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CHAPTER 10 

DEBATES IN NAMIBIA ON THE NEED FOR MORAL FORMATION 

10.1   Introduction  

People develop morally as they grow in understanding and will power. However, the abilities of 

people to know what is right and what is wrong and act in accordance with it are encountered by 

factors that diffuse moral principles. These social factors do not allow people to live up to their 

moral potential as they may wish or expect. 

In life people make choices and while doing so also rate their actions as good or bad. People 

make remarks such as “that is a good thing to do”; “that is a bad thing to do”; “I do not think that 

is right” or “it is forbidden”. This is an indication that people constitute and use “conscience” 

which needs to be formed so that people grow morally. 

In this chapter we shall focus on “moral formation” and how to apply insights into this important 

educational task to the implementation of the Religious and Moral Education programmes within 

the Namibian school curricula.  

10.2 Defining and approaching moral formation  

The term morality is derived from the Latin word mos or mores (plural) which means customs, 

principles or rules of right conduct. However, there is a difference between the word “moral” and 

the word “ethics”. Ethics codify morals into a normative study in a way that human actions can 

be assessed in relation to an ethical system or code of conduct such as a teaching profession 

(Titus 1953:367). 

Formation is the act of creating or forming moral habits. The term formation refers to the 

operations of bringing things together, shaping or giving a form. Formation comes from the word 

form which shows a particular way of being or giving something its nature. Thus, moral 

formation is the operations of bringing about the principles of right human conduct (McKechnie 

1983). 

One way of approaching moral formation is the development of moral reasoning for making 

decisions, while the other way is the formation of character. Gula (1989) prioritizes character 
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formation: just as the application of laws depend on a good judge, so do the character and moral 

reasoning depend on each other. Musonda (2006:185) goes further to say that reasoning without 

character will be hollow.  

Personally I find Van der Ven‟s approach to moral formation as set out in his comprehensive 

study, Formation of the moral self (1998), very meaningful since he incorporates a multitude of 

tested perspectives into a versatile approach to moral formation. He distinguishes two modes of 

moral formation, the first of which is the informal mode which includes “discipline” and 

“socialization”, basic processes that take place in informal settings, such as family, culture and 

society. Secondly he distinguishes the formal mode, which is taken care of by means of more 

formal settings such as school and religious formation institutions. In the formal setting 

“transmission of values”, “cognitive development”, “self-clarification of values” and “emotional 

development” take place. These six forms of moral development, together, culminate in the 

seventh, which has been the goal of moral formation since Aristotle: the “formation of character” 

(Van der Ven 1998:35-42).
6
   

a) Discipline is instilled from a young age by means of habits or a process of “habituation” 

(1998:52-55), with the goal of “self-regulation” (1998:55-62), which entails self-observation, 

self-judgment and self-reaction. Van der Ven uses Durkheim‟s notion of “the spirit of discipline” 

(Durkheim 1961:17-55), which starts with respecting the groups the child belongs to and the 

values and norms of these groups. This helps the child to be embedded in a three-fold spirit of 

discipline which includes a spirit of communitarianism, multi-culturalism and joint wisdom (Van 

der Ven 1998:62-79). Discipline is a basic virtue which incorporates the individual into shared 

values and a shared culture where moral boundaries can be established and critically tested.  

b)  Moral Socialization, according to Van der Ven (1998:85-89) takes place along similar lines 

as Berger and Luckmann‟s theory of the socialization of knowledge (1967), i.e. by means of 

primary socialization (the induction of the individual into the world of moral meaning in 

general), and secondary socialization (induction into the world of moral principles and 

professional roles in society).  The “institutionalization” of moral conduct, on the macro-level of 

society, is based on successful induction into the meso-level of social interaction, and the micro-

                                                 
6  For Van der Ven‟s definitions of morality, religion and education, see 1998:2-41. 

 

 

 

 



[176] 

 

 

 

level of the individual “in dialogue” with himself or herself (Van der Ven 1998:89-109). The 

moral self, in dialogue with its own “conscience” and with the world of informal and more 

formal social norms, learns to sort out how to handle moral conflicts, difficult choices in moral 

perspective and eventually also possible compromises in moral perspective. (1998:109-124).  

c) Transmission of values, especially via cultural traditions, according to Van der Ven 

(1998:125-179) is filtered through different processes, such as “plurality” (there are various 

traditions in dialogue, sometimes in harmony and sometimes in conflict); different forms of 

“rationality” 
7
, and different “critical questions” at different stages of the process (e.g. about 

what constitutes “the good life”; what does it mean to follow “the golden rule”, and what kind of 

practical wisdom or “phronesis” can help us follow the good life while also taking care of our 

neighbour?).  

d)  In order to find a way between the extreme possibilities in addressing the child‟s cognitive 

development - that of either indoctrination or relativism (either we tell the child what is right or 

the child simply chooses what is right) - Van der Ven aligns himself with Kohlberg‟s tested 

theory of stages in moral formation (1998:181-185). In the early childhood or pre-conventional 

stage two sub-stages should be distinguished: 1. obedience and avoidance of punishment and 2: 

individual instrumental purpose and exchange. In the conventional stage another two sub-stages 

function: 3. mutual interpersonal expectation and 4. social system and conscience maintenance. 

Finally, in the post-conventional stage another two sub-systems are in play: 5. the social contract 

and 6. universal ethical principles (in a few extra-ordinary cases).  

Van der Ven, however, also tries to soften Kohlberg‟s rigid application of “stages” (which for 

Kohlberg ends in the dilemma that true moral development comes (only for a few) at the end of a 

life full of moral learning. Van der Ven does so by visiting the four main “stade” (“stages” or 

actually “types” of moral formation) of Piaget, and then applies all of this to the Kantian 

challenge to discern justice for “the other”, and Rawls‟ conception of “justice as fairness” in a 

“blind” situation. (See Van der Ven 1998:186 ff.). Piaget‟s keen observations of young children 

developing remains relevant, according to Van der Ven,  and helps anchor our theorising in the 

“reality” of the “natural tasks” of children at different ages:  

                                                 
7 Habermas (1984) distinguishes e.g. between substantive rationality – developed along diverse lines of e.g. 

Aristotle, Kant, Locke, Bentham, Mill, etc, and procedural rationality] 
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1. In the sensimotor stage (0-2 years) the child acquires environmental knowledge through 

sensory stimulation and motor activity, by developing preverbal behaviour and own “rituals”. 

 2. In the pre-operational stage (2-7 years) the child learns language, play, imitation and 

imagination by employing symbolic behaviour, and in this stage the child learns to “obey” and 

“respect” rules that apply, but still in a very egoistic, self-centred way.  

3. In the concrete-operational stage (7-11 years) a de-centric view develops in which proper 

dialogue, mutuality and cooperation  becomes possible, but this is all still “concrete”, i.e. directly 

linked to personal contact with objects and thus not yet on an abstract level.  

4. In the formal-operational stage (11 years and older) the child is capable of inductive and 

deductive thinking, theorising and experimenting. In this stage the “rules” are not only followed 

out of fear of punishment or self-centred expectation of reward, but they are seen as necessary 

for the game itself, and they may be changed by mutual agreement. Social contract thus becomes 

possible. (Van der Ven 1998:186-199) 

By applying Piaget and Kohlberg to moral questions of justice, Van der Ven confronts the 

challenges of Immanuel Kant (how can I act in such a way towards others in all circumstances 

that my behaviour may serve as a norm of justice? and John Rawls (how can a truly utilitarian 

interest in justice for oneself be combined with a kind of social contract justice for all?). Van der 

Ven shows how Kohlberg‟s analysis of justice in terms of equality (distributive justice), 

reciprocity (commutative justice), equity (corrective justice) and universalizability (procedural 

justice), “fits” the build-up of his stages towards true universal moral maturity – even though this 

“final” stage seems out of reach for mere mortals (Van der Ven 1998:202-234). Van der Ven 

thus affirms the movement from “conventional” to “critical” morality latent in most theories of 

moral development, including the work of Erikson (see Erikson 1959; 1968).
8
 

Erikson‟s approach to the “stages of moral development” is interesting in that he identifies 

specific “tasks” for each stage: a specific virtue must be applied to overcome a generic challenge 

or crisis, which leads to the development of appropriate relationships in the quest to answer 

specific existential questions. For instance, the first crisis, at age 0-2, is to overcome mistrust in 

the mother with trust to generate “hope” and to answer the question about trust in the world in 

general; the second crisis, at age 2-4, is to overcome shame and doubt with “autonomy” vis-à-vis 

                                                 
8  For Erikson‟s “stages” of psycho-social development, see the table on the next page.  
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the parents to generate the “will” to be “me”; the next crisis, at age 4-5, is to overcome guilt with 

initiative in the family, to foster “purpose” (“it is OK for me to do, move, and act”); the 

challenge at age 5-12 is to develop “competence” in school and vis-à-vis neighbours and others, 

through industry versus inferiority. It is not difficult to insert Erikson‟s “stages” into “Kohlberg”. 

Approximate 

Age 
Virtues 

Psycho Social 

Crisis  

Significant 

Relationship
[
 

Existential 

Question 
Examples 

0–2 years Hopes 
Basic Trust vs. 

Mistrust 
Mother 

Can I Trust the 

World? 

Feeding, 

Abandonment 

2–4 years Will 

Autonomy vs. 

Shame and 

Doubt 

Parents 
Is It Okay To Be 

Me? 

Toilet Training, 

Clothing 

Themselves 

4–5 years Purpose 
Initiative vs. 

Guilt 
Family 

Is It Okay For Me 

To Do, Move and 

Act? 

Exploring, Using 

Tools or Making 

Art 

5–12 years Competence 
Industry vs. 

Inferiority 

Neighbors, 

School 

Can I Make It In 

The World Of 

People And 

Things? 

School, Sports 

13–19 years Fidelity 
Identity vs. Role 

Confusion 

Peers, Role 

Model 

Who Am I? What 

Can I Be? 

Social 

Relationships 

20–39 years Love 
Intimacy vs. 

Isolation 

Friends, 

Partners 
Can I Love? 

Romantic 

Relationships 
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40–64 years Care 
Generativity vs. 

Stagnation 

Household, 

Workmates 

Can I Make My Life 

Count? 
Work, Parenthood 

65-death Wisdom 
Ego Integrity vs. 

Despair 

Mankind, My 

Kind 

Is It Okay To Have 

Been Me? 
Reflection on Life 

 

e)  The clarification of values represents Van der Ven‟s fifth stage (1998:235-282). Issues such 

as trust, equality, sympathy and empathy, justice and shame and guilt have to be clarified. For 

this an appropriate hermeneutic needs to be developed by each individual (1998:257 ff.) and an 

appropriate “authority” established (1998:262 ff.).  

f)  Van der Ven‟s sixth “stage” is emotional development. Using the willingness of Nelson 

Mandela and Desmond Tutu to consciously opt for an attitude and practice of forgiveness against 

the equally strong emotions of resentment, hurt, anger, elicited by the injustices of apartheid, 

Kohlberg himself opts for a specific theory of emotional development, the so-called cognitive 

interaction emotion theory (1998:294-301).
9
 He agrees with Frijda (1986; 1993:106-132) who 

distinguishes several “appraisal exercises” by which the extent and depth of emotions may be 

measured: for instance using the “law of appeal” to fathom the depth of appeal of an emotion; 

the “law of the strength of reality” to gauge the subjective intensity of the emotion; the “law of 

change” to find out what effect a change of situation brings about in emotions; the “law of  

emotional momentum” to determine which emotions fade away easier, etc. All these exercises 

are cognitive in nature and deals with interaction with others or with changing circumstances. 

Van der Ven also follows Kohlberg in his thinking on the need to “manage” emotions. This can 

be done by means of suppression, control, neutralising, re-directing, or processing of emotions. 

(1998:302-308). Van der Ven then proceeds to indicate how emotional growth can take place: by 

                                                 
9 He thus chooses against alternative theories such as Thomas Aquinas‟ classic theory of “passions” in which desire 

or flight, hope and despair, fear or audacity, satisfaction or anger, are played off against each other; or the 

phenomenological theories of e.g. Scheler (where different layers of emotion are distinguished, e.g. sensual, bodily, 

psychic or spiritual) or Strasser (where an evolutionary, psychological and subjective layer are distinguished); or 

thirdly various behaviourist theories - from Pavlov to Lazarus. See Van der Ven 1998: 288-293. 
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developing of a strong ego identity, basic trust, empathy and sympathy, a sense of justice, and 

ways of dealing effectively with shame and guilt, and sex and love (1998:309-331).  

g)  On the matter of virtue ethics and character formation as the goal of all moral formation, Van 

der Ven sides with the “positive virtue ethics” proponents, linking up with Platonic and 

Aristotelian ideas about desires for goodness, goodness or goods as such, and reasons for 

striving towards goodness. Instead of the three negative “M‟s”, moralising (by invoking guilt), 

manipulating (by reward or punishment), or modelling (by expecting the child to strictly follow 

examples), positive virtue ethics form character by asking questions about choice of identity 

(“who am I or we?”), choice of action (“what is good for us, rather than which rules are we to 

follow?”), and facing challenges (“what can we do to change things?”). (See Van der Ven 

1998:339-357) However, realising that character ethics tend to be substantive, Van der Ven 

agrees with Ricoeur that duty ethics (which tend to be procedural) should be combined with 

character ethics, via situation or contextual ethics (Ricoeur 1992:169-296).  

Van der Ven develops his own brand of virtue ethics, stressing an interactive model of character 

formation, in which narrative and judgement or discernment play a crucial role. He agrees with 

Aristotle that friendship (based not on utility or pleasure, but on goodness) is the most important 

intrinsic good. Such intrinsic “goods” are embodied in moral virtue, which also forms the 

condition sine qua non for happiness. Crucial to Van der Ven‟s idea of character is that the 

subject of moral action needs to be able to shift from first person, to second person to third 

person perspectives in narrating, dialoguing the story of goodness, and interacting with others 

morally. 

In this study and in the RME curricula implemented in Namibia, this approach (of a vision of the 

good life, the values needed for such a life, the virtue to be formed in the person through 

character building, and the ability to make choices, in specific situations, in view of moral 

traditions that already embody truths tested over time and in history) is indeed followed. Good 

moral decisions are needed in people‟s daily life, such as when buying and selling things; when 

playing and having leisure; when making friends or joining social groups, and when interacting 

with people in community. Thus, people‟s moral life determines who they are and how they 

should act to be fully human and fulfilled human beings (Aumann 1980:277). 

 

 

 

 



[181] 

 

 

 

10.3   Factors influencing moral formation 

The development of character and moral reasoning for making decisions, as ways of approaching 

moral formation, helps to understand that moral formation is a necessity because it is a reality 

that people not only make mistakes but that social factors frequently contradict moral values. 

There are several ways in which the development of the moral person is affected by social 

factors (society). Some of the ways in which society influences people‟s moral conduct are 

assimilation, socialization and manipulation (see Fromm 1949:59 ff.). 

Assimilation is the person‟s unique way of experiencing the environment, while socialization is 

the transmission of values and experiences to a developing a person into the society. It is a way 

in which children are raised in society.  

However, manipulation is an attempt to influence the process of a person and social development 

without people affected being entirely conscious of the process or clued up about the aims and 

methods involved (see Garrett 1971:7). In this way human conduct is easily affected by bad 

example; a person‟s good will can be demoralized and twisted towards doing evil things which 

will eventually exclude the person from society. In life, good people assimilate bad behaviours 

from bad people, who frequently manipulate others through their influence. 

10.4   Namibian society in the context of moral formation 

In order to understand how Namibian society influences people‟s moral development, we need to 

understand Namibian history. The first period of Namibian history is the pre-colonial era which 

denotes the period of “undisturbed” traditional moral norms. In this period, each ethnic group or 

tribe mastered and applied its own morality without much interference from outside. 

However, this form of morality was interrupted and replaced during the second period of 

Namibia‟s history, namely, the colonial era in which the white settlers and missionaries had 

strong and deliberate influence on human conduct, which steadily undermined traditional moral 

values in the name of religion or western culture or both. 

The morality of Namibia today is shaped by influences from the post-independence era, the 

period from 1990 to the present; the period in which different ethnic groups have been unified 
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into one Namibia, under pressures and values of the so-called modern period. Today‟s morality 

is being shaped by modern (and post-modern) historical forces (good and bad); international 

agreements and globalization. This means that a pure Namibia, free from the influence of any 

external forces, does not exist, despite the desire for our people to have a society characterized 

by good values, by a good moral life. There are elements and factors that do not help Namibians 

to become what they are meant to be in the sight of God and men. 

In any society culture plays a major role. It pertains to abilities, philosophies and forms of 

behaviour people acquired as members of society, since culture refers to the acquired, cognitive 

and symbolic aspects of existence. Any given culture teaches its people moral responsibility. 

Culture is found in images, symbols and proverbs which represent meaning, values and ideals 

that shape and govern people; moral values such as love, justice, respect, generosity, 

cooperation, and human dignity, which are practised when working, hunting, and celebrating, via 

customs, ceremonies, songs, penalties for crimes, etc - all of which show the existence of moral 

values in traditional Namibian culture (Mwewa 1977:124). 

Speaking about the Namibian society today, it is important to observe that the whole society is in 

transition from a more rural life to a more urban one. The Namibian people circulate between 

these living worlds, making major adjustments in their behaviour and expectations. Namibians 

are very mobile people and the culture and societies in towns, city and villages are inextricably 

interlinked. There is a major interaction amongst and between people living in city, towns and 

villages. Coming to town does not mean a total rejection of rural life or estrangement from 

relatives left in rural areas. Nor does dwelling in rural areas mean living as our forefathers and 

mothers lived. Today telephones/cell phones are everywhere and media reach in all corners of 

Namibia. 

Modern culture, schools, religions, wage labour and cash crops have introduced changes in the 

villages, towns and city. The Namibian society today reflects a mixture of indigenous and 

foreign cultures; an emerging new culture with its own values and behaviour. Even though 

people are often unsure of the future, they are forced to reformulate roles and expectations.The 

social and personal dislocation implicit in such a rapid cultural transformation is difficult for 

people at all socio-economic levels. The confusion creates tensions for everyone and problems 
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for the government. Equally, conflicting cultures allow exciting and energetic social innovations, 

especially for the youth (Burdette 1988:34). 

Apart from social problems, in some traditional Namibian cultures there are certain values that 

do not help people morally. Certain beliefs and ritual practices include evil acts, such as incest 

and even murder. In traditional Namibian culture there are for instance certain traditional 

practices, sayings and taboos that permeate gender-based violence and gender injustice. 

10.5   The Namibian education system and moral formation 

Education as such is one of the major factors and challenges vis- á-vis moral formation in 

Namibia. In Namibia, education is distinguished from traditional education of imparting values 

and life skills; it includes skills of reading, writing and mathematics. The Namibia education 

system is by and large a product of the Western education systems through colonialism and 

missionary activities (Lloyd 1967:78). 

Missionaries established schools in Namibia to promote Christianity, as well as European 

culture. Educated people assimilated the western ways of conduct. They interpret the process of 

teaching and learning as a departure from Namibian traditional values. They see a great 

competition between the traditional culture and what people have learnt about values from 

European cultures, largely through education. In this vein, Mwanakatwe (1986:1) has the 

following to say: 

“In the past there was keener interest in the proper behaviour of children at school, in the same 

ways as our forefathers accepted responsibility for the proper upbringing of children with 

emphasis on good manner, obedience to elders, hospitality to friends, and cooperation in the 

common task”. However, according to Mwanakatwe today there is not the same enthusiasm or 

cultural urgency to provide moral teaching for children.  

Changes in the pattern of education of moral values that have been promoted under the influence 

of western ideologies, such as the notion of rights and freedoms as adopted by United Nations in 

1948 (The Declaration of Fundamental Human Rights) has opened up Namibia to new 

challenges in the pedagogy of moral formation. In this context people, including learners or 

students, claim rights in regard to what has previously been seen as “immoral acts”, such as sex 
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work, abortion, drugs and alcohol abuse. Such issues pose new challenges to moral formation in 

Namibia, and require new adjustments to the school syllabuses and programs. 

10.6   Mass media and moral formation 

Mass media has effects on moral development of the learners. It cannot be excluded from factors 

that influence people‟s moral perception, evaluation and decisions. Mass media, like education, 

can drive people to bad or good actions via its informative and formative role (Garrett 1971:55). 

People are challenged to overcome the errors caused by mass media in their personal search for 

the truth; to escape the negative influence of mass media which frequently misguide public 

opinion, while trying to reach informed views, based on sound reasoning (Hennessy 1979). 

While mass media may be a positive force for moral formation they can also be manipulated to 

promote certain beliefs, such as one-sided understanding of human rights, abortion, and freedom, 

for instance by emphasising the rights of the mother and overlooking the rights of the unborn 

child and the father. Sexual ethics pose a serious agenda for the new Namibia! 

10.7   RME as a challenge to Christianity: the CCN on the religion of the  majority 

There has been a growing debate in Namibia concerning the teaching of Religious and Moral 

Education (RME) in schools. The debate was sparked by an increase in immoral activities 

prevailing in the society. Certain sectors of society are blaming the decline in morality on the 

absence of Biblical Studies as a subject in schools. They see Biblical Instruction as a moral 

foundation in the education of children in public schools.  

The public debate has crossed religious boundaries.  While Christian leaders are mostly silent on 

the issue of reintroducing Biblical Instruction in school, some members of the Namibian society 

are in support of the reintroduction of Biblical Instruction in public schools. Mutjavikwa (New 

Era, March 15, 2013:3) has called for the reintroduction of Biblical Studies in Namibian schools 

“to instil God‟s values in our society” and “to win the war on the rampant abuse of women and 

children”.  

In responding to the questions regarding the debate on reintroducing Biblical Studies in public 

schools, Shikongo (New Era, March 15, 2013:3), a member of the Muslim society, finds it 
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fascinating that in the secular state of Namibia, where one would expect that democracy would 

respect the reality that the majority of the population claim to be Christian, rigid secularism 

seems to be more important than democracy. Shikongo argues that democracy dictates that the 

views and feelings of the majority should be respected. Such views and feelings include the 

views of Christian Namibians on Biblical Studies in schools. The Namibian Constitution already 

permits private schools to include their unique religions in their curricula without any 

interference from the State. He is fully aware of what the Constitution says about Namibia, 

which is established as a sovereign, secular, and unitary state. This, he argues, “has most 

certainly made Namibia a religiously neutral state, which should not be promoting any particular 

religion, despite being a democratic state with a majority of its citizens professing Christianity” 

(The Namibian, March 15, 2013:5). Of course, when the Bible is taught in schools within such a 

situation, other religions will also need attention. 

In a country like Namibia, with a democratic constitution, one would have to take into account 

what the majority thinks about Religious Education and here the churches are the best 

representatives with the deepest insight and are trusted by the people. The case here is the 

question: What is Religious and Moral Education in Namibia today and does RME answer the 

questions of the Christian churches regarding moral decay in Namibian society? 

On these questions the Christian churches in Namibia raised their concern through the Council of 

Churches in Namibia (CCN), specifically about the problem of moral decay, which is not fully 

addressed by Religious and Moral Education as a school subject. The Council of Churches in 

Namibia (CCN) had listened to the concern of its members regarding the inclusion of Biblical 

Studies in the school curriculum. Although the subject Religious and Moral Education includes 

Christianity (the religion followed by the majority of the Namibian people), Christians strongly 

would like to see Biblical Studies taught as a school subject in the school curriculum. 

The Council of Churches in Namibia was mandated by its Annual General Meeting held in 2008 

to present the CCN Biblical Studies curriculum to the Namibia Institute for Educational 

Development (NIED), and NIED agreed in principle to accommodate the Biblical Studies project 

as advocated by the CCN.  
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As social decay continued to increase, various Christian denominations and organisations in 

Namibia called on the Council of Churches in Namibia (CCN) to approach the Government for 

Biblical Instruction to be reintroduced in Namibian schools. During this period, society 

experienced serious problems related to discipline and work ethics. The Council of Churches in 

Namibia tried to seek ways to bring back discipline, values and morals in our homes, schools and 

society. CCN resolved that there was a need for Christian Education and Biblical Instruction to 

be reintroduced in the school curriculum and in teacher training programs. The purpose of CCN 

was to use the Bible as a source for moral education to address the growing threat of moral decay 

in the Namibian society. 

A Steering Committee for Biblical Instruction was approved by the Namibia Institute for 

Educational Development (NIED). The argument was that Biblical Instruction would not replace 

the RME curriculum, but would complement it. The agreement was reached to teach Biblical 

Instruction alongside RME in schools, as a means to develop knowledge of the diversity of 

religious beliefs as a source for moral education, with approval from the Ministry of Education.  

The call for the reintroduction of Biblical Instruction was made for the following reasons: 

 Ninety percent of Namibians are Christians (New Era, June 30, 2011). 

 To restore the declining moral values, because biblical teachings promote wisdom, order, 

discipline and freedom. 

 To help learners and young adults not to fall victim to temptations and not to be 

influenced by immoral behaviours.  

 To motivate parents and community leaders to empower young people with appropriate 

behaviour and necessary life skills and to give them opportunities to be involved in 

activities that will help organise their lives and give meaning and value.  

Although the CCN appealed for the Biblical Studies and Moral Education  (BSME) as a parallel 

(and thus alternative) curriculum for RME, based on the Namibian Constitution (Article 21.1( c), 

NIED advised that the Biblical Studies curriculum be used alongside the existing Religious and 

Moral Education (RME) curriculum for Grades 1-10. 
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It is quite obvious that there are important differences between the two curricula: the one 

proposed by government and the other by CCN. The government‟s Religious and Moral 

Education (RME) curriculum was developed with the purpose of allowing learners to have 

knowledge of and to appreciate and tolerate the diversity of religious beliefs, such as 

Christianity, Judaism, Islam, African Traditional Religions, Hinduism, Buddhism and so on. 

Affirming these original considerations, Government is still of the opinion that the teaching of 

the subject RME would assist learners in fostering a spirit of tolerance and mutual understanding 

of religious differences.  

However, the purpose of the CCN curriculum, on the other hand, is to use the Bible as a source 

document for moral education, in order to instill God‟s values on learners. The other purpose is 

to help prevent the growing threat of moral decay in the Namibian society, through strengthening 

Biblical Studies in the school curriculum. The CCN curriculum addresses the same moral values 

listed in the Government RME curriculum. The main difference between the two curricula is that 

the CCN curriculum refers the diversity of other religions to the Senior Secondary Phase of 

education, Grades 11-12. 

The CCN submitted two BSME syllabi to NIED; one syllabus for Grades 1-7 for Primary 

Schools and one for Grades 8-10 for Junior Secondary Schools. NIED accepted the significance 

of the Biblical content and values infused in the BSME programme. The curricula was accepted 

in principle and referred to the Ministry of Education for formal approval. This never happened 

because the Ministry of Education has been reluctant to approve it in that format. 

In assessing these debates it is important to note that the CCN views can be supported by 

reference to the Namibian Constitution, which guarantees freedom to practice any religion and to 

manifest such practice. In addition to that the Education Act No. 16 of 2001 (40) states that a 

learner at a state school or hostel has the right to practice any religion which is not against public 

policy. Non-Christian communities are free to request that the government RME curriculum 

continues to be offered to their learners, while private schools and church schools in Namibia can 

use the BSME curriculum of the CCN. Government schools should wait for formal approval of 

the BSME curriculum from the Ministry of Education and the National Examinations, 

Assessment and Certification Board before it can be offered as a program to complement the 

RME curriculum. 
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The reintroduction of Biblical Studies in the school curriculum as a measure to curb immorality 

is however not well taken, generally, in view of the secular nature of the state.
10

 While some 

individuals regard Biblical Studies as a strong weapon to fight moral decay, and to instil good 

morals, others opt for Religious and Moral Education to accommodate learners from non-

Christian backgrounds. The Minister of Education concurs with the latter option, by stating that 

Biblical Studies cannot be a railroad for all Namibian children since this will infringe on the 

constitutional rights of Muslim, Hindu and Buddhist children, among others, because 

constitutionally, Namibia is a secular state.  

10.8    Morality and Religious and Moral Education 

As indicated above, the issue of increasing moral decline has raised great concern in Namibia. 

There seems to be a wide-spread understanding that morality can only be brought back through 

teaching Biblical Studies. Kretzschmar (1998:14) defines morality as “principles, rules or 

reasoning by which behaviour is judged to be acceptable as right or wrong”. Morality gives 

meaning to people‟s lives and provides solutions for social problems. Therefore morality is a 

system of principles and values concerning people‟s behaviour, which is generally accepted by a 

society or by a particular group of people (Schultz 2001:106). 

I agree that morality goes hand in hand with values. Values are those aspects to which people 

attach worth or significance; that which is good, beautiful, effective, or just; that which is worth 

having, worth doing or worth striving to achieve (Woodbridge and Barnard 1990:56). 

Moral rules, based on basic values, are the same throughout the society and the world. They are 

general and universal as they exist in all religions. The philosophical standpoints of all religions 

converge on many points, as each religious community is directed by what is acceptable or not. 

People from different religions therefore share common values and norms, which are equally 

acceptable by society.
11

 For example, morality throughout the world is against cheating and 

stealing; it supports honesty, truthfulness, fair play, respect for others, kindness, hard work, 

patriotism, tolerance, responsibility, justice and fairness. Through religious and moral education, 

                                                 
10 In fairness, it should also be noted that in 1990 the subject Biblical Studies was developed as a matriculation 

subject (based originally on the Cambridge offerings on Judaism, Christianity and Islam, supplemented with African 

Religion), but very few schools chose that as an option. 
11 This view has been forcefully consolidated in the work of Hans Küng (1991; 1997) and others on a “global ethic”. 
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learners will understand that wherever they go, there will be ethical rules, regulations and 

principles to abide by, and to guide their lives. 

In general, education enhances the development of good moral conduct in the society. Religious 

and moral education strengthens the idea of morality as an important foundation for social order.   

10.9    Biblical Instruction in Namibia’s school curriculum – then and now? 

Before the colonial government of South Africa took over education in Namibia, Religious 

Education was in the hands of missionaries (Katzao and Mbumba 1992:43). Their mission was to 

promote their religious beliefs in exchange for the provision of education, health care and work. 

Conversion to Christianity was a prerequisite for benefiting from their civil work. 

During the South African colonial period, Biblical Instruction (as religous formation, not as 

objective Biblical Studies) was part of the Basic Education and Teacher Education curricula for 

Grades 1-12. It was by and large restricted to the reading of the Holy Scriptures and 

understanding Church History from a Protestant perspective.  

However, when Namibia gained independence, Biblical Instruction was done away with in 

Namibian schools, because Namibia had become a secular state. A new subject, Religious and 

Moral Education was introduced into the school curriculum (Ministry of Education 1991), and 

Religious Studies (with a focus on Judaism, Christianity, Islam and African Traditional 

Religions) replaced Biblical Studies, which only allowed the study of Christianity. 

Unlike the former Biblical Studies, RME embraces the study of many different religions and 

forms of morality. In this way, RME teaches learners to live in a society that is characterised by 

religious and cultural diversity (Knitter 1985:206).  

What has become clear through the debates as reflected above, but also through this study, is that 

an important distinction should be made between Biblical Instruction (which includes religious 

formation which is usually a denominationally based education for life) and Biblical Studies 

(which should be a historical, comparative and contextual study of the Bible in all its variety as 

scripture for a world religion, circa 2 billion people). It is difficult to see how Biblical Instruction 

(which belongs in the home and in church or Sunday school) can again be revived in school, 

while Biblical Studies (which can contribute to understanding a major source of moral formation 

alongside other scriptures) can be part of the subject Religious Studies and can support and 
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supplement Religious and Moral Education which has been developed along sound educational 

and didactical lines. 

10.10   The purpose of teaching Religious and Moral Education in schools 

Despite the call for the reintroduction of Biblical Instruction in schools, the Ministry of 

Education reviewed the Religious and Moral Education curricula for Grades 5-7 in 2005 and 

Grades 8-10 in 2007. The current aims of teaching RME in schools are as follows:  

 To promote the spiritual, religious and moral development of the learners;  

 To promote and foster the highest moral and ethical values;  

 To develop and enhance respect for and understanding of tolerance of other people‟s 

religions, beliefs, cultures and ways of life. 

According to Mariaye (2006), moral education is concerned with the process by which relevant 

knowledge, attitudes, values and skills are transmitted and developed in the learners. Religious 

and Moral Education (RME) introduces learners to different religious beliefs and traditions, as 

well as moral values of those religions. It gives opportunity to learners to become aware of their 

own responses to the rising moral, social and religious issues, as well as to reflect on their own 

beliefs and moral values. 

Religious and Moral Education challenges learners and helps them to be open towards 

understanding of other religions and culturally diverse societies (Iita, 2012b). The aim of RME is 

that all learners should understand the religious and moral values of all religions. Therefore, the 

teaching of RME helps learners to understand different religions and values by facilitating 

acquisition of religious knowledge (Yeats 1991). 

The study of Religious and Moral Education contributes to minimising tension between 

religious, cultural and political viewpoints. The subject, by exposing learners to knowledge of 

the beliefs and practices of different religions, helps the learners to establish common religious 

and moral values and to understand those that differ from theirs. It also teaches learners to live in 

a religiously and culturally diverse society, where individuals tolerate and respect each other, 

practise and live their own cultures and contribute to the creation of a peaceful and harmonious 

community (Iita 2012b). 
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Schools‟ approaches to teaching Religious and Moral Education is therefore one of education, 

and not indoctrination; an academic, but not a devotional one. Schools should strive for learners‟ 

awareness of all religions, but not swaying them into acceptance of any specific religion. 

10.11  The place of Religious and Moral Education in the Namibian curriculum 

The RME curriculum covers different religions, with the central themes across the curriculum 

being family and community life, worship, rules and law, and self and other‟s personal values. In 

the Lower Primary syllabus (Grades 1-4), the concept of religious education is not explicitly 

developed, but rather implicitly manifested in themes such as belonging, phases of life, the 

sacred places, festivals, social values and children‟s rights and responsibilities (Ministry of 

Education 2005). 

The Grades 5-7 syllabus clearly spells out themes on Judaism, African Traditional Religions, and 

Christianity, while in Grades 8-10, themes such as Islam, Baha‟i faith, Buddhism, and Hinduism 

are taught (Ministry of Education 2007). The aims of teaching these themes within specific 

religious traditions are to develop learners who will respect and foster the values of the 

Constitution of the Republic of Namibia, as well as to develop and enhance respect for and 

understanding and tolerance of other people‟s religions, beliefs, cultures and ways of life 

(Ministry of Education 2007b). 

Tony (2001:207) says, “Religious education involves instruction in beliefs and practices”. It is an 

education aimed at helping learners to respect and gain knowledge and understanding of others‟ 

faiths and cultures, attempting to create a peaceful community where various religious groups 

live in harmony (see Baelz 1977). 

In the same vein, the Ministry of Education (2005:131) states that, 

Religious and Moral Education is an education aimed to help learners to understand 

their religious beliefs, practices and values and to accept other people and groups 

whose values and religious traditions differ from their own; enable learners to better 

understand themselves and the changing multi-cultural world in which they are 

growing up; foster the highest moral, ethical and spiritual values such as integrity, 

responsibility, equality and reverence for life.  
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As a result, Religious and Moral Education takes into consideration the moral and ethical 

development of a learner; encourages respect for the feelings and opinions of other faiths and 

demonstrates that problems can be solved together (as advocated by Reimer, Paolitto & Hersh 

1983). Thus, RME encourages a culture of tolerance, where the rights and morals of different 

religions should be respected and promoted (Ministry of Education 2004).  

Reimer et al (1983:4) argue that “when religious and moral issues arise in the classroom or 

outside the classroom, they should be addressed to help learners develop religious and moral 

respect”. Seeing that religion and morality are major forces in the lives of the people, RME 

teachers should educate learners in religious and moral issues concerning humanity, honesty in 

dealing with one another and respect for property and other people‟s religions, and encourage 

learners to share their religious and moral experiences, knowledge and skills in the classroom 

and outside the classroom. Such a process would lead to the appreciation of the differences in 

our religious groups, and the success of democracy.  

Reimer et al (1983:45) further state that “learners acquire religious and moral values from their 

social environment, experiences that might be useful in the teaching and learning situations”. 

One should also take note that religious and moral values differ from person to person, and from 

community to community. However, some values are universal, such as the common recognition 

of the value of life and a common concern for preserving human life (Reimer et al, 1983). 

Through RME, learners‟ lives may be transformed because religion and life belong together. The 

subject gives meaning to life; it allows interaction to take place, informs values and changes 

behaviour. 

10.12     Benefits of learning Religious and Moral Education in a secular setup 

Religious and Moral Education has cognitive (knowledge) and affective (feelings, attitudes, 

value) dimensions, which provide benefits for individuals and communities. The subject helps 

people to understand their own culture and history; helps people to be aware of the existence of a 

supernatural being and leads to the development of religious and moral values. It also helps 

people to develop a spirit of compassion for human life. 

In situations where learners study only to prepare for careers, without religious and moral 

education, such learners would lack life skills. Religious and Moral Education sets high moral 
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standards and values. The society in which learners live must be measured against commonly 

accepted religious norms and values. 

For Namibians living in a multi-cultural and multi-religious society, the study of RME brings to 

people an attitude of respect, tolerance and acceptance. Knowledge gained from the study of 

RME would enable learners to see things from different perspectives, and help them avoid 

situations where ignorance and disrespect for others‟ customs and beliefs may lead to conflicts.  

Moral education can be regarded as the teaching or an attempt to teach the standards of right or 

wrong. It is also concerned with the establishment of principles regarding right or wrong, as well 

as their application to life. 

In all communities, almost everyone is a worshiper and everyone has some attitudes towards 

religion. It is not the purpose of this study to claim that one religion is true and another false or to 

convert learners to a certain religion. 

Namibia is regarded as a secular state and education and employment are therefore independent 

from religion. Article 19 of the Namibian Constitution provides the right to religious freedom. 

The state neither favours nor neglects any of the religious orientations (Lubbe 1997:27-29; 

Republic of Namibia, 1989). Public or state schools should therefore not take up the task of 

converting or forcing people to believe in a certain religion (Isaak, 1997:1-5). The inclusion of 

formal Biblical Studies in the national curriculum would therefore be offensive and unacceptable 

to other religions. Lubbe (1997:30-37) regards this as indoctrination and as imposing one‟s 

religion onto people, which disrespects other people‟s beliefs. 

The most appropriate way to accommodate all religions in a multi-religious society, without fear 

of imposing one‟s religious belief onto people of different beliefs, is to offer Religious and Moral 

Education (RME) to all learners. RME introduces learners to various religious beliefs and values. 

It also gives them an opportunity to understand that society is composed of values, some of 

which are common to all while others differ. Having knowledge of other religious beliefs will 

foster recognition and respect of others‟ beliefs, faiths and values, thereby enabling a peaceful 

co-existence.  
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10.13    Conclusion 

This chapter discussed the issues related to moral formation. In general, the main aim for moral 

formation is to develop people‟s character and moral reasoning for good decision making. Moral 

formation intends to nurture people‟s intellectual faculties, as well as training an individual to be 

exposed to good influences and to perform good actions. Character and moral conscience are 

always exercised in the public, and they are both to great extent products of social influences. 

Social influences determine people‟s moral character and reasoning to a great extent. Such moral 

development depends normally on how well informed and formed a person‟s conscience is in 

relation to the truth. If conscience is not formed, it can error, it is not an infallible judge. 

Furthermore, it depends on how morally permitting one‟s environmental factors are. 

This research has observed how values from culture, education, mass media, economics, politics, 

various religious practices and globalization challenge moral formation in Namibia, as well as 

how European cultures influence Namibian cultures; how mass media, if not regulated and 

supported by good moral values, can morally mislead people. 

This study concludes that all social factors which have a decisive effect on people‟s behaviour 

should be tuned to good moral ethos in order to promote citizens‟ abilities to be  good people, 

good human beings, in all aspects of life. 

Again, this chapter discussed issues related to the importance of teaching Religious and Moral 

Education in public schools, as well as Christian views regarding the reintroduction of Biblical 

Studies in the Namibian school curriculum with the purpose of instilling God‟s values in people. 

However, the call for the reintroduction of Biblical Studies into the school curriculum has been 

regarded as contradictory to the Namibian Constitution which declares Namibia a secular state. 

The absence of Biblical Studies in public schools is blamed as a contributing factor to lack of 

discipline in young people and the increase of moral decay prevailing in our society today. 

The researcher is of the opinion that the teaching of Religious and Moral Education (different 

moral values) in schools is more effective and comprehensive in moral formation within a 

secular context, than the teaching of Christianity (Christian moral values) only. RME embraces 

more moral values for social order in society, and attempts to create a peaceful community where 
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different religious groups live in harmony; encouraging a culture of tolerance based on shared 

values where the rights of different religions should be respected and promoted. 

The subject helps learners to grow as religious and moral persons in life, to discover the truth and 

to develop good moral behaviour and skills needed to grow as good citizens in this changing 

world. 

RME is designed in such a way to promote religious and moral values that will help learners to 

become life-long learners in relation to their multi-religious and moral values in the community 

and to recognise the fundamental dignity of human beings and the existence of ethical norms in 

life. RME as a subject provides learners with learning opportunities for the development of their 

knowledge of religious and moral education concepts and ideas, which enable learners to gain 

more knowledge and skills for living in a multi-religious and culturally diverse society.  

It has been shown from the participants‟ responses and from the curriculum that learning takes 

place within an environment where subject matter and teaching strategies are planned in 

accordance with age-groups and with sensitivity to the personal dimensions of learners‟ 

experiences. 

Religious and Moral Education seeks to develop academic knowledge and discipline and to 

develop in the learners good behaviour and values as expected by the society. 

The effective teaching of RME helps learners to accept and learn the subject as a multi-religious 

subject and to learn moral values for life, to respect human dignity, to integrate the religious and 

moral values of all religions, and to live good moral lives. 

This study found that there is need to integrate Religious and Moral Education content and the 

life experiences of the learners, whereby learners are given an opportunity to recognise and 

utilise the various ways in which RME affects human growth, development and understanding. 

For the effective teaching of RME in schools, a variety of learner assessments and evaluation 

strategies must be planned alongside learning activities including the criteria by which learner 

performance should be measured, clearly stated and made known to learners in order to help 

learners to develop high standards for their own work. 
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Therefore, the researcher suggests that an assessment of the RME curriculum and 

implementation thereof in Namibia be carried out by other researchers in other schools or regions 

so that a comprehensive and representative picture can be drawn as a basis for future curriculum 

development and implementation. 

The next chapter concludes the study and gives some recommendations.   
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CHAPTER 11 

CONCLUSIONS AND RECOMMENDATIONS 

11.1 Introduction 

The purpose of this study was to assess Religious and Moral Education teachers‟ perceptions of 

Religious and Moral Education and how the Religious and Moral Education syllabus is being 

implemented in schools at the level of Grades 5-10, as well as investigating the constraints 

hindering the teaching and learning process for Religious and Moral Education. 

The literature review showed that there were no research studies that had been conducted on 

Religious and Moral Education teachers‟ perceptions on the implementation of Religious and 

Moral Education syllabi of 1994, 2005, 2007 and the curricular design thereof. This study was 

aimed at filling this gap. Therefore, the first purpose of this study was to investigate Religious 

and Moral Education teachers‟ understanding of Religious and Moral Education and the 

implementation of the Religious and Moral Education syllabus. 

Secondly, this study attempted to identify factors (constraints) affecting the teaching and 

learning process of Religious and Moral Education.  

In order to establish the teachers‟ understanding of RME, this study investigated their 

perceptions regarding RME concepts, curriculum implementation, constraints hindering the 

teaching and learning process of the subject and ways to overcome the constraints. 

This study also looked at various religious and moral values, such as respect for others, freedom 

and responsibility, discipline and the need for promoting these values in the Upper Primary 

Phase, Secondary Phase and, to a lesser extent, Lower Primary Phase. 

To achieve all these goals, the study included the concerns of RME teachers about the 

implementation of curriculum/syllabus in schools. 

According to Hoepfl (1997:1) qualitative research is a type of research that produces findings not 

arrived at by means of statistical procedures or other means of quantification; it seeks to make 

sense of feelings and experiences as things occur in the real life situations of the participants and 
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to study these feelings and experiences in the participants‟ natural settings over a specific period 

of time. 

The findings of this study have significant theoretical and practical implications for teachers‟ 

professional training, curriculum implementation and the development of teaching resource 

materials. Therefore, the study drew together major issues regarding RME teachers‟ perceptions 

about the subject, curriculum implementation and religious and moral values as required by the 

Religious and Moral Education curriculum. 

11.2 Findings 

Based on the research findings which were obtained through regional consultation, 

questionnaires, interviews and classroom observations, this study revealed the following 

significant factors:  

 Participants agreed that it was their responsibility to teach Religious and Moral Education 

in order to transmit religious and moral values to the learners, as well as instilling moral 

socialisation skills and discipline in them.  

 In teaching on religious and moral values, teachers did not only promote moral values of 

the individual learners, but they also emphasised adherence to rules, good behaviour and 

growing as good citizens. 

This study revealed that Religious and Moral Education teachers have the capacity to teach the 

subject. However, they need teaching resource materials/teaching aids; in-service training 

workshops, and enough period allocations to the subject for effective teaching. 

From class observations, the researcher observed that learners in all grades were mature enough 

to capture, understand and apply what they learned in class to their daily life. 

The study focused on the following areas:  

 Religious and Moral Education (RME) teachers‟ perceptions about the subject;  

 teaching strategies used by RME teachers in teaching the subject;  

 constraints hindering the teaching and learning process of RME as a school subject;  
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 ways to overcome the constraints hindering the teaching and learning of the subject;  

 support that RME teachers need;  

 ways in which RME responds to the needs of the learners;  

 lesson preparations;  

 classroom environment, resources and discipline;  

 lesson presentations;  

 communications;  

 learner tasks; and  

 handling of RME lessons. 

The study revealed that there were a number of constraints hindering the teaching and learning of 

the subject. The following four major constraints emerged from the study:  

 lack of teaching resource materials/teaching aids for RME;  

 lack of training for RME teachers;  

 insufficient period allocations to the subject; and 

 lack of RME teaching experience for RME teachers. 

This study therefore challenges the Ministry of Education (curriculum designer, policy maker 

and implementer), as well as the University of Namibia, which trains student teachers for the 

Ministry of Education, to seriously look at these problems and find immediate amicable 

solutions. The study also challenges school principals, teachers and learners to seriously teach 

and learn the subject as the subject helps people to grow as good religious and moral persons. 

It has been found from the study that more in-service training workshops are necessary for RME 

teachers in order to update their knowledge and skills in teaching the subject. This will help the 

teachers to cope with challenges facing them in the teaching and learning process. 

The need for subject materials was another finding of the study. Materials should be made 

available in order to enhance the teaching and learning of Religious and Moral Education. RME 

teachers should also be trained on how to make use of the new and modern teaching 

materials/aids and learn how to design new teaching aids for themselves. 
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Teachers should also play as role models for learners as they teach them to be responsible 

citizens. 

There should be cooperation between teachers and parents in educating learners for effective 

teaching of the subject. Parents should go through the learners‟ progress reports after school. 

Parents also need to be role models for their children, so that what they learn in school will not 

conflict with what they see in the life of their parents. 

The aim of Religious and Moral Education is to enhance and foster the teaching of religious and 

moral values. There should therefore be effective ways of evaluating the extent to which the 

RME lessons are applied in daily life by learners. For example, if a learner shows a particular 

negative moral behaviour, the teacher should either re-teach the topic/s dealing with that 

behaviour or put more emphasis on the expected positive behaviour. 

Teachers should engage learners in activities that produce good moral behaviour and help them 

to become responsible members of society so that they also contribute to morality in society. In 

this way, learners are exposed to the teaching and learning and working together with their 

teachers in order to achieve the objectives of Religious and Moral Education. 

If the above factors are well considered for Religious and Moral Education implementation, it 

will alleviate the constraints that are hindering the teaching and learning of the subject in 

schools. 

11.3 Themes emerging from consultation, questionnaires, interviews and observations 

The following themes, as indicated in the table below, emerged from the study: 
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Table 31: Themes emerging from the study 

Regional 

consultation 

Questionnaires Interviews Classroom 

observations 

Teaching resource 

materials 

Lack of teaching 

resource materials 

Teachers‟ perceptions on 

RME 

Lesson preparation 

Training and 

workshops 

Training and 

workshops 

Teaching strategies used 

by RME teachers in 

teaching the subject 

Classroom 

environment, 

resources & discipline 

 Insufficient period 

allocations to the 

subject 

Constraints hindering the 

teaching and learning 

process of RME in school 

Lesson presentation 

 Workload Ways to overcome 

constraints  

Teaching methods 

 Lack of support for 

teachers from school 

principals and fellow 

teachers 

Support that RME 

teachers need 

Communication 

 

   Learner tasks 

   Handling of RME 

lessons 

 

The themes that emerged through using the different instruments helped the researcher to see the 

patterns and similarities in the responses, thereby strengthening the study. 

11.4 Research questions 

The study addressed the following research questions: 

 How do teachers perceive Religious and Moral Education? 

 How do teachers apply Religious and Moral Education in classroom situations? 

 What methods do the teachers use to teach Religious and Moral Education? 

All these questions were answered during the study as shown in the findings. 
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11.5 Methodology 

The population sample for this study was comprised of fourteen teachers for Grades 5-10. Seven 

schools were chosen from urban and rural areas in the Ompundja Circuit in the Oshana Region.  

Instruments, namely, interviews and observations, supplemented by questionnaires were used in 

this study. The study investigated perceptions of Religious and Moral Education teachers, hence 

semi-structured interviews were used. A number of questions were designed for participants to 

answer. Participants responded to closed questions and open-ended questions, which gave them 

freedom to express their views as they wished. 

There were twenty eight (28) items in the questionnaire: 

Six (6) items were related to the syllabus;  

Nine (9) items were related to the teachers‟ biographical information;  

Six (6) items were related to the teachers‟perceptions onRME and how they implemented the 

syllabus in classroom situations;  

Seven (7) items were designed in relation to classroom observations. 

This methodology was effective in answering the research questions and in achieving the 

objective of this study.  

11.6 Recommendations 

Based on the research findings of this study, the researcher recommends the following: 

1. The Ministry of Education, University of Namibia (UNAM) and all stakeholders in 

education should address the issue of lack of Religious and Moral Education teaching 

resource materials in schools as a matter of urgency. 

2. The Ministry of Education and UNAM should design and offer pre-service and in-service 

training programs for Religious and Moral Education teachers. 

3. Religious and Moral Education teachers should teach the subject from a multi-religious 

and multi-cultural perspective, and avoid teaching from a Christian perspective.  
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4. Student-teachers should be admitted not only based on their academic achievement, but 

also based on their moral behaviour. 

5. The Ministry of Education must compel schools to play an active role in teaching 

Religious and Moral Education as a school subject. 

6. Religious and Moral Education teachers should discuss with parents moral values which 

should be taught to their children because it is only with the support of parents and other 

stakeholders in education that the success of teaching the subject in schools can be 

achieved. 

7. Both teachers and learners should take Religious and Moral Education seriously. The 

Ministry of Education should monitor and evaluate all schools to ensure that the teaching 

and assessment of Religious and Moral Education subject is taking place as spelt out in 

the syllabus. 

8. There needs to be a self-regulating process within the teaching profession to ensure that 

high standards of competence and professional commitment are achieved and maintained. 

This will help in avoiding the risk of implementation of the Religious and Moral 

Education syllabus by unqualified teachers who may damage learners in the process. 
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Appendix C 

Questionnaire for the Regional Consultation on Religious and Moral Education (RME) 

Syllabi, Grades 5-7 and Grades 8-10:  

Question 1: Themes and Topics of the syllabus 

1.1 When looking at the Themes and Topics of the syllabus, do you think the Themes and Topics 

are relevant to the subject? 

If no, which Themes or Topics should be changed or moved? 

Question 2: Level of development 

2.1 When working through the syllabus, is the content pitched at the appropriate level of 

development of the child or Grade? 

Is the content of the syllabus too easy? 

If yes, what could be done to get the syllabus at the appropriate level of development? 

2.3 Is the content of this syllabus too challenging? 

If yes, what could be removed or moved to another Grade? 

Question 3: Content of the syllabus 

3.1 Is the range of content of this syllabus appropriate to learners with different abilities? 

3.2 Is the content of this syllabus learner friendly? 

If no, what could be done to make the content more learner-friendly? 

3.3 Is the content of this syllabus boring? 

If yes, what should be removed and added to make the content interesting? 

3.4 Does the syllabus provide sufficient detail for the required coverage and depth of treatment to 

be clear? 
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If no, please indicate what should be added or changed. 

3.5 Does this syllabus provide the chance for reinforcement and revision? 

If no, please indicate what should be changed. 

Question 4: Materials 

4.1 Do you have enough materials to facilitate the Themes and Topics? 

If no, what materials do you need? 

Question 5: Training 

5.1 Will you need training to implement this syllabus with confidence? 

If yes, please indicate the particular area in the syllabus where you might need assistance. 

Question 6: General 

6.1 Any other comments concerning this syllabus. 

 

Thank you for taking time to complete the questionnaire. 
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Appendix D 

Questionnaire for Religious and Moral Education teachers 

 

Purpose: The purpose of this study is to gain a deeper understanding of the perceptions of 

Religious and Moral Education (RME) teachers and the implementation of the Religious and 

Moral Education Syllabus, Grades 5-10 in actual teaching and learning situations. 

 

Confidentiality: Please answer all the questions. Documents collected and all information 

collected through either the interview or questionnaire will be held confidential and will only be 

used for the purpose of this study. Your response to this questionnaire will be highly appreciated. 

 

Biographical information (Please tick): 

 

1. Sex:  Male: □   Female: □ 

2. Age:  □ <18   □ 18-25    □ 26-33    □ 34-43   □ 44-54   □ 55-60 

3. Qualifications……………………………..……………………………………… 

4. Teaching experience: (Indicate years of teaching)…………………………….. 

5. In which Grades do you teach Religious and Moral Education? (Please tick all that 

apply): 

Lower Primary Phase: Grades 1-4 □ 

Upper Primary Phase: Grades 5-7 □ 

Junior Secondary Phase: Grades 8-10 □ 

 

6. How do you classify your employment position at the school? (Please tick). 

6.1 Full-time teacher   □ 

6.2 Contract teacher   □ 

6.3 Volunteer    □ 

6.4 Other (Please specify)………………………..………………………………………….. 
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7. Have you received any professional training in teaching Religious and Moral Education? 

(Please tick one):  

Yes □  No □ 

If, no why? If yes, specify: 

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

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

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

8. Rate your experience and comfortableness level in teaching Religious and Moral Education 

using a scale of 1-4: 

Experience  Comfortableness 

4. (a lot of experience)                          4. (very comfortable) 

3.(some experience) 3. (moderately comfortable) 

2. (little experience) 2. (would need some help to feel comfortable) 

1. (no experience) 1. (would need a lot of help to feel comfortable) 

    

9. What are the constraints that hinder the teaching and learning of Religious and Moral 

Education at the school? (Please tick all that apply): 

insufficient periods allocated to Religious and Moral Education □ 

lack of training □ 

workload makes it impossible to put more effort in lesson preparations □ 

lack of support from school principal □ 

lack of support from other teachers □ 

lack of resource materials □ 

 

10. Please indicate your perceptions regarding the teaching of Religious and Moral Education in 

teaching and learning situations. 

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

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

 

Thank you for taking time to complete the questionnaire. 
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Appendix E 

Interview schedule for Religious and Moral Education teachers 

 

1. What are your perceptions as a Religious and Moral Education teacher with regard to 

Religious Education? 

 

2. How do you apply Religious and Moral Education in the teaching and learning situations? 

 

3. What are your perceptions as a Religious and Moral Education teacher regarding the 

constraints that hinder the teaching and learning process of Religious and Moral Education? 

 

4. How do you as a Religious and Moral Education teacher overcome the constraints that hinder 

the teaching and learning process of Religious and Moral Education? 

 

5. What support do you as a Religious and Moral Education teacher receive when teaching 

Religious and Moral Education? 

 

6. How will you as a teacher use Religious and Moral Education as a subject to respond to the 

needs of the learners?  
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Appendix F 

Observation checklist 

 

Lesson preparation: 

 

Motivating introduction prepared 

Key questions prepared 

Comments: 

Lesson presentation: 

 

Gains immediate attention and directs 

learners towards lesson objectives 

 

Makes insightful use of subject knowledge 

 

Engage learners in active learning 

Comments: 

Teaching and learning media: 

 

Effective and skilful use of teaching/learning 

media 

Comments: 

Communication: 

 

Shows interest in listening to learners 

 

Communicates with different groups in the 

class 

Comments: 

 

Handling Religious 

and Moral Education 

lesson 

Well 

 

 

Not too well Lack of 

understanding 
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Appendix G 

Consent Form 

Project Title: An assessment of the curriculum and implementation of the subject Religious and 

Moral Education in Namibia: A case study of perceptions of Religious and Moral Education 

teachers in the Ompundja Circuit of Oshana Region.  

Researcher:  Ananias Iita, Cell phone 0812134059 

Purpose: The purpose of this study is to gain a deeper understanding of the perceptions of 

Religious and Moral Education (RME) teachers and the implementation of the Religious and 

Moral Education syllabus, Grades 5-10 in actual teaching and learning situations.   

Procedure: As a participant in this study, you will be asked to fill out a questionnaire at the 

place of your work. This instrument contains biographical information of the participants, as well 

as years of teaching experience of Religious and Moral Education and their qualifications.  

You will also be requested to participate in the interview. You will be observed once in your 

classroom during a Religious and Moral Education lesson regarding lesson preparations, 

teaching and learning media and communication. 

Documents collected and all information collected through either the interview or questionnaire 

will be held confidential and will only be used for the purpose of this study. 

Risks: There will be no risks involved in participating in this study. If a participant does not 

want to answer a specific question, he/she may choose do so. Also if the participant later on 

decides to withdraw from the study he/she may do so. 

Financial Statement: Participants will not be paid to participate in this study. 

Consent: The purpose of the research described above has been made clear to me. I, therefore 

sign below to indicate that I have agreed to participate in this study. 

 

…………………………….……………………  …………………. 

Participant‟s Name and Signature    Date  
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Appendix H 

Schedule of the research 

 

March 2011 - October 2012: Literature survey, ground work preparing the practical side of the 

research, preparing the proposal for submission at the University of Western Cape for approval. 

Second semester 2012: Applying for permission to conduct research at Ompundja Circuit in 

Oshana Region, Namibia from the Permanent Secretary, Ministry of Education; writing to 

School Inspector at Ompundja Circuit and Principals to inform them of the intention to conduct 

research at their schools; preparing logistical details, school visits, interviews, questionnaires. 

First semester 2013: Phase of collecting data begins and at the same time analysis begins; data 

analysis continues and follow up visits take place if there is a need. 

Second semester 2013: Writing of dissertation.   

First semester 2014:  Finalising the dissertation and dissemination of the research.  

 

Intended schools for research: 

1. Charles Anderson PS  

2. Eluwa Special S 

3. Hashiyana CS 

4. Mweshipandeka SSS 

5. Ompundja JPS 

6. Omuhama CS 

7. Ondjora CS 

8. Nekulilo Omagano PS 

 

 

 

 

 

 

 


