

and other specified locations by municipal outfits such as WM boards. There can also 
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be street waste pickers, who collect waste from roadsides for organized trucks to final 

destinations. These wastes from various sources are emptied into landfills. The dumps 

produce landfill gas (LFG) – dirty methane. Methane is a major greenhouse gas created 

from rotting organic matter. Methane from landfills is described as ―dirty‖ because it is 

contaminated by everything else that reacts with it from the dump (Nathanson, 2019). 

On points of impact on SWM is inadequate infrastructure and failure of 

facilities; the situation in Lagos, Ibadan, and Osogbo in Osun State seems comparable 

to the experience in Rawalpindi in India. In their study, Ejaz et al. (2010) observe that: 

The major causes for the inefficient municipal solid waste management systems 

in Rawalpindi are the unintended invasion of the city, severe weather 

conditions, lack of social awareness/community involvement, improper 

resources including improper equipment, and lack of funds. An inefficient 

municipal solid waste management system may create serious negative 

environmental impacts like infectious diseases, land and water pollution, 

obstruction of drains, and loss of biodiversity. (p.379)  

 

This observation is true of several developing countries. In a phased study of SWM in 

15 eastern African countries, UN-HABITAT (2012) gives the following report: ―The 

main findings that were considered to be regionally cross-cutting were characterized 

under one or more of the following SWM assessment issues and considerations: 1) low 

primacy and priority of solid waste management, 2) non-supportive policy, legal and 

regulatory environment, 3) unsuitable institutional framework, 4) non-supportive 

social-economic environment, 5) non-supportive political environment, 6) solid waste 

management data poverty, 7) inadequate solid waste resources, 8) non-supportive urban 

planning, and 9) challenging spatial characteristics.‖ (p.iii)  

Environmental pollution is the effect of the release of solid, liquid, and gaseous 

substances which are potentially harmful to the human, animal, and vegetal life into the 

environment. Much of the materials classified as waste have the potential to pollute and 

degrade land and water sources, the soil, and the atmosphere. Zhang & Wang (2010) 

explain that:  

Environmental pollution includes any substance that may adversely impact our 

possessions or lives. It may be in the form of particulate solids, liquids, gases, 

or vapour. Pollutants are created artificially by various industrial processes, 

accidents, and from some in-house activities and materials. But some arise from 

natural processes, some of which are sudden and dramatic, such as lightning, 

volcanoes, and forest fires, whilst others derive from slow continuous processes 

such as the decay of animal and vegetable matter. Thus, the effects of pollution 

would cause harm or discomfort to humans or other living organisms, or 

damage the environment. (p.1)     

 

This study is about some of those ―in-house activities and materials‖ in Osun State, as 

well as the threat ―from slow continuous processes such as the decay of animal and 

vegetable matter‖ discarded as waste. Poor waste collection and disposal have led to 

environmental sanitation diseases such as cholera, typhoid, intestinal worms, and others 

which can lead to significant fatality among humans, children especially. Putrid organic 

waste carelessly abandoned can lead to environmental pollution. Free-range domestic 

animals and livestock dung and urine can contaminate water sources and the soil. 

Gaseous pollutants such as methane are also derived from animals and decaying 

organic waste. Human activities such as cooking and other forms of food processing 

can yield solid, liquid, and gaseous waste that pollutes the atmosphere. Smoke from 
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firewood cooking, burning waste, exhaust fumes from electric power generators, and 

other household appliances like kerosene lanterns and candles which are resorted to in a 

climate of erratic electrical power supply are also sources of environmental pollution. 

Circumstantially, women are positioned by patriarchal gendered capitalist 

division of labour to generate different types of waste through their day-to-day 

activities. Hence, it is appropriate at this juncture to stress that men are complicit in the 

issues affecting waste management and environmental sustainability in Osun State. 

Men, directly and indirectly,  create the context in which household practices take place 

with a disadvantage to women as members of the habitat in their own right, as already 

explained earlier., The waste produced by WM could be solid, liquid, or gaseous. These 

forms of waste contribute significantly to environmental pollution. Women dispose of 

waste consciously or unconsciously with not much regard for the environmental impact 

of such wastes. In many cases, women seem to be unaware of the link between their 

attitude to waste disposal and environmental degradation: in form of floods, destruction 

of buildings, farmlands, erratic rainfall patterns, and so forth. It is in the light of this 

that the present effort aims at studying environmentally-related attitudes and creating 

awareness among women in Osun State on the importance of proper waste disposal and 

best practices for waste disposal for the general weal and environmental sustainability.   

 Individual families end up taking personal responsibility to provide themselves 

with potable water (by digging wells or sinking boreholes in the sprawling metropolis), 

burning fossil fuels to run privately owned generators for electrical power supply for 

domestic and sometimes commercial use, and cutting access to earth roads to link their 

houses with a scrappy run-down government-built road network. By the same token, 

frequent waste disposal is left to the individual and the family to handle as they deem 

fit – with the predictable outcome of streets strewn with litter and motor-way shoulders 

piled with garbage dumped by commuters (Abraham, 2014). These are some of the 

factors which affect human behaviours. For socio-economic reasons, women tend to 

bear the brunt of the burden of survival in Osun State as in other parts of the country. It 

was the main reason for turning the lens of this research on women in the civil service.  

            The study also revealed that 76% of the respondents used firewood for cooking 

while the rest 24% used kerosene and gas fuel. The study established that women were 

scarcely informed about environmental problems that emanated from poor 

environmental practices by women (and others). He also explained that women‘s 

attitude towards the environment is influenced by inadequate awareness, poor access to 

vital resources, and poverty.  

 Patriarchy and capitalist unfair division of labour ensures that the women 

engage in activities that contaminate water in some ways. Women in rural areas wash 

in nearby stream water or river. Women dispose of waste indiscriminately around the 

home. When there is heavy rainfall, waste products are washed into streams and rivers 

and they further contaminate the water source. The contaminated stream is sourced for 

water for domestic use, cooking, drinking and bathing.  

        

Demographical Characteristics  

The semi-structured section of the questionnaire administered was used to capture the 

demographic characteristics of participants. In this study, demographic characteristics 

related to the age of participants, educational qualification, family size, and type of 

residence. The data revealed the following demographics: 
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Age of Participants  

Participants were asked to indicate their age from the following age brackets: 20-29, 

30-39, 40-49, and 50 years and above, as shown below.  

 

Figure 1: Age distribution of participants 

 
 

Out of the 106 participants in this study, seventy-nine (79) were from urban, 

twenty-seven (27) were from semi-urban areas, forty-seven (42) of them (44.3 %) aged 

between 30-39 years were from urban areas, while fourteen 14 (51.85%) were from the 

semi-urban areas. This number was followed by lower ones, twenty-four 24 (26.3%) 

participants in urban areas and eight 8 (29.6%) participants in semi-urban areas who 

fell in the 40-49 age bracket.  One 1 (1.27%) participant in urban and four 4 (14.8%) in 

semi-urban aged between 20-29. The participants who were above 50 years were the 

lowest in number at two 2 (2.6%) in an urban area and one 1 (3.7%) in semi-urban 

areas. The retirement age for civil servants in Nigeria is sixty-five (65) years or thirty-

five (35) years of cumulative active service (whichever is attained first). So, 

participants‘ ages confirm that all were active civil servants as per Nigeria‘s labour 

laws.  

 

Table 1:  Participants age distribution per study site 

 

The table shows the age distribution of participants in both urban and semi-

urban areas in the State. Ninety-one 91 (85.84%) out of 106 participants aged between 
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20-29 1 1.27 %  2 14.81% 5 4.71% 

30-39 42 53.16% 14 51.85% 56 52.83% 

40-49 27 34.17% 8 29.63% 35 33.02% 

Above 50 9 11.39%  3 3.71% 10 9.44% 

Total  79 100% 27 100% 106 100% 
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30-49 years. Only ten 10 (9%) participants were more than 50 years. A smaller number 

of participants – five 5 (4.7%) – were in the 20-29 age bracket. 

 

Educational Qualifications of Participants 

Formal education meant conventional face-to-face schooling that ranged from primary 

to tertiary education. Tertiary education leads to educational qualifications such as 

master‘s and bachelor‘s degrees, a national certificate in education, and a national 

nursing certificate. Secondary education completers emerge with high school or 

secondary school certificates. Lastly, for primary schools, completers get primary 

school leaving certificates. The figure below shows the academic qualifications of the 

participants. 

 

Figure 2: Educational Background of Participants 

 
 

 Figure 2. indicates that the majority of the respondents, fifty-six 56 (71%) in urban 

areas and fifteen 15 (55.56%) in semi-urban areas, had tertiary education. A substantial 

number of the participants equally obtained secondary school (high school) education; 

twenty 20 (25.2%) in urban and nine 9 (25.9%) in semi-urban. Only three (3) (3.8%) 

respondents in urban and 3 (18.5%) in semi-urban had only gone through primary 

education. 

          The civil servants who had tertiary education earned between N35,000 to  

N60,000. Holders of bachelor‘s degrees earned about   N50,000 while master‘s degree 

holders earned about N60,000. Civil servants with a National Certificate of education 

earned between 25,000 to 35,000 while participants who had secondary school 

certificates earned about N 20,000 to N30,000.  Primary school leaving certificate 

holders earned N18,000. The minimum wage for civil servants in Osun State was 

N18,000. Sixty-nine 69 (65%)  (56 in urban areas + 13 in semi-urban) out of 106 

participants earned below N50,000. These would include participants who had National 

Certificate of Education, diploma certificates, secondary as well as primary school 

certificate holders. The table below shows the distribution of participants across the 

study site. 

 

 

 

0 10 20 30 40 50 60

Primary Sch. Educ

Secondary Sch. Educ.

Tertiary Educ.

EDUCATIONAL BACKGROUD 

Semi-urban

Urban



GEN 2021, South Africa: Conference Proceedings 

Page 530 
 

Monthly Earnings  

Participants volunteered information about their monthly income earnings from a range 

of categories of income: Below N50,000 or $138 to above N150,000 or $417.  

 

Figure 3: Monthly earnings of respondents in naira 

 
 

Figure 3. shows the distribution of monthly earnings by the type of study site that is 

urban Participants’ residential units 

       Participants were provided with a list of existing types of residential units in Osun 

State from which to choose that which applied to them. The list included the following: 

detached houses (detached houses are fenced usually single apartment units in low-

density areas); semi-detached (more than one apartment in a fenced plot of land). Other 

types of residential units were flats – flats are apartments with two or three bedrooms 

with amenities. Detached houses, semi-detached houses were self-contained units. One-

room apartment in compounds were common with people in their early careers. Rentals 

for One-room apartment in compounds ranged between N80,000- N100,000 while for 

one-room apartments ranged between N100,000- N130,000; flats attracted between 

N150000- N200,000  per annum depending on the location and available amenities. 

Semi-detached houses could be as high as N250, 000, although semi-detached and 

detached houses were usually occupied by the owners.   

Types of participants‘ residential units are shown in the figure below 

Older civil servants owned and lived in semi-detached and detached houses which were 

saved up for over the years. The low-income earners, mostly young people, were 

predictably confined to one-room apartment in high population density compounds. 

The residential units of participants affected their WM practices. 
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Figure 4: Participants’ Household Size 

 

          

The results indicate that many families in the urban (41 households out of 79) had a 

family size of 5-7, while those in semi-urban with the same family size were fourteen 

14 (51.85%) semi-urban participants out of twenty-seven 27.  The next categories were 

the participants with a household size of 8-10 with twenty 22 (27.84%) from an urban 

area and seven 7 (26.92%) from semi-urban areas. Other household sizes were revealed 

by thirteen 13 (16.46%) out of seventy-nine 79 participants from urban areas and four 4 

out of 79 (15.82%) from semi-urban areas. The participants who registered households 

of above ten 10 in number were three 3 (3.8%) out of 79 from urban and 2 out of 27 

(5.41%) from semi-urban, respectively. The household size of respondents according to 

the classification of the site is shown in the table below. Table 5.6 displays the 

household sizes of respondents from both urban and semi-urban areas in a clearer 

manner.  

 

Conclusion  

The study participants were women. In Osun State women outnumber men. Sixty-seven 

percent (67%) of participants were civil servants with tertiary education. Education 

influenced the monthly earnings and family size of the participants. Highly educated 

civil servants tended to be more receptive to family planning than those with lower 

education; hence, they have a smaller family size. Educated younger civil servants had 

a nuclear family (often consisting of a mother, father and four children); while the ones 

with low education were polygamous and had a larger family size. The household size 

and residential units of participants determined the population density of communities 

within the State. However, the findings revealed that although the educational 

qualifications of participants determined their monthly earnings, monthly earnings did 

not affect the type of residential unit of participants. The finding is crucial for urban 

planning and the formulation and implementation of correct and effective waste 

management policies by administrations. 
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Abstract 

Increasing population growth and urbanization rates in sub-Saharan Africa including 

Nigeria is contrary to the Malthus population and Haris-Todaro model in literatures. 

Thus, this motivated the empirical study on the relationship amongst population 

growth, urbanization, and economic growth in sub-Saharan Africa. Secondary annual 

datasets from 1980 to 2019 were sourced from the World Development Indicators 

(WDI), the National Bureau of Statistics (NBS) and the Central Bank of Nigeria 

Statistical Bulletin (CBN).  To achieve the specific objectives, the OLS estimation 

techniques employed are Autoregressive Distributed Lag (ARDL), Fully Modified OLS 

(FMOLS), and granger causality to test the causal direction of the model variables. 

While the ARDL estimates short-run and long-run impact, the FMOLS estimates only 

the long-run impact of the relationship among population growth, urbanization, and 

economic growth. Lastly, the granger causality test helps to identify the policy 

directions in this study. Findings revealed  that population growth has a positive and 

significant impact on economic growth in both the short-run and long-run, while 

urbanization has a negative and insignificant impact on economic growth in the short-

run and the long-run over the study periods. Therefore, the study recommended that 

government policy should be directed to improve the active population growth to spur 

GDP per capita through a quality education system. Also, Urbanization Policy should 

be guided to maximize the benefits rather than the current challenges posed like 

increasing Urban Unemployment. 

 

Keywords: Urbanization, Population growth, Economic growth, modified endogenous 

model  

 

Introduction  
The increasing rate of urbanization around the world is susceptible to population 

growth, where more than half of the global population now lives in urban areas. The 

world‘s population is put at about 6.572 billion people out of whom the United Nations 

data indicated that about 3 billion people (50percent) live in urban areas (UNCHS, 

2007). World Bank (2000) and IMF (2006) reported that 66percent of the entire world‘s 

population lived in the countryside in the early 1950s. The estimates by Peters (2000) 

and UNFPA (2007) show that by 2030, approximately 61 percent of the total 

population in the world will reside in cities; and that all the world‘s increase in 

population in the next three decades will occur in the low and middle-income countries.  
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This estimate is projected to increase to 75 percent at the growing rate of 65 million 

urban dwellers annually by 2050 (Jamal &Jena, 2018).  

It is estimated that in 1900 about 95% of Africa‘s inhabitants South of Sahara 

earned their livelihood from the primary occupations of farming, hunting and gathering, 

cattle nomadism, and fishing (Aase, 2003;1) meaning that less than 5% lived in urban 

areas. At the start of the independence period in the 1950s, 14.7% of Africa‘s 

inhabitants were urban, the percentage rose to 37.2% in 2000 (UN, 2002). 

The rate of population growth has been spectacular in recent times.  Sub-

Saharan Africa (SSA) which is often regarded as Africa‘s fastest urbanizing region 

currently contains 472 million people in the urban centers, and will likely increase in 

the next 25 years. This population growth has contributed to the increase in the gross 

domestic product (GDP) of the region.  

Jamal and Jena (2018), noted that the global share of African urban residents is 

projected to grow from 11.3 percent in 2010 to 20.2 percent by 2050 while 143 sub-

Saharan African cities generate a combined $0.5 trillion, totaling 50 percent of the 

region‘s gross domestic product (GDP). The implication is that out of 1,136 billion 

populations in the sub-Saharan Africa countries estimate, 76% are working- age (World 

Bank, 2017). Thus, there is a correlation between the active populations residing in the 

urban centers engaged in various employments and economic productivity.  Hence, the 

gross domestic product of a number of sub- Saharan Africa countries is dependent on 

the contribution of its urban centers where labours are engaged in various 

employments. 

Alkali (2005) noted that the urban population in Nigeria over the last three 

decades has been growing close to 5.8percent per annum. In fact, 48.2 percent of the 

country‘s total populations are living in the urban centers of Nigeria and projections 

indicate that more than 60percent will live in urban centers by the year 2025. World 

Bank (2020) estimated Nigeria‘s population in 2020 as 206.1 million which represents 

a 2.6 % average annual growth rate, while 81% of its population is working age which 

ordinarily resides at the urban centers engaged in various economic activities. 

The Nigerian city of Lagos for example that had 665000 inhabitants in 1963 

(Rakodi, 1997) and a 8.7million in 2000, was expected to become the 11
th

 largest city 

in the world last year (2015) according to UN (2002) prediction. This expectation has 

now become a reality. Consequently, the world is rapidly urbanizing. The UN 

Population Division estimates that in this decade, the world‘s population has shifted 

from being predominantly rural to predominantly urban. Cities are also the locus and 

drivers of most economic growth. According to Redman and Jones (2005), cities 

occupy 4% or less of the world‘s terrestrial surface, yet they are home to almost half 

the global population, consume close to three-quarters of the world‘s natural resources, 

and generate three quarters of its pollution and wastes. 

In line with Redman and Jones (2005), the former World Bank President Robert 

McNamara cited in Todaro (2006) expressed his skepticism that huge urban 

agglomerations could be made to work at all: these sizes are such that any economies of 

location are dwarfed by the cost of congestion. The rapid population growth that has 

produced them will have far outpaced the growth of human and physical infrastructure 

needed for even moderately efficient economic life and orderly political and social 

relationships, let alone amenity for their residents. 

Moreover, the UN estimates that virtually all net global population and 

economic growth over the next 30years will occur in cities, leading to a doubling of 

current populations. This growth will require a lot of investment in new infrastructure 

and create unexpected uphill tasks for political and social institutions. In the early 
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1990s, approximately half the governments of the world, mostly those of developing 

countries, considered the patterns of a population distribution to be unsatisfactory. A 

key issue was the rapid growth of urban areas (Program of Action, 1994).  

The rapid growth of cities due to urbanization in most African countries has led 

to an increase in the urban population which in turn may have a positive impact on 

industrialization; since the industries will have access to cheap labour thereby 

increasing their profit and by implication has more to plough back. Therefore, cities 

will increasingly become the main players in the global economy (Kofi Annan cited in 

Todaro, 2006). 

In the face of increasing urban population, poverty is becoming increasingly 

urbanized, Wolfensohn (1998). There is an inadequate supply of housing and 

infrastructure for the teeming population, as a result, the existing infrastructure and 

housing are overstressed, while unsanitary living conditions characterized by the filthy 

environment, unclean ambient air, stinky and garbage-filled streets and sub-standard 

houses continue to dominate the urban landscape in Nigeria (Daramola and Ibem, 

2010). The concentration of more people in urban areas of the country has reduced food 

production in the rural areas and overburdened the infrastructural amenities in the urban 

centers. 

Therefore, population growth and urbanization rate in Nigeria have been 

generating severe environmental concern for both the government and interested 

stakeholders. The relationship between urbanization center and economic growth in 

sub-Saharan Africa has become a crucial policy concern, especially in Nigeria.  

However, a central question relating to the unprecedented size of these urban 

agglomerations is how these urban centers in Nigeria will, in the future cope 

economically, environmentally, and politically with such overcrowded cities. In other 

words, the extent, the dimension, the persistence of the urbanization challenge, and its 

macroeconomic implications call for further research attention which indeed this study 

intends to address. Therefore, the objective of this study is to investigate the economic 

relationship amongst population growth, urbanization, and economic growth in sub-

Saharan Africa, with a special focus on Nigeria. 

 

Theoretical Review of Literature 

Urbanization is the process that refers to the growth both in size and numbers of urban 

centers (Ujoh, Kwabe & Ifatimehin, 2010). Several studies (UNCHBP, 1974; Lambin 

et al, 2003; European Environment Agency, 2006; Ifatimehin & Musa, 2008) reveal 

that the proliferation of urban centers has been phenomenal from the turn of the 20
th

 

century. A population is a group of individuals with common features living in a 

geographical region. United Nations (2021) defines population as a group of people or 

at least a group of living beings, while Ochejele (2010) cited in Lawal, George, Oseni 

& Okuneye,(2020) defines economic growth as the quantitative and sustained increase 

in the county‘s per capita output or income accompanied by an expansion in the labour 

force, consumption, capital and volume of trade.   

In Nigeria, the growth of capitalism into imperialism (colonialism) with its 

exploitative economic policies of plunder and appropriation, accelerated migratory 

tendencies of peasant producers from rural to urban centers such as Lagos, Enugu, 

Ibadan, Kano, Jos, and Port Harcourt (Tyav, Akpede & Abanyam, 2013). Thus, 

capitalism creates the urban and rural sectors of the society through the 17
th

 and 18
th

 

century industrial revolutions.  

Wegh (2003) cited in Tyav, Akpede & Abanyam (2013) defines urbanization as 

a process, factor, and consequence of change that ensures the clustering of people. He 
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states that urbanization is perceived in terms of anonymity and not heterogeneity. It 

describes a situation whereby people continuously come together in large numbers with 

different cultural backgrounds and dwell in a particular urban center. 

Broom and Selzink (1968) cited in Odetola et al (1983: 47) defined urbanization 

as the process of transforming societies from simple and agrarian forms into complex 

and heterogeneous structure characterized by increasing population density and size. 

Development, in common parlance, refers to the physical quality of life index of a 

people (Tyav, Akpede & Abanyam, 2013). 

According to Alkali (1997), and Apam (2006:203), the questions to ask about a 

country‘s development are three: what is happening to poverty? What has been 

happening to unemployment? What is happening to inequality? If all these have 

declined significantly beyond doubts, this has been a period of development for the 

country concerned. 

Using the dialectical and historical materialist perspective, Marx contended that 

capitalism allows for the concentration of wealth and affluence in the hands of a few 

who also constitute the political class and poverty for the masses of workers who are  

producers of wealth and are also deprived and exposed alienation (Tyav, Akpede & 

Abanyam, 2010). Colonialism which paved way for industrialization and urbanization 

in Africa and Nigeria drained the working forces of the rural areas into the urban 

centers leading to the total neglect of these rural areas. 

 

Empirical Review 
Liu Su and Jiang (2015) investigated the relationship between urbanization and 

economic growth in China by focusing on the cross-regional level and employed time-

series data from 1952 to 2011 for 28 provinces in the economy using a bootstrap panel 

Granger causality test. The results indicated that in the northern coastal and inland 

regions, urbanization promotes economic growth through demand expansion. Sarker, 

Khan and Mannan (2016) investigated the causal relationship between urban population 

growth and economic growth in South Asia using the Panel Pedroni Cointegration Test 

(PPCT) and a Panel Vector Error Correction Model (PVECM). The study found the 

presence of a long-run causal link between urban population and economic growth. 

Hence, the study concluded that urban population growth has a significant influence on 

economic growth in Southern Asia. 

 Li (2017) investigated the relationship between urbanization and economic 

growth in China by employing a VAR model to analyse time-series data from 1980 to 

2014. The study found a unidirectional causal relationship between population, 

urbanization and economic growth as urban population growth promotes economic 

growth in the long-run. Moreover, the study found a unidirectional causal link between 

the rate of land urbanization and economic growth. However, growth in the rate of land 

urbanization was promoted by the rapid economic growth in the Chinese economy. 

Tripathi and Mahey (2017) examined the link between urbanization and economic 

growth in Punjab, India by adopting a micro-level analysis. The study suggested that 

urban population growth in Punjab is highly concerted around the major cities. Hence, 

the study found a positive relationship between urbanization and economic growth in 

Punjab. 

 Nguyen and Nguyen (2018) examined the link between urbanization and 

economic growth in seven ASEAN countries by using the Granger causality test and a 

static and dynamic panel data to analyse time-series data from 1993 to 2014. The 

empirical results suggest that there is a positive causal relationship between 

urbanization and economic growth. However, the impact of urbanization on economic 
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growth is found to be non-linear. Bakirtas and Akpolat (2018) investigated the 

relationship between urbanization and economic growth in new developing-market 

economies using the Dumitrescu-Hurlin panel Granger causality test to examine the 

dataset from 1971 to 2014. The bivariate analysis from the study found the existence of 

a panel Granger causality from urbanization to economic growth in the sampled 

economies. 

 Nathaniel and Bekun (2021) examined the impact of urbanization on economic 

growth in Nigeria from 1971 to 2014 by adopting the Bayer and Hanck and ARDL 

cointegration tests. The empirical results found that there exists a negative relationship 

between urbanization and economic growth in Nigeria. Pradhan, Arvin, and Nair 

(2021) investigated the effect of urbanization on the economic growth of the G-20 

countries from 1961 to 2016 by adopting the PVECM. The empirical results indicated 

the existence of temporal causal links between urbanization and economic growth in 

the short and long run. The study also found that the path to long-run economic growth 

in the G-20 countries depends on urbanization rate, transport, and ICT infrastructures. 

Daramola and Ibem (2010) examined the causes and implications and of increasing 

environmental deterioration for sustainable development in Nigeria. They employed 

archival records and observations to identify colonial antecedents of Nigerian cities, 

rapid urbanization, and poor psychological orientation of residents as being responsible 

for the current situation of environmental deterioration. They highlighted the three-fold 

effects of the human health, the economy and ecological system and suggested that the 

application of planning, economic, legal, institutional as well as educational tools will 

address the situation. 

Shabu (2010) employed a multiple correlation analytical technique to analyze 

the relationship between urbanization and economic development in developing 

countries using data obtained from 10 developing countries by the World Bank in 2009. 

He found that there are two side relationships between urbanization and economic 

development; on the one side, it impedes economic development while on the other 

side, it is an impediment to economic development of most nations. He correlated 

urbanization with economic development indicators of developing countries and 

concludes that a weak relationship between urban growth and economic development 

in developing countries exists.  

Ivan and Gordon (2013) investigated the relationship between urbanization and 

economic growth in Africa and Asia.  The study reviewed arguments and evidence on 

whether rapid urban population growth can help to raise living standards. The paper 

found out that the development effects of urbanization and the magnitude of 

agglomeration economies are very variable where there is no simple linear relationship 

between urbanization and economic growth, or between city size and productivity.  

Jamal and Jena (2018) examined urbanization in sub-Saharan Africa and submitted in 

their findings that the consequences of urbanization can be complex and intersect with 

other development policy issues such as climate change and migration; and that if 

properly managed, it has the potential to propel growth, create jobs, and end 

widespread poverty but without a holistic collaboration between actors, the influx of 

informal settlers will continue with environmental risk. 

Ujoh, Kwabe, and Ifatimehin (2010) examined urban sprawl in Nigeria with a 

special focus on her federal capital, Abuja, and sustainable urbanization. This paper 

specifically focused on an integrated approach of Remote Sensing (RS) data, 

Geographical Information Systems (GIS) techniques, and ground data collected by the 

use of Global Positioning Systems (GPS) receiver in facilitating urban planning. Data 

set from Landsat TM, Landsat ETM, and Nigeriasat-1 satellite data for 1987, 2001, and 
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2006 respectively, revealed that the annual rate of urban sprawl was 10.6km
2
 over a 19 

years period (1987 – 2006). In view of the ecological and environmental challenges that 

accompany such rapid sprawl development, the study recommends measures like 

moving some key government agencies, ministries, and departments to other area 

councils of FCT to reduce the rapid rate of urban sprawl and to ensure sustainable 

urbanization. 

 

Methodology 

The research design adopted for this study is both descriptive and evaluative. This 

study makes use of secondary time series data relating to the relevant variables of the 

research. The study relies on secondary data obtained from various sources like the 

National Bureau of Statistics, Central Bank of Nigeria, National Population Census, 

and World Development Index, etc. The study would use time-series data from 1980-

2019.  

 

Analytical Framework 

The study is premised on both Malthus Population and Haris-Todaro‘s theory of 

population and migration. However, this study observed that these theories do not 

consider the endogeneity factors, hence the incorporation of a modified endogenous 

growth model. Malthus model postulates that increasing population resulted from 

migration from rural-urban is expected to impact growth negatively. The main 

assumption of the model is that the migration to urban areas based on expected income 

between rural and urban areas to seek a job may expect to earn twice the annual real 

income in an urban area than in a rural environment but might end up disappointed with 

little consequence, if the actual probability of his securing the higher-paying job within, 

say, one year period turns to one chance in five (Todaro and Smith, 2006). The 

expected urban real per capita income is equal to the proportion of urban labour force 

(aging and active), given urban access to infrastructure and other intervening factors.  It 

is expressed as; 

Y=f(                             ,GFCF,FDI) ……………………… (i) 

Where Y = GDP per capita growth (GDPPCG), AGPOP = Aging population, ATPOP = 

Active population, UbanElect= Urban electricity and POPGR = Population growth rate.

  

Rural-urban migration which is provoked by inadequate employment opportunities in 

the rural areas has aggravated urbanization and its attendant positive and negative 

impacts. The decision to migrate depends on the expected urban real income and not 

the actual urban-rural real wage differential (Haris &Todaro, 1970). The expected 

urban real income is determined by the population growth rate which brings about the 

interaction of two variables; the aging and active population given adequate 

infrastructures and employment opportunities occasioned by domestic and foreign 

direct investment in the urban area likewise, the probability of obtaining an urban job is 

directly related to urban employment rate and inversely related to the urban 

unemployment rate (Chaudhuri &Mukhopadhyay,2010).  

The model specification is drawn from the Malthus population model which 

states that increasing population retards economic growth in terms of poverty, 

starvation amongst others in developing economies. Thus, modified and expressed in a 

function and baseline regression equation as follows; 
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Model I 

GDPPCG =f(POPG, AGINGPOPG, ACTIVEPOPG, GFCF, FDI, 

POPELECT)…….(ii) 

logGDPPCG =  0 +  1 logPOPG +  2 logAGINGPOP + 3 logACTIVEPOP + 4 

logPOPELECT+ 5logGFCF+ 6logFDI+   

…………………………………………….(iii) 

While the Haris-Todaro model of migration is modified and expressed in the 

endogenous form to capture the endogeneity factors of technical progress as: 

Model II  

logGDPRCG =  0 +  1 logGFCF+ 2logFDI+  3logURBAN + 4logURBANUEMP+ 

 5 logURBANR+ 6logURBANELECT+  ………..... 

………………………………….(iii) 

Where  0,  1,  2,  3  4  5, and  6 are parameter estimates  

 GDPPCG= Gross Domestic product per capita growth 

GFCF = Gross Fixed capital formation 

FDI= Foreign Direct Investment 

URBANUEMR =Urban unemployment Rate 

URBANR= Urbanization rate 

URBANELCT= Urban electricity  

URBAN= Urbanization. 

  = Error term 

 

Empirical Results and Discussions 

 

Descriptive Statistics 

Table 1 shows the summary of the descriptive statistics used in the relationship among 

increasing population, urbanization, and economic growth for the study period 1980-

2019 in Nigeria. Table 1 results revealed that urban electricity and aging and active 

population growth of 47.51 and 0.03 are the highest and lowest average values 

respectively. Similarly, the highest and lowest standard deviations for urban electricity 

and active population growth rates are 19.39 and 0.002 respectively. 

 

Table 1. Descriptive statistics result for the included variables (1980-2019) 

 Mean  Std. 

Deviation 

Maximum  Minimum Jarque-

Bera 

Observ

ations  

GDPPCG 0.54 5.26 12.46 -15.45 10.94*** 40 

POPGrowth 2.59 0.08 2.85 2.49 6.77** 40 

Agingpopg 0.03 0.003 0.03 0.02 0.77 39 

Activepopg 0.03 0.002 0.03 0.02 3.25 39 

GFCF 35.94 526 89.39 14.17 7.69** 39 

FDI 1.49 0.57 5.79 -1.15 25.39*** 40 

Popelectricity 46.25 8.56 59.30 27.30 1.140 29 

Urbanization  4.75 10.37 5.85 4.05 3.25 40 

Urbanization rate 35.83 7.27 51.16 21.97 2.21 40 

Urbanelectricity 47.51 19.39 83.90 27.30 20.50*** 30 

Urbanunem. 10.53 1.29 27.40 1.90 3.52 40 

Source: Authors‘ compilation from E-Views 9 software, 2021 
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Graphical Analysis 

The relationship between increasing population, and economic growth as well as the 

nexus between urbanization and economic growth are exhibited in Figures 1 and 2. 

Importantly, Figure 1 showed that GDP per capita growth did not correspond to the 

population growth for the study period of 1980-2019 in Nigeria. In specific, in more 

than half of the study periods, population growth has outgrown GDP per capita growth 

in Nigeria and thus supports the Malthus population hypothesis. However, on fewer 

occasions like in 1990 and 2002, GDP per capita growth sharply outgrown the 

population growth rate in Nigeria. On the other hand, Figure 2 like Figure 1 exhibited 

that Urbanization (Urban population growth) is far above the GDP per capita growth in 

all the study periods, except in the years 1990 and 2002 respectively. This suggested 

that the more Urbanization, the lesser the GDP per capita growth (average standard of 

living growth) over the study periods, 1980 to 2019 in Nigeria. 
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Figure 1. Trend in population growth and GDP per capita growth in Nigeria 

(1980-2019) 
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Figure2. Trend in urbanization and GDP per capita growth in Nigeria (1980-2019) 

 

Time Series Econometrics Results 

 

Unit Root Test 

Table 2 reports the Augmented Dickey-Fuller (ADF) unit root test found that all 

included variables are stationary at first difference integrate order, I(1) except 

population growth (popgrowth), Agingpopg, GFCF, FDI, and Urban electricity access 

(urban electricity) at integrating order of zero, I(0) in this study. This confirmed that the 

included variables dataset are stable at mixed integrating order of zero, I(0) and one 

I(1). Although, fewer variables are not stationary until at integrate order of two, I(2), 
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which no estimation method support hence, Pesaran et al. (2010) opined that the I(1) 

should be considered instead of I(2) if and only if, the Akaike information criteria 

(AIC) of I(1) is lower than the AIC of I(2), and disregards their F-statistics outcomes. 

Therefore, all the included variables are stationary at level and first difference and thus 

a mixed stability order exists among the variables in this study. 

 

Table 2. Unit root test for the included variables in this study (1980-2019) 

Variable                                       ADF Unit Root Test 

    Level                            1
st
 Difference             

2
nd

 Difference 

 

Integrate 

Order 

GDPPCG -2.78* -11.64*** ------------ I(1) 

Popgrowth -6.45*** ---------- ----------- I(0) 

Agingpopg -5.80*** ---------- ----------- I(0) 

Activepopg -1.86 -2.89* -3.57*** I(1) 

GFCF -3.62*** ------------- ----------- I(0) 

FDI -4.19*** ------------- -------- I(0) 

Popelectricity -2.06 -4.95*** --------- I(1) 

Urbanization  -1.40 -4.15*** --------- I(1) 

Urbanization 

rate 

0.70 -1.55 -5.91*** I(1) 

Urbanelectricity 0.28 -4.35*** ---------- I(1) 

Urbanune ----------- -5.99*** ---------- I(1) 

Source: Authors’ compilation from EViews 9 software, 2021 

Note: (a)  ***, **, ** significant at 1%level, 5%level and 10%level of significance. 

 

Co-integration Bound Test 

Since all the variables are stable at mixed integration orders of zero and one, then, the 

ARDL Bound test is appropriate for the joint variables long run relationship in this 

study. Table 5 found that all the included variables in the two models have a linear joint 

long run relationship in this study. 

 

Table 3:  Co-integration bound test (1980-2019) 

Model  Variable  F-

statistic   

DF              Critical value 

   10%         5%        1% 

Cointegration 

Decision 

Ho: No long 

run 

relationships 

Population 

Growth and 

Economic 

Growth 

Nexus 

All 

variables 

5.49 6 3.23   3.61 4.43 Reject H0 

Urbanization 

and 

Economic 

Growth 

Nexus 

All 

variables 

7.36 6 3.23 3.61 4.43 Reject H0 

Source: Authors’ compilation from EViews 9 software, 2021 

Note: (a)  Maximum critical value 10 and 11 Bounds at 1%level, 5%level and 10% 

          (b) Degree of freedom (DF)  
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4.3.3 OLS Estimation for Population Growth-Economic Growth Nexus and 

Urbanization-Economic Growth Nexus between 1980-2019 in Nigeria 

Table 4. Estimated OLS Regression for models 1 and 2 (1980-2019) 
   Dependent variable: GDP per Capital growth  

                                                                 Model I 

 

Model II 

Variable  

 

             

ARDL OLS 

SR                           

LR  

FMOLS DOLS ARDL  

OLS 

SR             

LR 

FMOLS DOLS 

Popgrowth                              

1603.12** 

                              

(2.46) 

628.69        

(1.62)       

444.62 

(0.86) 

   

Agingpopg                            

-74486.53** 

                              

(-2.49)              

-28703.18 

(-1.63) 

-19816.70 

(-0.85) 

   

Activepopg                            

-86547.27** 

                               

(-2.54)                

-33581.19 

(-1.69) 

-23528.96 

(-0.90) 

   

GFCF  -0.57* 

                                 

(-2.07)                     

-0.31* 

(-1.98) 

-0.29 

(-1.39) 

 -0.15***              

 (-2.71) 

-0.16 

(-1.94) 

-0.15*** 

(-2.71) 

FDI                                  

1.06 

                                 

(1.09) 

-0.39 

(-0.75) 

-0.48 

(-0.73) 

 -0.92*** 

  (-4.05) 

-0.88*** 

(-4.36) 

-0.92*** 

(4.05) 

Popelect                                 

-0.92** 

                                

(-2.41)                       

-0.60*** 

(-2.94) 

-0.65* 

(-2.32) 

   

C                                 

134.61* 

                                 

(1.99)                        

48.86 

(0.94) 

28.39 

(0.45) 

             

103.54 

              

(1.04)    

-12.13 

(-1.12) 

-12.09* 

(-1.84) 

Urbanization                 -

21.26 

            (-

0.85) 

8.08*** 

(6.30) 

8.10*** 

(10.45) 

Urbanization Rate                -

1.74* 

            (-

1.81)   

-0.58*** 

(-3.72) 

-0.55*** 

(-4.28) 

Urbanelectricity                  

0.01 

              

(0.06)      

0.12** 

(2.28) 

0.11** 

(2.09) 

Urbanune                  

0.16* 

              

(1.97)      

0.06 

(1.30) 

0.05 

(0.92) 

ECT(-1) -0.96*** 

(-5.53) 

  -1.44*** 

(-6.36) 

  

D(Pogrowth) 1129.81** 

(2.11) 

     

D(Agingpopg) -54275.23** 

(-2.11) 

     

D(Activepopg) -62283.98**      
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(-2.11) 

D(GFCF) -0.28 

(-1.05) 

  0.05 

(0.20) 

  

D(FDI) -0.03 

(-0.05) 

  -0.66 

(-1.51) 

  

D(Urbanization)    -35.17 

(-0.97) 

  

D(Urbanization 

rate) 

   122.72 

(1.23) 

  

D(Urbanelectricity)    0.01 

(0.10) 

  

D(Urbanune)    -0.06 

(-0.67) 

  

Source: Authors’ compilation from EViews 9 software, 2021  

Note: (a) *** significant at 1% level, ** significant at 5% level, and * significant at 

10% level  
 

Table 6 presents the estimated OLS regression for the two models, population growth-

economic growth nexus and urbanization-economic growth nexus over the study 

periods, 1980-2019 in Nigeria using three OLS estimations, ARDL OLS, FMOLS and 

DOLS respectively in this study. As shown in Table 6, the ARDL OLS showed the 

short-run and Long-run OLS estimates while FMOLS and DOLS revealed long-run 

estimates only. In models I and II, the error correction term (ECT) values of -0.96 and -

1.44 at 1% level of significance confirm the expected negative and statistically 

significant level of the error correction term and thus, confirmed a long-run relationship 

exists in the two models in this study. In the model I, the long-run OLS estimation 

methods from ARDL, FMOLS, and DOLS found that population growth spurs 

economic growth consistently but only ARDL OLS exhibits a positive significant 

impact on economic growth in the long-run by 1603.12 at a 5% significant level. 

Importantly, all the regressors from ARDL OLS, FMOLS, and DOLS except 

population growth have a negative impact on GDP per capita growth over 1980-2019 

in Nigeria. Further, the ARDL short-run dynamics found that only change in population 

growth causes a positive change in GDP per capita growth by 1129.81 at a 5% 

significant level, while other regressors change lead to a negative change in GDP per 

capita growth over 1980-2019 in Nigeria.    

On the other hand, model II long-run regression results found that urbanization 

retards long-run GDP per capita growth from ARDL, ROLS while urbanization 

positively enhances long-run GDI per capita growth from FMOLS and DOLS methods 

consistently. In contrast, the urbanization rate (share of urban population to total 

population) has a negative and significant impact on GDP per capita growth over the 

study periods, 1980-2019 in Nigeria. Further, all regressions are consistent in signs 

except urbanization and urbanization rate that are not consistent in both signs and 

significant levels from ARDL, LR, OLS, RMOLS, and DOLS in this study. In the 

short-run dynamics, the ARDL OLS result found that changes in all regressions do not 

significantly have a change in GDP per capita growth in this study. Importantly, a unit 

increase in urbanization (population urban growth) leads to a 35.17% decline change in 

the GDP per capita income in this study. But an increase in the share of urban 

population to the total population (urbanization rate) leads to a positive increase in 

GDP per capita growth by 122.12% in the short run. Therefore, the estimated OLS 

regression in Table 6 revealed that population growth positively and significantly 

enhances economic growth in the short-run and long-run while urbanization has a 
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negative and insignificant impact on economic growth over the study periods 1980-

2019 in Nigeria. 

 

Causality test for population growth, urbanization and economic growth in 

Nigeria (1980-2019)  

  

Table 5. Pairwise Granger causality test (1980-2019) 

Optimal Lag Length Level:  2 

Null hypothesis F-statistics Probability        Causal Direction  

GDPPCG does not Granger 

cause Pop. Growth 

2.87* 0.07 GDPPCG→Pop. Growth 

Pop. growth does not Granger 

cause GDPPCG 

4.86*** 0.01 Pop. growth →GDPPCG 

Urbanization does not 

Granger cause Pop growth 

2.73* 0.08 Urbanization → Pop. 

Growth 

Pop. growth does not Granger 

cause Urbanization 

0.65 0.53 Pop. growth ≠ Urbanization 

Urbanization does not 

Granger cause GDPPCG 

0.33 0.72 Urbanization ≠ GDPPCG 

GDPPCG does not Granger 

cause Urbanization 

0.56 0.57 GDPPCG ≠ Urbanization 

Source: Authors’ compilation from EViews 9 software, 2021 

Note: (a) *** significant at 1% level, ** significant at 5% level, and * significant at 

10% level 
 

As shown in Table 7, the Pairwise Granger causality test found that economic growth 

and population growth have a bi-causal direction while Urbanization and population 

growth have a unicausal direction within the study periods, 1980 and 2019 in Nigeria. 

However, it is evident from table 7 that urbanization does not cause economic growth 

in this study. 

 

Conclusion and Recommendations 

This paper examined the relationship among population growth, urbanization, and 

economic growth for the study period, 1980-2019 in Nigeria. The specific objectives of 

this study were to examine the impact of population growth on economic growth, as 

well as the impact of urbanization on economic growth, and finally, the causal direction 

among population growth, urbanization, and economic growth were gaps identified in 

the reviewed literature. 

To achieve these objectives, the study employed three OLS estimation methods, 

ARDL, OLS, FMOLS, and DOLS to estimate both short run and long-run impacts of 

the first two objectives in models I and II and further, the Pairwise Granger causality 

test was employed to ascertain the causal direction of unicausal and bicausal directions 

among the main variables, population growth, urbanization, and economic growth. 

The findings from the empirical results revealed that population growth has a 

positive and significant impact on economic growth in the short run and long run, 

however, urbanization has a negative and insignificant impact on economic growth in 

the short run and long run over the study periods, 1980-2019 in Nigeria. Also, results 

from the Granger Causality test revealed that a bi-causal direction existed between 

population growth and economic growth while a unicausal direction prevailed between 

urbanization and economic growth within 1980-2019 in Nigeria. The results from the 
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nexus between population growth and economic growth is contrary to the Reverend 

Thomas Malthusian Population theory that increasing population growth will retard 

food production implying increasing poverty but rather, the results found that 

population growth had stimulated  GDP per Capital growth (Standard of living 

increasing) in Nigeria. 

From the specific outcomes, the study recommends that Government policy 

should be directed to improve the active population growth to spur GDP per capita 

through a quality education system. It is also recommended that Urbanization Policy 

should be guided to maximize the benefits rather than the current challenges posed like 

increasing Urban Unemployment and decline in GDP per capita in this study. Rather, 

urbanization policy should promote rural-urban interdependence unlike what is 

advocated in the dualism theory and the rural-urban migration drives in most sub-

Saharan African countries at the expense of the GDP per capita growth as found in 

Table 6 of this study. 
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