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Editorial 
 

 

As always, this eighth volume of the Research Papers on Knowledge, Innovation 
and Enterprise, KIE Conference Proceedings, is dedicated to papers submitted to 
the International Conference on Knowledge, Innovation and Enterprise which was 
held on 21-23 July 2020. The 2020 edition of the annual conference was virtual 
due to the coronavirus pandemic that continues to ravage the globe.  
  The first paper by Mncube, Olawale & Hendricks examines technology 
adoption and implementation in teaching and learning especially the extent to 
which secondary school teachers use e-learning—or ready to use eLearning. The 
paper finds that ‘although teachers have access to digital tools and devices, high 
school teachers do not integrate e-learning in their teaching methods [likewise], 
information sharing in high schools are still paper-based.’ This is in addition to the 
challenges of internet connectivity. The paper recommends that education policy 
makers should ‘introduce directive policies governing the use of digital technology 
in schools’ as well as ‘provide an adequate internet bandwidth.’  

The second paper by Agomo, Portlock & Ogunleye is part of a much larg-
er study on undergraduate pharmacy curriculum in the UK, focusing particularly 
on the extent to which public health-related topics are integrated into traditional 
pharmacy modules. The paper finds among others that Pharmacy Schools have a 
strong preference for traditional pharmacy curricula modules while public health 
remains an optional module. 
  The third paper by Mncube & Zondo investigates the ‘dynamics of school 
governing bodies participation in the construction and implementation of code of 
conduct for learners’ in the KwaZulu-Natal province in South Africa. The paper 
finds limited participation of parents and learners ‘in the process of drawing up and 
implementing a learners’ code of conduct’. The paper recommends the training of 
members of schools governing boards on ‘democratic school governance’ in deci-
sion making as relates to learners’ code of conduct. 
  Dennett’s paper—‘A Strategy for Creating Learning transformation through 
the Development of an immersive Digital Experience for Advertising/PR and Mar-
keting Teaching and Learning’—the fourth in this volume, ‘explores the use of a 
Socratic approach to teaching and learning that allows students to co-create a 
course experience through a mix of active and passive learning environments.’ The 
paper finds that using a Socratic approach to teaching and learning increased stu-
dents’ ‘overall understanding, motivation and engagement.’ 
  The fifth paper by David Sledge conceptualises PACH—Playing Architec-
tural Creativity Heuristics—as a pedagogical tool in development for architectural 
education. The paper explores how the use of tool like PACH can help ‘close 
scholarship gaps between architecture students’ creative self-efficacy, assessments 
and evaluations, and design projects.’ The sixth paper by Bridget C. Ujah-

Ogbuagu, a research study, evaluates social media overindulgence and the implica-
tions on academic Productivity in Nigeria.  
  So, despite the ravaging global pandemic, the KIE is pleased to serve you 
with another varied set of interesting papers. Enjoy. 
 

James Ogunleye, PhD, FRSA 

Chairman, 2020 KIE Conference 
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Exploring teachers’ readiness for e-

Learning: On par with the Fourth Industrial 
Revolution? 

 

VUSI MNCUBE, EMMANUEL OLAWALE & WINSTON HENDRICKS  
University of Fort Hare, South Africa 

 

 

Abstract  
 

This quantitative study used a questionnaire as a method of data collection. Locat-
ed within a positivist paradigm, the study investigated teachers’ readiness on the 
use of eLearning in the Eastern Cape Department of Education. Data was analysed 
using descriptive statistics. Respondents in the study was a total of 10 school prin-
cipals selected from 10 secondary schools in the province of the Eastern Cape, 
South Africa. Research results revealed that although teachers have access to digi-
tal tools and devices, high school teachers do not integrate e-learning in their teach-
ing methods, also information sharing in high schools are still paper-based. How-
ever, findings revealed that unavailability of internet connectivity is one of the ma-
jor challenges that hinders teachers’ e-readiness. The study, therefore, recommends 
that if teachers in South African schools are to be ready for the use of digital tools 
and resources, the Department of Basic Education (DBE) needs to introduce di-
rective policies governing the use of digital technology in schools and also provide 
an adequate internet bandwidth that will ensure faster and reliable connectivity, 
hence facilitating readiness for the Fourth Industrial Revolution. 
 
Keywords: eLearning, the Fourth Industrial Revolution, digital devices, digital 
learning, digital tools and resources 

 

Introduction  
 

Over the past two decades, information, communication and Technology (ICT) has 
transformed higher education (Hammond, 2013). In particular, the use of digital 
learning technologies, smart phones, broadband connectivity to internet and social 
media have brought substantial changes to the way schools (universities and col-
leges) provide learning opportunities for students. Therefore, the technical ability 
to interact online has quickly emerged into collaborative learning activities, such as 
online forum discussions, which remained an essential feature of online education 
(Harasim, 2000). However, as interactive technology became more affordable and 
user friendly, technology driven pedagogical changed and has begun a process of 
transforming of teaching and learning in higher education. Thus, this transfor-
mation has shifted education from teacher-centred (traditional) to student-centred 
(modern) pedagogy where students have more responsibility for their own learning 
(Koch, 2014).  

In the globalised world of the 21st century where the promises of e-

learning for organizations are multi-fold, organisations are confronted with a chal-

R%&%'()* P',%(& -. K.-/0%12%, I..-3'45-. '.1 E.4%(,(5&%   
KIE C-.6%(%.)% P(-)%%15.2&, V-078% 3555, 2020, ,,.7-22  
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lenging economic competition. Employees need to be equipped with new compe-
tences to adapt to constantly changing work and life conditions in knowledge-

based economies and societies (Schreurs, et al., 2008). Therefore, organizations 
need to be ready to adopt e-learning and benefit from its advantages. According to 
Song (2010), the concept of e-readiness emerged in early 2000 and measures the 
preparedness of institutions and countries to take part in the digital economy. By so 
doing, it provides a framework for evaluating the digital divide between various 
countries (Song, 2010).  

Kingori (2014) defines e-readiness as a measure of the degree to which a 
country, nation or economy may be ready, willing or prepared to obtain benefits 
which arise from ICTs. This however includes the ability to adapt to technological 
challenges, collaborative training and synchronous as well as asynchronous self-
paced training (Colvin & Mayer, 2008). Therefore, e-readiness can be assessed 
using four interrelated variables which are human skills, infrastructure, access and 
connectivity (Wu, 2012). 
 
The Nature and Benefits of E-Learning  
 

ICTs have been touted as potentially powerful enabling tools for educational 
change and reform and many of the productivity gains in the developed world 
economies over the past decade to a great extent can be attributed to the impact of 
ICT (Kiilu & Muema, 2012). However, for a country to effectively adopt ICTs, it 
must be “e-ready”. Hence, e-readiness is achieved by providing the requisite infra-
structure and ensuring the populace have access to ICTs (Arkorful & Abaidoo, 
2014; Sitienei, 2015; Cloete, 2017). Increasingly, governments, educational organi-
zations and researchers are supporting the view that incorporating ICTs in teaching 
and learning is an important aspect of keeping the curriculum relevant and prepar-
ing students for the future (Njagi, 2013). It is also believed that ICTs have the po-
tential to revolutionize pedagogical methods, expand access to quality education, 
and improve the management of education systems (Owino, 2013). In addition, 
ICTs can provide an array of powerful tools that may help in transforming the pre-
sent teacher-centred and text-bound classrooms into rich, student-focused, interac-
tive, knowledge-based environments (Sitienei, 2015). Hence, the method of learn-
ing which uses electronic instructional contents delivered via the internet is re-
ferred to as e-learning (Njuguna, 2013). 

Aldhafeeri & Khan (2016) refers to e-learning system as a systematic pro-
cess of planning, designing, evaluating, and implementing online learning environ-
ments where learning is actively fostered and supported. Therefore, a wide range of 
systems falls into the e-learning purview which ranges from students using email 
and accessing course work online while following a course on campus to programs 
offered entirely online (Mercado, 2008). Hence, this type of ICT enhanced learning 
is increasingly prominent. Therefore, for successful e-learning, a comprehensive 
understanding of the issues related to various dimensions of e-learning and the 
needs, capabilities, interests, and willingness of all major stakeholder groups, in-
cluding instructors and students, is sorely needed (Chapnick, 2005). 

E-learning is a crucial component of the powerful, fast, and disruptive 
transformations that the world of education is going through (Sangrà, et al., 2012). 
Hence, the benefits of this form of learning include the ability to easily deliver dis-
tance learning, the facilitation of a blended learning/teaching approach that in-
volves both face-to-face interactions and the fact that it enables a variety of differ-
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ent educational activities to be supported by technology (Smythe, 2012). In a glob-
alized and knowledge-based information society, every community is trying to 
transform itself into an information society. Therefore, the advancement of infor-
mation technology has great potential for education and training. However, today’s 
youth live in the Web 2.0 era; where the internet is used to communicate, publish, 
share contents and to form vital teams (Alajmi, 2010). Therefore, taking advantage 
of today’s advanced technology to raise the educational level to a higher level and 
shrink the digital divide becomes paramount (Elges, et al., 2006).  

Like any other major innovation, e-learning strategies require considera-
ble up-front analysis, development time, money, technological infrastructure, and 
leadership support to be successful. Tubaishat & Lansari (2011) recommends that 
organizations assess readiness for e-learning before adopting this innovation be-
cause the adoption of e-learning without careful planning would most likely result 
in cost overruns, unappealing training products, and failure. Hence, one of the most 
critical front-end tasks of any e-learning initiative is to conduct a comprehensive 
assessment of its organizational and individual readiness factors (Tubaishat & Lan-
sari, 2011). According to Farid (2014), effective e-learning readiness allows educa-
tional institutions to improve performance and productivity by responding to the 
demands of the learners and making learning available. Therefore, e-learning readi-
ness depends on the availability of organizational assessment of attitudes towards 
the choice of the mode of e-learning (Vilkonis, et al., 2013).  
 
Integration of Digital Device and Resources for teaching and learning 

 

Integration of digital technologies in schooling is positioned as a mechanism for 
educational reform via transformation of teacher practice (Hammond, 2013) and to 
actualize digital learning. Digital technologies are however positioned as Vygotski-
an mediating tools to facilitate change in schools, improving standards and facili-
tating personalized learning (Fullan, 2013). They are also necessary to satisfy cur-
riculum expectations and facilitate Science-Technology-Engineering Mathematics 
(STEM) education (AiGroup, 2016). Like film, radio, and television, digital tech-
nologies are positioned as important tools for reformation or transformation of 
schooling (Howard & Mozejko, 2015). Rationales for the integration of digital 
technologies include improving standards; increasing vocational relevance; con-
tributing to knowledge-based economies; enriching learning experiences; trans-
forming pedagogy to make it more student-centred, constructivist in nature, and 
with a focus on higher-order learning; and facilitating personalized learning 
(Fullan, 2013; Hammond, 2013). 

However, e-Learning has been integrated into many educational institu-
tions to reap the benefits of the rapid developments in technology that assist in 
improving the learning experience and increasing its efficacy. As a result, many 
governments and educational institutions implement e-Learning in order to im-
prove learners’ performance (Taha, 2014). Although e-Learning has been success-
fully implemented in many educational settings, the implementation of E-Learning 
projects has every possibility to face slow progress (Neyland, 2011; Frimpon, 
2012). According to Andersson (2008), the dropout rates of E-Learning education 
particularly in the developed world are usually much higher than that of a tradition-
al classroom-based teaching. Hence, the percentage of dropouts from course units 
provided within an E-Learning environment ranges between 20 and 40% (Kim & 
Park, 2011; Rostaminezhad, et al., 2013). 
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Accessibility and Usage of Digital tools and resources  
 

However, there are voluminous studies that report on why teachers are not ready to 
use technologies and these reasons includes lack of competence, knowledge, auton-
omy, skills, access, time, resources, training, and technical support which repre-
sents almost all that is necessary to engage in e-Learning. (Davids, 2009; Chigona, 
et al., 2010). The counter to this is that even if technologies were available, and the 
knowledge and skills exist, research has evidenced that these were not conditions 
that automatically resulted in adoption and use (Thaufeega, 2016). Research has 
also shown that readiness for eLearning depends on access, technological skills, 
study habits and skills, and self-directedness in learning (Thaufeega, 2016).  

Njagi (2013) stated that before embarking on e-learning implementation, 
it is crucial to decide on the commencement and model of e-learning to create a 
strong technology plan for teachers. This is because the barriers to the effective use 
of technology involve teachers’ attitudes and resistance to change, training defi-
ciencies and inadequate access (Njagi, 2013). Owino (2013) however added that 
the implementation of e-learning in the developing countries is slowed by low con-
nectivity (low bandwidth) and accessibility, inadequate telecommunications infra-
structure, lack of reliable power supply, among other challenges. Therefore, for 
successful implementation of e-learning, e-learning readiness must first be estab-
lished (Owino, 2013).  

However, Broadbent (2001) stated that eLearning does not require a vast 
infrastructure, a reliable Internet connection and sufficient computers for partici-
pants would be adequate for effective eLearning to take place. Similarly, Fathaigh 
(2002) states that a basic prerequisite of online learning is the access to a reliable 
and secure internet connection and a computer or other such device. Additionally, 
Globokar (2010) claims that access to technology, comfort of using the technology, 
reliability of technology, ability to logon frequently and technological skills are 
important technological aspects of e-learning readiness (Globokar, 2010). There-
fore, adequate level of access is essential for eLearning, and provision of such ac-
cess would also become part of institutional readiness for e-learning.  
Rhema & Miliszewska (2014) however stated that in assessing how developing 
countries have progressed with eLearning, access to convenient and reliable ICT 
infrastructure is the most important factor that had been noted. In developing na-
tions, the traditional print-based means of learning is still the most common and 
not the web-based learning methods, which is due to the fact that for developing 
nations traditional means of learning are more sustainable and reliable  (Rhema & 
Miliszewska, 2014). While e-learning provides several benefits to educational set-
tings which enhance the quality of education and develop the learning environ-
ments, conversely there remain many challenges which hinder the exploration and 
utilization of its opportunities (Al-kharang & Ghinea, 2013). Hence the need to 
investigate teachers’ readiness for e-learning in South African schools in the 21st 
century. 
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Theoretical Framework  
 

This study is underpinned by Khan’s Octagonal e-Learning Theory (Khan, 2003).  

 
 Figure 1: e-learning readiness framework (adapted from Khan, 2003) 
 
 Badrul Khan’s e-learning framework which is also referred to as Khan’s 
Octagonal Framework (because of its octagonal shape representing the eight di-
mensions of the e-learning environment) provides a framework that enables educa-
tors to select appropriate ingredients for flexible learning environments. Khan’s 
framework consists of eight dimensions namely: institutional, pedagogical, techno-
logical, interface design, evaluation, management, resource support and ethical. 
Each of these dimensions in the framework represents a category of issues that 
need to be addressed in order to create a meaningful learning experience (Singh, 
2003). Khan (2001, 2005a, 2007, 2012) developed a comprehensive framework for 
e-learning by clustering various e-learning issues and factors into eight critical di-
mensions of the e-learning environment: pedagogical, institutional, technological, 
interface design, evaluation, management, resource support, and ethical. Each di-
mension has several sub-dimensions, and each sub-dimension consists of issues 
related to a specific aspect of an e-learning environment that must be considered to 
assess readiness (Morrison, 2003). 

Therefore, a comprehensive assessment of e-learning’s organizational and 
individual readiness factors includes critical perspectives from major stakeholder’s 
groups, including students and teachers. Hence, e-learning readiness assessment 
allows the user to design comprehensive e-learning strategies and effectively im-
plement information and communication technology goals (Aldhafeeri & Khan, 
2016). 
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Research Problem  
 
The delivery of education has shifted from the traditional method of curriculum 
delivery to a digital format of delivery using available technology. Also, studies 
such as Owino (2013); Arkorful & Abaidoo (2014); Popovici & Mironov (2015); 
Basak, et al. (2017) have revealed the e-learning benefits in the teaching and learn-
ing process around the world including several factors that affect the use of e-

learning at universities. Popovici & Mironov (2015) revealed that one of the fac-
tors affecting the use of e-learning is the technology readiness factor. However, 
without e-learning readiness, e-learning benefits will not be reaped and the proba-
bility of failure in adopting e-learning will be high. Therefore, this study seeks to 
investigate South African school teacher readiness for el-earning to achieve the 
delivery of quality education.  
 

Research Questions  
 
This study was guided by a main research question and several sub-questions. The 
main research question was: what is the level of South African school teachers’ 
readiness for eLearning in the 21st century? The sub-research questions are the 
following: 1) Do South African School teachers have access to digital device and 
resources in their schools? 2) Do South African school teachers use educational 
technologies for teaching and learning? 3) Do South African school teachers share 
information using digital tools and resources? 4) What are the challenges of using 
digital devices and resources in South African Schools? 

 

Methodology 

  
This quantitative study used a questionnaire as a method of data collection. Locat-
ed within a positivist paradigm, the study investigated teachers’ readiness on the 
use of e-learning in the Eastern Cape Department of Education. Data was analysed 
using descriptive statistics. The population for the study consists of all ten (10) 
high school educators in the Eastern Cape Province in South Africa. The sample of 
the study consist of 10 respondents who are educators in high schools, participants 
were purposively selected because of their understanding and information about 
the phenomena under study. Principals of schools participating in the COL Teacher 
Futures programme were requested to complete a survey form and quantitative 
data generated were analysed descriptively. 
 
Results 

 
The results are presented under the following sub-headings which are: access to 
digital devices and resources in south African schools, usage of digital tools and 
resources for teaching and learning in schools, information sharing using digital 
tools and resources, and internet connectivity as a challenge to effective use of 
digital resources. 
 

Access to Digital Devices and Resources in South African schools 
Principals of the ten (10) participating schools gave feedback on the access to digi-
tal devices and resources as regard their readiness for its use in the teaching and 
learning process in South African Schools.  
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 As shown in figure 2 below, 60% of the principals surveyed either strongly 
agreed or agreed to the question about access to digital devices and resources in 
schools. The latter is contrasted with 40% of the principals who  either disagreed or 
strongly disagreed with the question. 

 

Figure 2: Participants Response on Access to Digital Devices and Resources 

Usage of Digital tools and resources for teaching and learning in South Afri-
can Schools 
Principals of the ten (10) participating high schools gave the feedback on the usage 
of digital devices and resources in exploring curriculum contents in demonstrating 
readiness for its use in the teaching and learning process in South African Schools. 
Results on figure 3 indicated that 30% of the participants agreed that they use digi-
tal tools and devices in exploring curriculum contents while 70% of the partici-
pants strongly disagree on the use of digital tools and devices for exploring curric-
ulum. 

 
Figure 3: Usage of Digital tools and resources in teaching and learning 
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Information sharing using Digital tools and resources 
Principals of the ten (10) participating high schools gave feedback on sharing of 
educational information using digital tools and resources in South African high 
schools. As shown in figure 4 below, 10% of the participants agreed that infor-
mation shared in schools are through digital tools and devices while 90% of the 
participants disagreed by stating that educators in high schools do not employ digi-
tal tools in information sharing. 

 
Figure 4: Information sharing using digital tools and resources 

 
Internet connectivity as a challenge to effective use of Digital Resources 
Principals of the ten (10) participating high schools gave feedback on poor internet 
connectivity has a hindrance to teachers’ readiness on the use of digital tools and 
devices for the teaching and learning in South African Schools. Findings from fig-
ure 5 indicated that 40% of the participants agreed that their school has internet 
connectivity while 60% of the participant disagree on availability of internet con-
nectivity among many other hindering factors. Hence, unavailability of internet 
connectivity hinders teachers’ readiness and does not encourage the use of digital 
devices. 

 
Figure 5: Internet Connectivity for Digital Device and Resources 
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Discussion of Findings  
 
Discussions will be presented under the following themes: Access to Digital De-
vices and Resources in South African Schools; Usage of Digital tools and Re-
sources for teaching and learning in schools; Information Sharing using Digital 
tools and Resources, and Internet connectivity as a challenge to effective use of 
Digital Resources. 
 
Access to Digital Devices and Resources in South African schools 
The findings on South African Schools access to digital devices and resources re-
vealed that high school teachers in South Africa have access to digital devices and 
resources for teaching and learning. Hence, the findings of the study are in line 
with Gillwald, et al. (2018) who stated that South African schools outstrips other 
African countries in terms of access to digital devices and resources. Furthermore, 
Modelling undertaken on the data from the ICT access and use survey conducted 
by Gillwald, et al. (2018) confirms that demand for telecommunications services is 
significantly driven by income and education level (Gillwald, et al., 2018). Further, 
the overall GNI per capita masks the level of income inequality in the country. 
Even though South Africa performs well in this measure, there is evidence that 
communications services are not affordable to the majority of South Africans at the 
bottom of the pyramid (Gillwald, et al., 2018). The results are evidence that, even 
though the telecommunication industry is well developed, traditional universal 
access policies focusing primarily on supply-side interventions create only some of 
the necessary conditions for access. Unaffordability, lack of local content and the 
lack of skills are all barriers that limit meaningful access and contribute to digital 
inequality in South African Schools (Gillwald, et al., 2018). 
 
Usage of Digital tools and resources for teaching and learning in South Afri-
can Schools 
Findings from the principals on the usage of digital tools and resources revealed 
that high school teachers do not use digital tools and devices for exploring curricu-
lum content. The findings of this study is however in line with Dagada (2013) who 
stated that most teachers do not make use of digital tools because they lack the 
understanding of the complex relationships between content, pedagogy and the 
technology to be integrated into the curriculum delivery. Dagada (2013) therefore 
suggest that there is a need for schools to assist teachers to improve their techno-
logical pedagogical content knowledge if the institutions are to successfully do-
mesticate e-learning platforms. 

Similarly, Keengwe & Georguna (2013) opined that the integration of 
technology into education could meet the needs of the Millennials as the generation 
currently attending universities.  Keengwe & Georguna (2013) further describe the 
characteristics of this generation as wanting to construct their own learning content 
and process, wanting to work in teams and have sophisticated knowledge and skills 
of information technologies. At the same time, they are cautious about the instru-
mentalist understanding and use of technology, whereby technology is understood 
as an end in itself. Keengwe & Gergina (2013) therefore stated technology should 
not drive instruction, but should rather be integrated into the curriculum and not the 
other way around because ‘Technology is not a substitute for good instruc-
tion’ (Keengwe & Gergina, 2013). 
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Information sharing using Digital tools and resources  
Findings revealed that information sharing among teachers and students in South 
African high school is still paper based as majority of the participants disagreed by 
stating that educators in high schools do not employ digital tools in information 
sharing. This finding is however in line with Netteland, et al. (2007) who stated 
that information sharing through digital devices is a critical factor in the implemen-
tation of e-learning.  Netteland, et al. (2007) further stated that a number of factors 
which may contribute to disturbance in information sharing include but not limited 
to weaknesses in the implementation of e-learning, a missing understanding in e-

learning activity, a need for a shared digital access point to update information and 
a need to prepare for integration of learning and work (Netteland, et al., 2007). 
Pappas (2016) therefore stated that improved productivity and efficiency, increased 
learners participation, optimization of e-learning feedback system and collabora-
tive learning are the benefits of knowledge/information sharing in e-learning. 
 

Internet connectivity as a challenge to effective use of Digital Resources 
However, a major obstacle identified in this study concerns the unavailability of 
internet connectivity which hinders teachers’ readiness and does not encourage the 
use of digital devices. Hence the findings of the study is in line with Khumalo, et 
al. (2015) who stated that poor provision of ICT infrastructure, lack of electricity, 
shortage of educational resources and poor or no internet connectivity impact nega-
tively on the use of eLearning. Therefore, the provision of internet access to 
schools and rural areas is a major boost to the Information Communication Tech-
nology for Development (ICT4D) activities in every developing country (Dalvit, et 
al., 2014). Hence, setting up the broadband connection in these areas would mean 
great investment in the e-learning, e-commerce and other economic activities 
(Khan, 2015). Fathaigh (2002) therefore concludes that access to stable internet is a 
basic prerequisite of online learning; also, the access to technology off-campus, 
comfort of technology, reliability of technology, ability to logon frequently and 
software skills are important technological aspects of eLearning readiness 
(Greaves, 2008).  

In relation to exploring South African teachers’ readiness for e-learning, 
findings generally revealed that although high school teachers have access to digi-
tal devices in their schools for teaching and learning, teachers do not integrate e-

learning in their teaching methods, also information sharing in high schools are 
still paper-based. Findings also revealed that poor or unavailability of internet con-
nectivity hinders teachers’ e-readiness.  

 
Conclusions 

 

Access to high-quality and rich education is the main goal of any education system. 
E-learning is provides opportunity for teachers in schools to improve their skills to 
meet the demands of lifelong learning, but the implementation of e-learning needs 
to be well prepared for and managed and this is why it is important for schools to 
know if they are e-ready.  
 This paper investigated South African’s high schools state of readiness to 
enjoy the benefit of technology enhanced learning. The paper focused on high 
schools’ access to digital device and resources, the use of digital device and re-
source for teaching and learning, information sharing using digital device and re-
sources and lastly, the challenges faced in using digital devices and resources.  
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The paper concluded that if teachers in South African schools are to be ready for 
the use of digital learning and technologies, the Department of Basic Education 
(DBE) needs to introduce directive policies governing the use of digital technology 
in schools and also provide an adequate internet bandwidth that will ensure faster 
and reliable connectivity, hence facilitating easier access to e-learning in the 21st 
century. 
 
Recommendations  
 

In a globalised knowledge economy, enabled by an increasingly pervasive digital, 
networked world, where eLearning possibilities are being explored by educational 
institutions, where learning and teaching is and can now be designed to enable 
learning anywhere and at any time, this study recommends that teachers should 
endeavour to implement digital tools in their teaching methods. Teachers in South 
African schools should shift from a teaching method that is highly dependent on 
physical infrastructure such as schools and colleges, physical learning materials, 
and in class education delivery to a teaching method that makes extensive use of 
interactive education technology. However, in other to achieve the former, the 
study recommends that the Department of Basic Education (DBE) should introduce 
directive policies that governs the use of digital technology in schools as well as  
provide adequate internet bandwidth that will ensure faster and reliable connectivi-
ty.  
 

Limitations of the Study  
 
This study has some limitations that were considered when interpreting its find-
ings. Firstly, this study is limited to high school principals in the Eastern Cape 
province, South Africa. Secondly, this study adopted a quantitative approach that 
included a survey strategy with questionnaires for principals of schools to establish 
a baseline of school needs and their readiness for e-learning. However, the research 
could have more validity if this study adopted mixed methods of quantitative ap-
proach (questionnaires) and qualitative approach (interviews) to reveal the e-

learning readiness state of high schools in the Eastern Cape, South Africa. 
 

Implications for Policy and Practice 

 
This study showed that access to digital devices for teaching and learning are not 
obstacles towards e-learning readiness in South African schools. However, obsta-
cles to e-learning readiness are teachers unwilling attitude to integrate e-learning in 
their teaching method and the poor or unavailability of internet connectivity in 
schools. Therefore, schools should develop their own operational plans, guidelines, 
indicators and strategies for e-Learning based on the provincial operational plans. 
Also, ICT directors should work with relevant stakeholders to refine and imple-
ment draft policies that are available in the Eastern Cape province to ensure the 
availability of internet connectivity in schools. Finally, there should be a revision 
of the current White Paper 7 on e-Education (DoE, 2004) to include a set of richer 
and more concise guidelines, and indicators for e-Learning in South African 
schools. 
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Abstract 
 

Public health remains a tiny portion of the undergraduate pharmacy curriculum and 
the material is integrated into other modules. The aim of the study was to describe 
the UK undergraduate pharmacy curriculum, including its public health content. A 
qualitative method (content analysis of websites) was used to describe the UK un-
dergraduate pharmacy curriculum and teaching and learning policy. This involved 
selecting relevant concepts and then quantifying their presence and the relation-
ships between them. The NVivo software was used to carry out ‘group queries’ and 
visualisation of results. The paper found that public health remains an optional 
module in the curricula of many UK schools of pharmacy. Several public health-

related topics are often integrated into other modules, but UK undergraduate phar-
macy curricula are still dominated by traditional pharmacy modules. The paper 
concluded that most of the curricula analysed were dominated by traditional phar-
macy modules designed to enhance students' knowledge and skills. The skill set of 
UK pharmacy students with respect to macro-level public health activities needs to 
be improved to enhance pharmacists’ contribution to public health. 
 
Keywords: Patient care, pharmacists, pharmacy curriculum, pharmacy education, 
public health, qualitative method. 
 

 
Introduction 

 

The role of pharmacists in public health is widely documented (see for example, 
Royal Pharmaceutical Society of Great Britain & Pharmacy Health Link (2004), 
Horvat & Kos (2015), Rivers et al. (2017) and Pfleger, et al. (2008) even with the 
recent global coronavirus (Covid 19) pandemic. According to the UK’s Faculty of 
Public Health (FPH, 2010, px), public health is defined as:  

“The science and art of promoting and protecting health and well-being, 
preventing ill health and prolonging life through the organised efforts of 
society.” 

R%&%'()* P',%(& -. K.-/0%12%, I..-3'45-. '.1 E.4%(,(5&%   
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R������� P�
��� �� K��������, I��������� ��� E����
����, KIE C��������� P����������  

 26 

This definition is relevant as public health is seen as population-based; is 
focused on a collective responsibility for health, its protection and disease preven-
tion; recognises the important role of the state, as well as socio-economic and wid-
er determinants of health. There is also an emphasis on partnerships amongst those 
whose actions contribute to the health of the population (FPH, 2010).  

Interestingly, the General Pharmaceutical Council’s (GPhC) standards for 
the initial education and training of pharmacists require UK schools of pharmacy to 
teach students about public health (GPhC, 2011). Nevertheless, public health re-
mains a tiny portion of the undergraduate pharmacy curriculum and the material is 
integrated into other modules covering topics such as sociology (social and behav-
ioural science and drug misuse), health psychology (health promotion and disease 
prevention), and epidemiology (aetiology and epidemiology of major diseases) 
(GPhC, 2011). This contrasts with other clinical or science-based topics which are 
often taught as standalone modules or courses (GPhC, 2011). 

In the USA, it has been acknowledged that public health is relevant to phar-
macy education. In 2013 the Centre for Advancement of Pharmacy Education 
(CAPE) stated that pharmacy graduates must demonstrate that they have acquired 
knowledge of public health theories and models and are capable of applying them 
Medina et al (2013). The American Association of Colleges of Pharmacy (AACP) 
Public Health Special Interest Group (SIG)-CAPE working group has also collec-
tively identified the CAPE 2013 outcomes as important indices of coverage of pub-
lic health within pharmacy curricula (Medina et al., 2013). In addition, the Accred-
itation Council for Pharmacy Education (ACPE) requires interprofessional interac-
tion and blended environments, both of which are advanced within the public 
health curriculum (Accreditation Council for Pharmacy Education (2015). A US 
study by Truong & Patterson (2010) suggested that although the pharmacy profes-
sion has evolved from product-orientated to patient-centred care, with pharmacists 
contributing to micro-level public health activities (e.g., disease management, 
health and wellness screening, immunisations, medication therapy management), 
there remain unmet needs for pharmacists in macro-level public health functions 
(i.e., assessment, policy development, and assurance at the population-based level). 
Changes to the education and practice of pharmacy that will require pharmacy de-
grees to equip graduates with the necessary knowledge, skills, attitudes and values 
to contribute to public health at the micro and macro levels, regardless of the set-
ting of their practice (Bush & Johnson, 1979) have therefore been proposed (Addo-

Atuah, 2014). In addition, pharmacists will be expected to evaluate public health 
the costs and effectiveness of public health policies and to collaborate with govern-
ment agencies to develop public health policy (Dolinsky et al., 2004). 

Unfortunately, the GPhC’s recent observation that the Master of Pharmacy 
(MPharm) degrees currently offered by British universities fail to prepare pharma-
cists to deliver the care and services expected of them in the future remains a barri-
er to this aspiration (Pharm, 2015). According to the GPhC pharmacists must be 
capable of delivering patient-centred care, have good people skills and be able to 
work in a multi-disciplinary team (Pharm, 2015). 

MPharm programmes in the UK are updated every six years following 
GPhC accreditation (GPhC, 2013). This study examined what students are current-
ly taught and considered whether the UK undergraduate pharmacy degree reflects 
the global direction of travel of the pharmacy profession, particularly with respect 
to public health provision. Also, as time constraints mean there might be a tension 
between science- and public health-oriented modules in UK undergraduate phar-
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macy curricula, the study examined whether UK MPharm programmes are fit for 
purpose (whilst recognising that they have been accredited by the GPhC). 

The objective of this study is to describe the UK undergraduate pharmacy 
curriculum, particularly its public health content. 
 
Methods 

 

A qualitative method (content analysis of websites) was used to describe the UK 
undergraduate pharmacy curriculum and teaching and learning policy. Content 
analysis has been described as a method of analysing written, verbal or visual com-
munication messages (Cole, 1988) and as a research method; it is a systematic and 
objective means of describing and quantifying phenomena (Krippendorff, 1980; 
Sandelowski, 1995). Content analysis involves choosing concepts to examine and 
then quantifying them and exploring the relationships between them (Busch et al., 
2012). The advantages of content analysis include the fact that it is a content-
sensitive method (Krippendorff, 1980) that offers some flexibility in terms of re-
search design (Harwood & Garry, 2003). Content analysis can be used with both 
qualitative and quantitative data and can be inductive or deductive (Elo & Kyngäs, 
2008). There are no systematic rules for analysing data; but both methods involve 
three main phases: preparation, organisation and reporting. The main characteristic 
of content analysis is that the words of the text being analysed are grouped into 
much smaller content categories (Weber, 1990; Burnard, 1996). Copies of the UK 
pharmacy schools’ curricula were obtained from the various schools’ websites, 
where possible, or by email from pharmacy school administrators. In most cases 
the curriculum included lists of classes, objectives and competencies. These docu-
ments were uploaded to the qualitative data analysis software NVivo® (version 
10). The analysis required the analyst to immerse himself in the data (the curricula) 
by reading them thoroughly several times in order to allow new insights and theo-
ries to emerge (Polit & Beck, 2004). An open coding process was used; categories 
were created as well as abstractions of categories (Elo & Kyngäs, 2008). In NVivo, 
open coding involves using NVivo memos and annotations to make notes whilst 
reading the data (Elo & Kyngäs, 2008). The written data were re-read and during 
the process the analyst wrote down as many headings to describe all aspects of the 
content (Burnard,1996; Burnard, 1991; Hsieh & Shannon, 2005) as needed in the 
form of NVivo memos and annotations. NVivo allows the analyst to generate cate-
gories freely at this stage in the analytical process (Burnard,1991). When the open 
coding was complete the categories were then grouped under higher-order head-
ings (Burnard, 1991; McCain, 1988). The number of categories was reduced by 
collapsing similar categories into broader higher order categories (Burnard, 1991; 
Dey, 1993). With NVivo, it is possible to present some numerical (Seale, 1997) and 
visual representations in the analysis, as well as perform group queries, that is find-
ing items that were associated with other items in the project and presenting the 
output in the form of lists (groups) (Bazeley, 2013). At the time the study was con-
ducted (May 2014 - March 2015), there were twenty-nine schools of pharmacy in 
the UK, according to the GPhC website (General Pharmaceutical Council, 2015). 
The first author used input from the third and second authors to validate the content 
analysis process. 
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Results  
 

Characteristics of UK schools of pharmacy 
All the UK schools of pharmacy were included in the study, except that of the Uni-
versity of Lincoln – which was newly established at the time of analysis. Twelve of 
the 28 schools (all in England) included in the study (42.8%) were set up after 
2000. The geographical distribution of the schools analysed was as follows, two 
were located in Northern Ireland, one in Wales, two in Scotland, and twenty-three 
in England.  
 

The Subjects Included in UK MPharm curricula 
The curricula of all schools of pharmacy were subjected to content analysis to de-
termine what elements were related to public health. The NVivo software was used 
to carry out ‘group queries’ and visualisation of results. The analysis revealed that 
the UK undergraduate pharmacy curricula were dominated by basic science, clini-
cal studies and modules on skills development (such as production/formulation and 
dispensing activities), research and law and ethics. In most cases coverage of pub-
lic health topics was minimal, and in some cases confined to optional modules. The 
core scientific subjects taught included pharmacology, biochemistry, anatomy, 
physiology, pharmaceutics, pharmaceutical technology, pharmaceutical chemistry, 
microbiology, drug discovery and formulation, pharmacognosy and medicinal 
chemistry. These subjects were often grouped together, under different names and 
headings. Coverage of topics such as management and business studies was mini-
mal and in some cases confined to optional modules.  

 

Public Health 
Group query’ revealed variation in the public health content of the curricula of UK 
pharmacy schools. A representation of the data suggests that the curricula of phar-
macy schools such as University A, B and C seemed to have more public health-

related topics than those of other UK pharmacy schools. Coverage of public health 
appeared to emphasise safety, risk factors, disease prevention, adherence and ad-
diction.  

Next NVivo was used to visualise the pattern of coding for individual 
schools of pharmacy. In general, the most frequently used words were ‘clinical’, 
‘science’, ‘dispensing’, ‘production’ and then ‘research’. The exceptions to this 
pattern included, for example, the Schools of Pharmacy at D, E, F and G universi-
ties, where ‘experiential’, ‘public health issues’, ‘professionalism’ and ‘skills’ re-
spectively were the most frequently used words. Both the word frequency search 
and the visual representation of coding suggested that ‘public health’ was a rela-
tively low priority for most UK pharmacy schools.  

Further investigation of some of the specific public health-related issues 
covered by UK pharmacy schools revealed that only some Schools of Pharma-
cy - namely, H, I, G, J, K, A and K Universities (all in England) - mentioned the 
word ‘safety’ in their curriculum in any form (‘public health safety’; ‘patient safe-
ty’; ‘health and safety’ etc.). This was confirmed by a text search of the UK phar-
macy schools’ curricula. The content analysis also provided some evidence that the 
curricular of older schools of pharmacy and those established in England between 
1900 and 1949 contained more references to ‘safety’ than other schools.  
 The C University, School of Pharmacy curriculum illustrates how ‘public 
health safety’ was covered. The topic is addressed in Year 4 in the ‘Clinical Phar-
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maceutics’ module, one of the aims of which is to teach students to “Appreciate 
safety, efficacy and quality of medicines for children”.  

In the K University, School of Pharmacy curriculum the ‘Pharmaceutical 
Care’ module for Year 4 students is described as:  

“An integrated unit covering evidence-based practice, health economics, pre-
scribing, patient safety and pharmaceutical care…. develop[ing] students' 
core knowledge and problem-solving skills relating to patient safety, prescrib-
ing and pharmaceutical care.”  

‘Risk factors’ were mentioned in the curricula of five Schools of Pharmacy: J, C, 
L, E and A. The J University School of Pharmacy curriculum for the Year 4 mod-
ule ‘Travel Health’ (optional) was described as follows:  

“The aims of this module are to give the student advanced understanding of 
theoretical and practical knowledge in all elements of travel health. The mod-
ule will cover the role of the pharmacist in travel health promotion and pre-
vention of illness...The course content will include risks of travel in different 
countries...” 

The A University, School of Pharmacy Year 1 Pharmacy Practice Syllabus 
Outline mentions, amongst other topics, ‘factors affecting the treatment process’.  
The same School of Pharmacy Year 2 module on ‘Public Health (Promoting Public 
Health)’ teaches students about  

“adverse drug reactions (ADRs) – their prevention, detection and manage-
ment; the role of the pharmacist in minimising risk associated with drug ther-
apy”  

and also covers 

“Epidemiology of disease and determinants of public health, including life-
style, employment status, air quality, crime, housing; health education and 
promotion roles for pharmacists in areas such as: child health, smoking cessa-
tion, exercise, diet and obesity, contraception and sexual health, alcohol con-
sumption, vaccination, patients with long-term conditions, services for drug 
misuse and encouraging self-care.” 

It seems that the teaching of preventative care varies between schools. For exam-
ple, in the Year 1 programme of the School of Pharmacy, M University, there were 
statements such as,  

“… you look at infection and immunity … [and in the final year] your studies 
will deal with treatment of infectious diseases, pharmaceutical public health 
and clinical pharmacy”.  

The curriculum for N University School of Pharmacy states that during the Level 2 
pharmacy programme:  

“[Students] will learn how medicines are preserved and the process that cause 
premature breakdown of medicinal products … and how we are involved in 
protecting the public from the potential harm associated with the use of medi-
cines.” 

When it comes to the teaching of illness prevention the other UK schools of 
pharmacy seemed to adopt different methods. For example, L University School of 
Pharmacy offered a ‘Pharmacy Practice’ module whilst O University School of 
Pharmacy stated that it teaches students about ‘Promoting Healthy Lifestyle’. Final 
year pharmacy students at P University are taught about public health and health 
promotion as part of a module designed to ensure that they 

“Appreciate the causes and systems of cardiovascular diseases ... [as well as] 
… patient counselling and lifestyle advice.”  
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The content analysis also provided some evidence that UK pharmacy schools 
provide undergraduates with some training on issues surrounding ‘adherence’ and 
‘addiction’.  
 Q University School of Pharmacy covered adherence in a Year 3 module 
entitled ‘Optimisation of Pharmaceutical Care’. The ‘Pharmacy Practice’ module 
in Year 2 helps C University School of Pharmacy students to “distinguish the con-
cepts of compliance, adherence and concordance”. During Year 3 training, C Uni-
versity School of Pharmacy students learn more about adherence and by the end of 
the year they are expected to be able to “undertake a basic medication review”. The 
A University School of Pharmacy covers adherence at an early stage, in a Year 1 
module entitled ‘Pharmacy Practice’. Some of the topics covered in the module 
were:  

“Factors affecting the treatment process. The function of medicines and the 
rational use of medicines. Sociological and behavioural aspects of the use of 
medicines. Medicines adherence. The placebo effect.” 

 In contrast the Year 4 module at C University School of Pharmacy entitled 
‘Health Care, Drug Use and Pharmacy in Developing Countries’ focuses on global 
poverty:  

“The World Health Organisation believes that pharmacists could make a 
greater contribution to health care in developing countries. This module will 
provide an overview of health care, disease patterns, the use of medicines in 
low-income countries...” 

 Interestingly, the information about this module also highlighted the fact 
that: 

“Examination of these issues requires an interdisciplinary approach drawing 
on material and research from a range of perspectives...”   

 Finally, there is little emphasis of ‘emergency preparedness’ in the curricula 
of UK pharmacy schools; the content analysis identified the words ‘emergency’ 
and ‘emergencies’ in the curricula of only three schools of pharmacy, those at the 
J, A and C Universities. One of the topics taught in the A University School of 
Pharmacy Year 3 module entitled ‘Pharmaceutical Care’, was “Dealing with medi-
cal emergencies and the provision of first aid.” In the C University School of Phar-
macy curriculum, the word ‘emergency’ occurred in reference to hormonal re-
placement, which was covered in a pharmacology module entitled ‘Endocrinology 
and Associated Diseases’. The content analysis was also used to determine the ex-
tent to which these macro-level public health activities (e.g. surveillance, pharma-
covigilance, evaluation, epidemiology, assessment, etc.) were represented in the 
curricula of UK pharmacy schools.  

The word ‘assessment’ found in the curricula of some schools of pharmacy, 
for example, at H, O, R, N and S Universities, referred to assessment of students 
rather than public health or health needs assessment. The exception was the curric-
ulum of B University School of Pharmacy where the Year 4 module entitled 
‘Public Health for Pharmacists’ was described as covering 

“Healthcare policy relating to pharmacy; health surveillance; health-related 
data; health needs assessment; epidemiology; pharmacovigilance; application 
of evidence-based practice; health technology assessment; systematic review; 
pharmaceutical service development; service specification and implementa-
tion; pharmacoeconomics; business case; audit; evaluation; governance.” 

 References to ‘policy’ were often not related to public health policy devel-
opment, but to pharmacy practice. This was the case at T University School of 
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Pharmacy where the word ‘policy’ occurred in the description of a module on 
‘Integrated Patient Care’: 

“The course will cover developments in pharmacy legislation taught in previ-
ous years and other legislation and policy relevant to the practising pharma-
cist.” 

 Although the content analysis identified that public health and health policy 
were covered in the curricula of some schools of pharmacy such as those at, E, A 
and B Universities, in no case did the curriculum appear to deal with pharmacists 
contributing to development of public health policy. When the word 'assurance' 
appeared in the curricula of UK pharmacy schools (e.g. at R, C, Q and K Universi-
ties), it was in reference to quality assurance of pharmaceutical products rather 
than to public health assurance: 

"K11 - an appreciation of the principles of quality and quality assurance 
mechanisms in appropriate aspects of scientific and professional activi-
ties." [R University School of Pharmacy: Part 2 course details for CH143 and 
CH344] 
"Design, Formulation and Quality Assurance of Medicinal Products" [Year 3 
– Q University School of Pharmacy]. 

 
Discussion 

 

This paper looked at what pharmacy students are currently taught, to determine 
whether UK undergraduate pharmacy degrees reflect the global direction of travel 
of the pharmacy profession, particularly as it relates to public health provision. 
Poor adherence could be associated with poor monitoring and reporting of serious 
adverse drug events (ADEs) by pharmacists (Gavaza et al., 2011) but the magni-
tude of the problem also varies with the condition being treated (Sukkar, 2015). 
The word ‘adherence’ did not feature widely in the curricula of UK schools of 
pharmacy, appearing only in the curricula of undergraduate pharmacy degrees at A 
and C Universities (Year 2). A closely associated word, ‘optimisation’, appeared 
only in the curricula of Q and C Universities (Year 3). Although these topics are 
not necessarily macro-level public health activities; it seems that many of the is-
sues relating to treatment adherence or optimisation of medication are dealt with 
during postgraduate pharmacy education, such as continuous professional develop-
ment (CPD) programmes or taught in diploma and masters’ programmes.  

This content analysis of the curricula of UK pharmacy schools also re-
vealed that they were dominated by science-oriented subjects rather than focusing 
on public health. Overseas programmes based on UK programmes seem to share 
the same broad approach with, for example over 90% of the BPharm courses em-
phasizing pharmaceutical chemistry, basic biomedical sciences (physiology, phar-
macology, pathology, biochemistry, and microbiology), and pharmaceutical tech-
nology (Islam et al., 2014). Yet in many UK pharmacy schools, public health is 
often taught as an optional module or integrated with other topics. There are pro-
fessional advantages to pharmacists as well as benefits to patients of making public 
health a core module in the curricula of UK schools of pharmacy as this would 
broaden and extend pharmacists knowledge and skills in this area. 

A number of studies have confirmed that community pharmacists play an 
important role in smoking cessation programmes (Agomo et al., 2006; Anderson & 
Blenkinsopp, 2003; Agomo, 2012), so it was surprising that an NVivo text search 
revealed that the word, 'smoking' appeared in the curricula of only three UK 



R������� P�
��� �� K��������, I��������� ��� E����
����, KIE C��������� P����������  

 32 

schools of pharmacy: E, A and C Universities (Year 4). Related words – ‘smoke’ 
and ‘smoker’ – were not found in the curricula although 'tobacco' was mentioned in 
the C University School of Pharmacy curriculum (Year 4). This does not necessari-
ly indicate that other UK schools of pharmacy are not teaching undergraduates 
about smoking cessation, but it may indicate the priority they accord this very im-
portant public health topic. 

A number of studies have also identified a need for healthcare practition-
ers to improve their communication techniques (Sookaneknun, 2009; Emmerton et 
al., 2010; Roughead et al., 2011; Rowlands, 2012).There was no evidence to sug-
gest that UK schools of pharmacy were teaching advanced communication meth-
ods to students but there was some evidence that many of them were developing 
students' skills in communication through written assignments and oral presenta-
tions on public health, etc. It has also been noted that interdisciplinary public 
health initiatives can enhance pharmacists’ skills for dealing with public health 
issues (Agomo, 2018) including the recent global coronavirus (Covid-19) pandem-
ic. However, the content analysis provided little evidence that UK undergraduate 
pharmacy training includes promotion of interdisciplinary initiatives. The excep-
tion was the School of Pharmacy, E University, where the curriculum indicated 
that nutritionists taught the nutrition element of the public health module. It is to be 
hoped that the programme at the School of Pharmacy, University of Birmingham 
will inspire other UK pharmacy schools to develop interdisciplinary initiatives, 
particularly as this programme reflects the Birmingham School’s commitment to 
integrated medical training and education (News Team, 2011). 

The risks associated with polypharmacy and the potential for inappropri-
ate therapy need to be considered and balanced against the possible benefits of 
multiple drug therapies (Munger, 2010). The Scottish government has identified a 
need for pharmacists to contribute more to management and monitoring of 
polypharmacy to minimise the risks to patients (NHS Scotland & The Scottish 
Government, 2012). 

According to the Department of Health, Britain has a relatively large pop-
ulation of problem drug users and increasing levels of harm from alcohol consump-
tion (DoH, 1999). A number of studies have noted that pharmacists are involved in 
treatment of drug addiction and substance abuse (Lee, 2009; Chaar, 2011; Am-
brose, 2011) however the content analysis provided little evidence that pharmacy 
students were being taught about pharmacists’ role in anti-doping activities 
(Ambrose, 2011). In Europe alcohol is not only the third biggest risk factor for non
-communicable diseases (NCDs), ill health and premature death, according to the 
World Health Organization (WHO, 2014); it is also known to directly or indirectly 
induce over 60 different types of illness (WHO, 2012), as well as being associated 
with several other risk factors (European Commission, 2014; Kaczmarek, 2015). 
The content analysis provided some indications that alcohol misuse was one of the 
public health topics often discussed with students, but UK schools of pharmacy 
also need to extend their coverage of motivational tools such as the transtheoretical 
model of change (TTM) (Prochaska, 1994; Prochaska, 1986), Ajzen’s theory of 
planned behaviour (Ajzen, 1991) and goal-setting theory (Locke, 1990) and their 
relevance to various lifestyles and addictive behaviours. To address some contem-
porary public health challenges the pharmacy profession might also need to pro-
mote the establishment of healthy living pharmacies (HLPs) (Kennedy, 2015). 
Three UK schools of pharmacy (E, A and C Universities) indicated that they were 
teaching about HLPs, but the others did not appear to provide any information 
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about HLPs in undergraduate courses.  
This study revealed that in the UK pharmacy degrees the emphasis is on 

basic sciences, many of which are hardly used in routine community pharmacy 
practice, rather than on public health topics – which in some schools were covered 
in optional modules or integrated with other pharmacy topics. Often coverage of 
public health topics focused on micro-level public health activities instead of mac-
ro-level public health topics requiring the involvement of public health specialists. 
This does not seem consistent with the global direction of travel of the pharmacy 
profession (Bush & Johnson, 1979; Dolinsky et al., 2007), and it raises questions 
about whether UK MPharm programmes are still fit for purpose with regard to 
equipping pharmacists to play a role in public health (Pharm, 2015). UK schools of 
pharmacy and the pharmacy profession need to work more closely with other 
healthcare professions and with public health organisations, such as Public Health 
England, the Faculty of Public Health, etc. to enhance the role that UK community 
pharmacists play in public health. 

The reliability of the content analysis in this study has been enhanced by 
linking the results closely to the data, using illustrative excerpts and describing the 
context of findings, selection and characteristics of the participants clearly, as well 
as the data collection and analysis techniques. The analysis involved comparing 
codes within and between curricula, noting patterns and discrepancies and drawing 
conceptual maps to examine relationships between themes (Polit & Beck (2004); 
Graneheim & Lundman, 2004).  

The limitations of the study include the heavy reliance on information 
available from the websites of schools of pharmacy. The published curricula may 
not necessarily represent the teaching of pharmacy in UK accurately and may have 
been incomplete or out-of-date at the time this analysis was undertaken. We can-
not, therefore, rule out the possibility of bias. The sheer quantity of data was daunt-
ing (Elo & Kyngäs (2008). The limitations of NVivo content analysis include that 
NVivo is a complex package that can take time to learn; relying on software can 
distance researcher from the data; the researcher can get caught in a ‘coding trap’; 
the software can identify references to phrases but cannot discern contextual differ-
ences and use of software cannot compensate for poor data or weak interpretive 
skills (Dixon, 2014). The fact that a few UK pharmacy schools (only five) pub-
lished a summary of their curriculum on their website slightly reduced the robust-
ness of the content analysis process. However, some of the schools did provide a 
more detailed curriculum when approached for assistance although two schools 
were unwilling to do so. These facts notwithstanding, as school of pharmacy web-
sites are often the first point of enquiry for prospective students, parents etc. it 
seems reasonable to expect them to provide detailed and accurate information 
about the content of undergraduate programmes. 
 
Conclusion 

 

This content analysis of the curricula of UK schools of pharmacy identified that the 
number of UK schools of pharmacy has almost doubled since the year 2000. There 
was however, no indication that this sharp increase in the number of pharmacy 
schools has had much impact on the teaching of public health to students, particu-
larly as public health remains an optional module in many UK schools of pharma-
cy. In many UK pharmacy schools teaching on public health is integrated into oth-
er modules. Most of the curricula analysed were dominated by traditional pharma-
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cy modules designed to enhance students' knowledge and skills in the sciences, 
dispensing, production, research, law and ethics, and clinical pharmacy. It seems 
there is a need to develop UK pharmacy students’ skills for dealing with macro-

level public health activities. Enhancing coverage of macro-level public health 
activities would make UK MPharm programmes fit for purpose, particularly with 
respect to provision of community pharmacy services and public health services. 
This is becoming more important as UK pharmacy schools are seeking to boost the 
profile of the pharmacist with the public and commissioners, drawing special atten-
tion to the contribution the profession can make to achieve cost effectiveness in 
healthcare.  
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Abstract 

 

This study sought to investigate the dynamics of school governing bodies (SGBs) 
participation in the construction and implementation of code of conduct for learn-
ers in Durban, KwaZulu-Natal province, South Africa. Underpinned by an inter-
pretivist paradigm, the study employed a qualitative research approach and a case 
study research design. Interviews, observations and document review were used for 
data collection. The target population for this study consist of SGB members, 
hence, the democratic theory of education was employed to investigate whether the 
formulation of code of conduct for learners in South African schools ensue demo-
cratic principles. The results indicated that parents and learners despite being im-
portant stakeholders only participated to a limited extent in the process of drawing 
up and implementing a learners’ code of conduct. Findings also revealed that 
schools face a number of challenges, which includes inadequate training of SGB 
members, parental lack of concern/limited time to attend school or SGB meetings. 
Further, there exists power struggles within the SGBs. This study recommends that 
SGB members should be trained on democratic school governance as well as de-
velopmental initiatives aimed at equipping and enabling them to make sound deci-
sions on learners’ code of conduct. 
 
Keywords: Code of conduct, democracy, discipline, school governing body, stake-
holders 

 
Introduction  
 

The advent of democracy in South Africa signalled a new dawn for the country as 
a whole, and also for the education system which had for long been characterised 
by racial segregation (Davids, 2018; Biesta, 2011). The need for an education sys-
tem that would instil values of social justice, equality and democratic South Africa 
is depicted in the emphasis on transformational education by the South African 
constitution of 1996 (Republic of South Africa [RSA], 1996a). This meant transi-
tioning into shared school governance through among other things school govern-
ing bodies (SGBs) as predicated by the South Africa Schools Act (SASA) 84 of 
1996, which devolved school management to SGBs (RSA, 1996b). The introduc-
tion of SGBs represents a shift from top-down management style, thus making 
schools more autonomous and more democratic (Mohapi & Netshitangani, 2018; 
Sibanda, 2017; Mutekwe & Sedibe, 2015). An SGB has to be a democratically 
elected institution comprising of parents, educators, learners, and non-teaching 
staff (RSA, 1996b), and assumes responsibility for drafting school policies, most 
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notably a code of conduct for learners (Magano et al., 2017; Mohapi & Netshi-
tangani, 2018; RSA, 1996b). SGB involvement has been closely linked with posi-
tive academic performance as aided by democratisation, social justice and inclu-
sion among other things (Mohapi & Netshitangani, 2018). 

It is argued that instilling values of democracy in learners produces 
awareness of values of good citizenry; as such it becomes imperative for learners 
to be involved in school management where equality, social justice and other such 
norms are appreciated (Davids, 2018; Biesta, 2011; Waghid, 2004). SASA (1996b) 
insists that the involvement of learners in school governance is critical, yet evi-
dence from research appears to show that learners are relegated oftentimes to 
voiceless participants with ineffectual roles in school governance (Davids, 2018; 
Davids & Waghid, 2015; Waghid, 2010; Ngcobo & Tiklay, 2008; Moloi, 2007). 
Researchers are of the view that daily practices in schools should reflect democra-
cy in daily practices because democratic behaviours and values are more readily 
learnt and assimilated by experience than by hearing and reading about these val-
ues and behaviours which are democratic (Harber & Serf, 2006; Kubow, 2009; 
Biesta, 2011; Davids, 2018). A code of conduct, when democratically drafted and 
applied in school, presents an opportunity to involve learners in the drive towards 
democratic education and improving discipline in schools (RSA, 1996b; Chauke, 
2017; Sibanda, 2017; Magano et al., 2017; Jean-Pierre & Parris, 2018; Serero, 
2016). A code of conduct helps to create an orderly environment in the school by 
regulating the behaviour of learners and stipulating and standardizing disciplinary 
measures which are to be employed in correcting disruptive behaviour (Venter, 
2016; Squelch, 2000). 

The existent body of literature further shows that a learners’ code of con-
duct may serve to promote the rights and safety of all learners, educators and par-
ents. It achieves this by ensuring that learners are held responsible for their own 
actions and behaviours, by prohibiting all manifestations of unfair discrimination 
and/or intolerance, and by countering or correcting disruptive behaviour within the 
school context (Jean-Pierre & Parris, 2018; Mlalazi et al., 2016; Sebisha, 2015; 
Semali & Vumilia, 2016; Welsh & Little, 2018). Achieving these objectives re-
quires the active engagement of all parties concerned, as well as their concerted 
commitment and a spirit of cooperation. Interaction between the various stakehold-
ers will help to improve and establish a disciplined, safe and purpose-driven school 
environment that is dedicated to improving, expanding and maintaining sound 
teaching and learning practices (Venter, 2016; Van Jaarsveld, 2011; Lawrence, 
2007; Stephens, 2004). Regardless of these efforts towards learner discipline by 
prescribing steps towards correcting disruptive behaviour through code of conduct, 
it is worrisome that some schools have degenerated into “combat zones” which 
produce dire consequences on the educational goal that schools set out to pursue 
(Ngidi, 2018; Venter, 2016; Mncube & Harber, 2013; Smit, 2013; Maree, 2000). 
This study thus sought to understand the dynamics of school governing bodies 
(SGBs) participation in the construction and implementation of code of conduct for 
learners in Durban, KwaZulu-Natal province, South Africa. 
 
Theoretical framework 

 

This article is founded on Dewey’s 1916 Democratic Theory of Education. Dew-
ey’s philosophies place emphasis on the importance of diversity in pluralist com-
munities where sharing of common goals requires finding solutions to similar 
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problems which communities face (Dewey, 1916; Cambi, 2009; Smit & Oost-
huizen, 2011; Ryan, 2014; Peters & Jandric, 2017). In the South African context, 
SGBs represent the school community thus their members are expected to function 
as a unit, take decisions which will affect the enforcement of discipline, and the 
basis of this discipline. To this end, democratic education strives for tolerance and 
inclusion as opposed to the imposition of dominant ideologies of some stakehold-
ers in the education system (Dewey, 1916; Smit & Oosthuizen, 2011; Smit, 2013; 
Peters & Jandric, 2017; Davids, 2018). This means, as argued by Harber & Traf-
ford (1999), that democratic education would be centred on commonly negotiated 
rules and mutual consent as opposed to imposition of rules by a few. Stakeholders 
in democratic schools have rights which permit them to freely express their opin-
ions, including discipline strategies and systems as contemplated by codes of con-
duct in particular.  

Dewey sees the school as a place where the perspectives of others are 
heard, and conflicts are resolved through free, critical and reflective thought 
(Dewey, 1916; Dewey & Childs, 1933; Carr & Hartnett; 1996; Hickmann et al., 
2009; Peters & Jandric, 2017; Ryan, 2014). As part of their stakeholder role, learn-
ers who serve on SGBs must be afforded an opportunity to represent the other 
learners in their schools, when it comes to the formulation of a learners’ code of 
conduct. To this end, Greene (1985, p.4) argues “surely it is an obligation of educa-
tion in a democracy to empower the young to become members of the public, to 
participate, and play articulate roles in the public space.” It is therefore reasonable 
to expect educational role players to introduce learners to the workings of democ-
racy, by allowing them to take decisions and/or make their views heard. After all, 
the way in which the guidelines in such a code is enforced, will have a direct im-
pact on them (Beane & Apple, 1999; Harber & Trafford, 1999; Squelch, 2000; 
Kubow, 2009; Ngidi, 2018). This implies that committees, councils and other poli-
cy makers cannot exclusively accommodate only professional educators but ought 
to involve learners, their parents, and other members of the school community, so 
that their voices can be heard. To be truly effective, their voices must be reflected 
in any of the guidelines, which are compiled, or any decisions which are made, to 
prevent their engagement from being subjected to tokenism. 

 

Problem Statement  

 

A code of conduct is a consensus document, which is drafted through a process 
that involves parents, learners, educators and non-educators at the school. The code 
of conduct spells out rules regarding learner behaviour and describes the discipli-
nary process to be implemented concerning transgressions by learners (Department 
of Education, 2008. p.1). An important condition for the effectiveness of learner 
code of conduct lies in its implementation (Mestry & Khumalo, 2012). Further-
more, the SGB delegates the day-to-day enforcement of the code of conduct to the 
school management team and educators through a clearly spelt out school policy 
on disciplinary measures. To this end, the school disciplinary committee, a sub-

committee of the SGB must therefore ensure that the code of conduct is consistent-
ly and fairly implemented (Mestry & Khumalo, 2012).  

Although parents and learners are represented as members of school gov-
erning bodies, most of them are not fully on board in terms of participation in such 
bodies (Mncube, 2009). This means that any involvement by these two groups of 
stakeholders in matters concerning school governance tends to be mere window 
dressing, because they do not participate fully in decision-making processes. Some 
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parents and learners are not given sufficient opportunity to help make vital deci-
sions affecting the existence and functioning of their school. Some of the functions 
of SGBs deal with issues of learner discipline, yet learner discipline has deteriorat-
ed to such a degree that the country’s schools are now regarded as the most violent 
in the world (Oosthuizen, et al. 2003). Mabeba & Prinsloo (2000, p.34) and Ngidi 
(2018) revealed that in secondary schools in South Africa, the lack of discipline 
has been a worrying phenomenon for educators. As such, learners misconduct now 
impact on the rights of others to basic education.  

With the requirement that every public school should have a disciplinary 
policy or a learner code of conduct to ensure a disciplined teaching and learning 
environment, there is still a perception amongst stakeholders that learner discipline 
is a serious problem rendering many schools as futile institutions of teaching and 
learning (Mestry & Khumalo, 2012). As a result, most SGBs tend to overlook the 
drafting and implementation of a code of conduct for learners because they are 
reportedly not adequately empowered to perform these functions (Xaba, 2011, p. 
201). Similarly, the lack of participation and collaboration between the principal 
and other SGB members, the lack of confidence amongst SGB members especially 
the parent-governors, and illiteracy among them, contribute to the SGBs inefficien-
cy and prevents them from accessing relevant information (Mestry & Khumalo, 
2012).  
 

Research aim/objective  
 

The aim of the study was to investigate the dynamics of school governing bodies 
(SGBs) participation in the construction and implementation of code of conduct for 
learners in Durban, KwaZulu-Natal province, South Africa 

Research questions 

 

To guide the study, three research questions were formulated: i) How do the identi-
fied stakeholders participate in SGB meetings and activities? ii) What type of train-
ing is given to members of an SGB, prior to them formulating and implementing a 
learners’ code of conduct? Iii) What are the stakeholders’ views of the power rela-
tions within their respective SGBs? 

 

Research methodology 

 

Research approach and design 
The study was located within the interpretivist paradigm because it enabled the 
researchers to gather information from the identified role players (Creswell, 2014; 
Nieuwenhuis, 2007). A qualitative approach enabled the researchers to gain a com-
prehensive understanding of the dynamics of SGB code of conduct drafting and 
implementation as it relates to learner discipline in schools (Schutt, 2012). In order 
to sufficiently scrutinize code of conduct drafting and implementation, a case study 
design was deemed most applicable as this would allow for an in-depth investiga-
tion into the phenomenon at two schools in Durban, KwaZulu-Natal. In-depth and 
rich information were obtained from the participants, by means of three data-

collection techniques, namely interviews, observation and document reviews.  
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Research instruments and participants 
As mentioned, data were collected by means of semi-structured interviews, un-
structured observation and document review. Interviews were held to obtain target-
ed information from the participants on the phenomenon under study: the less 
structured nature of this type of engagement allowed the researchers to probe for 
further details and granted each interviewee an opportunity to elaborate on a spe-
cific train of thought, where necessary. The interviewees included the school prin-
cipal, the SGB chairperson, and serving SGB representatives from the teacher, 
parent and learner cohorts. For a detailed and more holistic overview, the research-
ers scrutinised archived documentation: the learners’ code of conduct (where such 
guidelines were available in print), along with disciplinary records, incident books, 
the agendas of meetings, letters and notices to parents, as well as the minutes of 
SGB meetings. This is to determine the extent at which SGB members are involved 
in the formation and implementation of code of conducts for their school.  

The target population for this study was composed of SGB members, as 
such, two SGBs at public secondary schools in KwaZulu-Natal, in the Klaarwater 
region of Durban, were purposively sampled for the study. These schools were 
selected purposively through the recommendation of critical friends who identified 
these schools as schools where the core values of democracy characterise the ap-
proach to education. In addition, these schools were selected for their convenient 
access and willingness to participate. In this article, as in the larger study, the 
schools are referred to by the pseudonyms Momentum Secondary (MS) and Arch 
Secondary (AS) respectively. At each school, the following were interviewed: the 
principal, the SGB chairperson, two parents from the SGB, two learners from the 
SGB and two teachers from the SGB. This meant that a total of 16 participants 
were involved in this study, and participants’ cited comments appear in line with 
their designations.  
 

Data collection 
At both participating schools, the interviews were mainly conducted in English, but 
participants were made to express themselves in any language comfortable for 
them. Such freedom of expression meant the interviewees could say whatever they 
wanted to say openly without worrying about their command of English. It also 
avoided the likelihood of a comment being misinterpreted. In addition, conversa-
tions were tape-recorded, and the researchers took down field notes.  
 

Data analysis 
Thematic data analysis was utilized in the data analysis phase. The analysis fol-
lowed Creswell’s flowchart on thematic data analyses (Creswell, 2014). The first 
step involved the transcribing of raw data, this involved translating and transcrib-
ing the recordings from the interviews. At this stage, two colleagues served as criti-
cal readers of the transcribed data, thus significantly improving trustworthiness of 
the data. Care was taken to check the accuracy of the translated and transcribed 
data. The next step involved organising and preparing data for analysis. This led to 
the third step of reading through all the data, at this stage the researcher also made 
use of critical readers to improve the quality of the research. This led to the coding 
stage after which themes and categories arising from the data were identified. The 
final step involved interpreting themes and categories which arose from the study. 
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Validity 
To ensure data trustworthiness, the researcher used triangulation, which, according 
to McMillan and Schumacher (2006, p. 347) is the cross validation of data sources, 
data collection strategy, time periods and theoretical schemes. McMillan and Schu-
macher (2006, p.347) indicate that to find regularities in the data, the researcher 
compares different sources, situations and methods. As a result, the researcher em-
ployed and triangulate different source of data collection method such as the inter-
views, observations and documents. Similarly, different data sources, namely, prin-
cipals, SGB members and learner representatives were used. 
 

Delimitation 
The study focused on the function of SGBs regarding the formulation and imple-
mentation of code of conduct for learners. As a result, principals, SGB chairper-
sons, parents from the SGB, learners from the SGB and teachers from the SGB 
participated in the study. Similarly, the study was restricted to only two schools in 
one region of Durban in South Africa. However, since this was a qualitative study 
where the depth matters more than the width; the sample was deemed sufficient for 
the study. 
 

Limitation 
In general, studies have their strengths as well as weaknesses or constraints. The 
limitation of this study was funding and time constraint. A Master of Education 
student, who was, at the time of doing research, full-time employed as a teacher as 
such; might not have had enough time as she might have wanted to.  
 

Ethical considerations  
Ethical research practice was ensured during the study, with ethical issues being 
discussed with the participants. Ethical considerations included: approvals, in-
formed consent, anonymity, confidentiality, and protection from harm. In addition, 
for the purpose of privacy, ‘nom de plumes’ were used to guarantee the confidenti-
ality of the participants used in the study. 
 
Research findings and discussion 

 

As Mncube & Harber (2010) suggest, authentically reflecting participants’ opin-
ions, is a powerful research tool. For this reason, selections from the interview 
transcripts are given here to ensure that the participants’ voices are heard as they 
reflect on the formulation and implementation of a code stipulating behavioural 
guidelines for learners in their respective schools. This section presents and dis-
cusses the themes which emerged from the study—in turn: Stakeholder participa-
tion in SGBs; Lack of adequate training for SGB members; SGBs’ neglect of the 
code of conduct for learners; Unequal power relations within the SGBs; Parents’ 
lack of concern/limited time to attend meetings 

 

Stakeholder participation in SGBs 
The study reveals that there is a relatively low participation of stakeholders in 
SGBs thus raising questions on the efficiency of SGBs. This evidence appears to 
contradict the principles of shared governance as espoused in SASA and the Con-
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stitution of South Africa (RSA, 1996a; RSA, 1996b). Two decades after the advent 
of democracy in South Africa, it comes as no surprise that some remnants of the 
old apartheid system of education remain. Nowhere is this more evident in South 
Africa’s primary and secondary schools, than in the fashion in which these entities 
are being governed. This is emblematic of democracy on the African continent – its 
origins are to be found in an African culture and history that are largely paternal-
istic (Mariam, as cited in Naidoo, 2012; Mutekwe & Sedibe, 2015). It is thus not 
uncommon for societies within Africa to systematically silence those perceived as 
being subjects or vassals. When questioned about their participation in SGBs, the 
participants expressed varying opinions. As one interviewee stated: 

As parents, we don’t know what is expected of us as part of the stakehold-
ers in the school governing bodies. As much as we want to play our roles 
effectively, we do not know what is expected from us, thus we [are] inac-
tive in most positions assigned to us. Most parents are unable to attend 
meetings regularly because of lack of time and busy schedules, while 
some of us who are willing to attend have transport problems to get to the 
venue of the meetings, because we do not have our personal cars. (Parent, 
AS) 
Many parents, despite having an undeniable say in their children’s educa-

tion, only participate in SGBs to a limited degree, as they may have to contend 
with logistical obstacles (e.g., lack of transport) or may genuinely be uninformed 
about the nature of the input they will be called on to provide. Authentic participa-
tion in a democratic milieu is not just ceremonial – it must allow all role players to 
work together to make informed decisions which reflect their collective interests 
(Jean-Pierre & Parris, 2018; Mutekwe & Sedibe, 2015). Optimal participation re-
quires a high level of communication amongst all parties, whereas a lack of com-
munication will be detrimental for all concerned. In fact, it is argued by the Demo-
cratic Theory of Education that communication is essential in creating conditions 
for democracy to flourish, thus without effective communication, democracy is 
unachievable (Dewey, 1916; Ryan, 2014; Peters & Jandric, 2017). 

One participating principal attested to the fact that parents’ participation 
in school meetings is worryingly low, with the majority not offering any sugges-
tions on the framing of a code which regulates learners’ conduct, despite being 
invited to do so. This is contrary to what would be expected, as one imagines par-
ents would want to have a say in how – and for what reasons and by whom – their 
children will be disciplined. In fact, it is argued that rules are more readily com-
plied with when they are commonly agreed on as opposed to being imposed on 
other members of society (Harber & Trafford, 2018; Smit & Oosthuizen, 2011; 
Ngidi, 2018). A principal thus posited:  

I can say affirmatively that when it comes to parent representatives’ par-
ticipation as part of stakeholders to assist the school in [the] formulation 
of [a] code of conduct for learners, their attendance is still very low. Most 
parents do not come for the meetings, what they do is to approve any sug-
gestions or ideas given by other stakeholders who have participated. This 
is not really helping us, as we expect them also to participate so as to 
improve discipline among learners, and they might also have more sug-
gestions to contribute… Parents and teachers need to work together and 
come up with various strategies [for] improving discipline in our schools, 
in order to make our learners worthy and useful ambassadors in our soci-
ety. (Principal, MS) 
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As became evident from these statements, their lack of knowledge and 
exposure, and most likely their fear of appearing foolish or disrespectful before 
others, caused the majority of parents to withdraw or refrain from expressing their 
views. As a result, the principal and teachers assume more dominant roles, thereby 
largely leaving the parents isolated or merely paying lip-service to the idea of par-
ticipative decision making. If parents adopt a passive role, it is most likely because 
they do not know exactly what their role entails, or how to be productive in the 
positions to which they have been appointed. Also, many face time constraints and 
therefore cannot regularly attend meetings. A lack of participation (i.e., imbalances 
in stakeholder participation) tends to manifest as problems in governance.  

By all accounts, the learner representatives were overshadowed by adults 
during SGB meetings. It is up to the adult members of such boards, and the teach-
ers within a particular school, to take learner representation seriously. They must 
lead by example, by showing learners respect, treating their views with dignity and 
valuing their inputs. In this regard, a learner representative stated: 

Although learners are part of the governing bodies, … the truth of the 
matter is that it is sometimes difficult to contribute when there is any 
meeting of such. I find it hard to talk on most occasions if I attend the 
meetings, and I have sent [my] apology in some instances. It is not be-
cause I was actually busy, but I just felt what is the essence of attending if 
I will not be free to [speak] my mind? You see your parents and teachers 
in attendance: who are you to challenge their opinions? You must be bold 
to do so. You see them as older people, then you have no choice to coun-
ter their views. It is only on rare occasions that learners are bold 
[enough] to give suggestions, but most times, you see us attending but not 
contributing or giving any suggestions. (Learner, AS) 
Research findings from the interview corroborates the findings from the 

observations during the SGB meetings which revealed that, despite learners being 
granted participative roles in school governance as well as in the current education-
al policy, young people often do not join in the conversation or put forward their 
opinions, nor are they likely to go against an adult’s decision – this effectively rele-
gates their roles to tokenism and purely ceremonial positions (Mncube & Harber, 
2010; Mohapi & Netshitangani, 2018; Sebisha, 2015). Despite having been granted 
significant powers, parents/caregivers also largely fail to grasp this opportunity to 
give their inputs. Teachers, by contrast, seem to contribute a great deal, because 
they grapple with learner-related issues daily. Even if a code is drafted for a school, 
often it is the teachers who guide the direction they want that code to take, as this 
safeguards their interests and addresses challenges which they tend to experience 
in the classroom. Yet this imposition of authority by dictating the direction of the 
code as opposed to mutual consent of society’s various stakeholders is seen as an 
onslaught on democracy (Dewey, 1916; Ryan, 2014; Peters & Jandric, 2017). 

Learner participation in SGBs, in addition to their input in decision mak-
ing, can help to improve the overall running of a school (Jean-Pierre & Parris, 
2018). In fact, a characteristic of a successful school is that all role players collabo-
rate for the common good of the school, within a democratically oriented culture 
(Chauke, 2017; Mncube & Harber, 2013; Semali & Vumilia, 2016). It therefore 
follows that, for learners to contribute to school governance they need a platform 
from which to do so, they must be granted the necessary time to become accus-
tomed to speaking out, and they need to be encouraged to weigh up all sides of an 
argument before making a considered decision (Jean-Pierre & Parris, 2018) – even 
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if it means questioning a long-held supposition. Not everyone is comfortable with 
speaking in public, more especially within a cultural context like South Africa 
where children are expected to ‘know their place’. However, as the findings report-
ed on here show, the ideal of inclusive participation remains a challenge: on paper 
it can appear feasible and implementable but putting it into practice is problematic. 
 

Lack of adequate training for SGB members 
The Democratic Theory of Education is concerned with the ability of groups to 
find solutions to common problems by means of communication (Dewey, 1916), 
yet the findings of this study suggest that there is a widespread inadequate training 
of SGB members. This incapacity, limited exposure and lack of training of SGB 
members hinder their attempts to be effective and productive in executing their 
duties. During the interviews the issue of member training emerged, as is evident 
from this comment: 

We have become frustrated, not knowing what to do if they call [us] 
for a meeting, because we do not know what our roles are. It is obvi-
ous that stakeholders lack training, so they sit back and withhold their 
participation. This results in frustration and a level of dysfunctionality 
prevailing at schools. (Learner, MS) 
Similarly, Observations revealed that, even learners who attend SGB 

meetings are not being heard – they act as seat-fillers, and that poses a problem. 
While some role players had attended workshops specifically devoted to drafting a 
code of conduct, they were still unable to carry out certain roles successfully, ac-
cording to one participant:  

Stakeholders had attended workshops on the formulation of the code 
of conduct, but this was clearly not enough for them to carry out their 
roles in a meaningful way. Moreover, since the work-shopping of SGB 
members does not take place on a regular basis, and members only 
serve for a particular period of time, if they are not reinstated, chanc-
es are high that current members will not have received training at all. 
Nevertheless, insufficient time is allocated to training, and not all 
SGBs are able to avail themselves to attend. Thus, training remains an 
issue. (Teacher, AS) 
Another participant noted: 
There was no training for the current stakeholders, although existing 
SGBs [returning members] had undergone training, which enabled 
them to have ideas about [the] formulation of [a] code of conduct re-
garding improving discipline in schools. This is still fair compared to 
the current stakeholders, who are yet to have the privilege of attending 
trainings which will equip them [with the] knowledge and expertise 
they need in terms of various approaches to improve discipline in 
schools, using numerous tools. (Chairperson, MS) 

Research findings from the interviews corroborate data which had been gleaned 
from the minutes of the SGB meetings at both participating schools, which 
acknowledge serious lapses in terms of training. Much is expected of the governing 
board, yet they are not fully equipped to execute their duties as members of such a 
body. Their frustration is understandable, since it is both annoying and humiliating 
to be expected to deliver, without being cognizant of the parameters of the ex-
pected performance. Those who serve on SGBs should receive training or attend 
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refresher courses when the need arises, to familiarise themselves with their respon-
sibilities. Newcomers should definitely receive a chance to be trained. Training 
new members will, without doubt, yield positive results in respect of their perfor-
mance and will boost their confidence during meetings. That will also prevent 
those who received training from dominating discussions, or from being viewed as 
the only experts on a specific topic or on procedural matters. 

Democratic schools require the members of governing bodies to up-skill 
themselves and sign up for training – something which is self-evident yet lacking 
at many institutions. For this reason, parent stakeholders often question whether 
they are sufficiently competent to contribute anything worthwhile (Chauke, 2017; 
Serero, 2016; Sebisha, 2015). Competency- and capacity-building exercises can 
thus empower SGB members by allowing them to develop vital skills, in addition 
to enabling them to optimally execute their respective roles (Mohapi & Netshi-
tangani, 2018). 
 

SGBs’ neglect of the learners’ code of conduct  
From the interview data it became evident that, although both schools had grown 
from junior secondary to high schools, the old codes of conduct, formulated prior 
to their conversion, were still in use. This is regardless of the proposition of Dew-
ey’s theory which opines that the schooling society is fluid and previously imposed 
traditions become dated, schools need to define their pathways has to be defined by 
respect for diversity and individual freedoms (Dewey, 1916). How do schools deal 
with transgressions or anti-social behaviour, if there is no document to guide and 
shape learner behaviour? Arch Secondary, for instance, used a dated code of con-
duct, despite having elected new members to the governing board. The representa-
tives of both schools were adamant that they still intended to review and revise 
their codes, to align with the constitution of this country. In this regard, one school 
principal said:  

I can confirm the existence and application of the old code of conduct for 
learners in this school, but I must point out that we have a draft document 
which amends the existing code, as we realised that the old version no 
longer responds to current demands. We are hoping to make use of the 
draft document soon, so as to implement the new code of conduct to main-
tain discipline in our school. (Principal, AS) 

Another participant echoed this: 
I must confess that during my term in office the code had never been re-
visited. From what was observed, though, significant challenges remain in 
this respect, but that was actually the situation that we cannot really help 
at the moment. (Teacher, MS) 

In similar vein, a third participant noted: 
Actually, the school has a piece of paper referred to as a code of conduct 
for learners, yet I doubt if it functions in the way it is supposed to, when 
held up to the stipulations outlined in SASA. Negligence has serious re-
percussions and can have a devastating effect: although the end of the 
year is upon us, the newly elected SGBs have not yet sat down to revise 
the code of conduct for the new intake of learners. (Teacher, MS) 

During the researchers’ visits, observation revealed that both schools had problems 
with governance and learner discipline. This is because, as learners approach the 
Further Education and Training (FET) phase, biologically they are becoming more 
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mature and they no longer identify as closely with learners in the senior phase 
(General Education and Training [GET]). Reasoning becomes more important, 
they think and argue on a more sophisticated level, and they start to explore and 
experiment with social boundaries. Some show a tendency toward violence, others 
become aggressive or indulge in bad behaviour (i.e. illicit romances, smoking, 
skipping class, etc.) and, due to peer pressure, many foster objectionable habits. 
The demands which are placed on a code of conduct must align with the develop-
mental levels of the learners who attend the school – there is no ‘one-size-fits-all’ 
means of disciplining learners from different age groups. It is thus argued:  

“An undesirable society, in other words, is one which internally and exter-
nally sets up barriers to free intercourse and communication of experi-
ence. A society which makes provision for participation in its good of all 
its members on equal terms and which secures flexible readjustment of its 
institutions through the interaction of the different forms of associated life 
is in so far democratic.” (Dewey, 1916, p. 99) 
This means taking into consideration the fluidity of the school as a com-

munity, accounting for the changes at the school and also society as a whole as 
contemplated by Dewey’s theory. Most schools and their SGBs acknowledge the 
importance of regulating learners’ conduct and know that it is a legal requirement 
to create such a code, yet few attempts to formulate or revisit their codes, and most 
schools fail to even make such guidelines available to learners. It appears that the 
content of such codes largely remains shrouded in mystery, which begs the ques-
tion: how can learners adhere to disciplinary guidelines if they do now know that 
those guidelines are? The literature reviewed in this study revealed that the code is 
usually meant to replace (or act as an alternative to) corporal punishment. Notably, 
neither school under study here had made provision for abolishing the existing, 
outdated code which permitted this form of discipline, despite the constitution out-
lawing physical punishment.  
 

Unequal power relations within SGBs 
The findings suggest that power hierarchies still prevail amongst those serving on 
SGBs, and within schools as a whole. Yet the philosophies of Dewey are centred 
on the understanding of equality as opposed to the imposition of dictatorial ideolo-
gies and decisions (Dewey, 1916). In accordance with SASA policy regulations 
(RSA, 1996b), SGBs were to be introduced in South African schools expressly to 
promote participative and representative democracy. As one participant asserted: 

In terms of power relation[s] within SGBs in schools, there are orders 
and each member has boundaries. Though it is expected of each mem-
ber to contribute and participate effectively in the development of the 
school, sometimes the principals and teachers give some orders that 
other SGBs cannot easily challenge or change. They tend to prove 
[that they] know what is expected to be done in terms of improving 
discipline among learners in schools, thus they behave as the authori-
ties in charge. This sometimes makes other SGB members – most espe-
cially, parents and learners – … speechless, with no choice but to 
abide with their suggestions. (Parent, AS)  
SGBs are expected to help develop their school’s mission statement, to 

adapt and adopt a learners’ code of conduct, and to determine policies (e.g., the 
school’s admissions and language policy), to recommend appointees to teach-
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ing and non-teaching positions, help manage the school’s finances, set the 
school fees and conduct fund-raising (RSA, 1996b; Naidoo, 2012; Ngcobo & 
Tiklay, 2008). As the researchers found, even though the SGB members are 
informed of their duties, the teacher stakeholders (principals mostly) exert their 
authority and power over everyone else (learners and parents), thereby effec-
tively silencing them. 

The intention was that devolving power to schools would help to eradicate 
autocracy in institutions of learning. Traditionally, in South Africa, decision-

making powers rested solely with the head of the school, the principal, with very 
limited participation from teaching staff, parents/caregivers and the learners them-
selves (Chauke, 2017; Serero, 2016; Biesta, 2011). Indeed, efforts have been made 
to reject authoritarianism in schools, in favour of more democratic governance 
(Mutekwe & Sedibe, 2015). However, the findings of the current study suggest that 
the status quo prevails: principals in particular enforce their will by determining 
how ‘their’ schools will be managed. The old, prevailing mind-set saw them 
trapped in a paradigm of power which vested all the authority in the headmaster, 
who had little regard for the tenets of democracy. Many principals abused their 
privileged position and knowledge of policy to manipulate or misrepresent the 
facts (Mohapi & Netshitangani, 2018; Xaba & Nhlapo, 2014). Authoritarian lead-
ers (in this instance, principals) mostly make unilateral decisions and drown out 
moderating or dissenting voices. Few organisations can exist in a power vacuum, 
and in schools most governance-related practices and processes depend on some-
one assuming ultimate responsibility (Chauke, 2017; Venter, 2016; Serero, 2016). 
For this reason, the cultural context of a school is vital, and must be taken into ac-
count. Where there are people, there are invariably power relations. The situation 
must be handled with care, however, so that a fine balance is achieved. 
 

Parents’ lack of concern/limited time to attend meetings  
The findings of this study showed that time constraints hinder parental participa-
tion and engagement. Indeed, this was a notable challenge at both case study 
schools, which reported parent stakeholders being absent from important meetings 
of the governing body. Most parents do not regularly attend meetings, school activ-
ities or events, or are late to arrive. Few raise any issues and opt not to contribute 
when called on to share their perspectives with their counterparts. This compounds 
the existing problems associated with school governance. Logically, if parent rep-
resentatives withhold their participation and thus narrow down the possible options 
or alternatives available when making a decision, all learners at the school will 
invariably be the poorer for it. As one participant noted: 

Many parents do not attend meetings because the school enrols learn-
ers with working-class parents – being employees themselves, their 
employers are loath to give them time off work. Although some are not 
employed full time, they do not enjoy the same rights as ordinary 
workers. Not even one third of parents make it to meetings, which 
makes it difficult to say that the majority of the parent component par-
ticipates in decision making. It is, by contrast, easy for teachers and 
learners to attend SGBs meetings, as they are already on the premises. 
(Teacher, AS) 
As indicated, parents’ failure to attend SGB meetings could mainly be 

attributed to time constraints, but distance was also a factor: schools are usually 
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located far away from the learners’ homes. As the study participants reported, 
many parents are working single mothers who rely on a daily wage and cannot 
leave work to attend meetings, as ‘no work no pay’ applies. Their non-attendance 
or non-participation compromises the democratic principles which this country 
espouses. As Serero (2016) notes, mothers, fathers and designated caregivers 
should be consulted for their views on school governance and decisions regarding 
their children’s education. If the collective goal is to better the school, along with 
the teaching and learning on offer there, an excellent place to start would be by 
formulating and implementing a code of conduct for learners, so that nobody is 
ignorant of the rules (Xaba & Nhlapo, 2014; Welsh & Little, 2018; Smit, 2013). A 
lack of time cannot be allowed to thwart what must be an inclusive process. 

Surprisingly, the participants’ statements revealed a seeming lack of con-
cern on the part of parents about the democratic process. Indeed, some parents may 
not be adequately prepared, and others may lack transport, or be unable to express 
themselves comfortably. However, withholding participation or allowing oneself to 
be silenced go against the principles of what makes a democracy. As one partici-
pant asserted: 

The attendance of parents who are part of the SGBs are very low. On-
ly [a] few parents […] participate frequently, because of their under-
standing that their contributions will go a long way to enhance disci-
ple among learners in schools, through their involvement in certain 
rules and regulations to be formulated. Some parents give [the] excuse 
[that] they do not have the experience required to … contribute mean-
ingfully, despite the fact that they were given opportunities to be part 
of the SGBs. (Chairperson of the SGB, MS) 

Yes, there may be significant gaps between SGB members as regards literacy lev-
els, and while these cannot be overlooked, nobody should equate silence with dis-
interest, especially where members are uninformed about educational challenges 
(Mohapi & Netshitangani, 2018; Sibanda, 2017; Kubow, 2009; Harber & Serf, 
2006). A lack of inclusivity may cause alienation amongst more introverted mem-
bers (Sibanda, 2017; Xaba & Nhlapo, 2014), and it is important to remind parents 
that their recommendations can be meaningful, whatever their own scholastic 
background (Biesta, 2011; Mohapi & Netshitangani, 2018). SASA (RSA, 1996b) 
confirms that each parent should be recognised for his/her unique and invaluable 
contribution in serving on an SGB.  

As indicated in the discussion of each emerging theme, it is clear that 
democratic governance depends on the participation of all stakeholders, across the 
board. Cooperation is a building-block of democracy, yet this research highlights 
the fact that although some efforts are being made to put democracy into practice, 
this does fully not yet occur. 
 

Conclusion 

 

This study examined the dynamics of school governing bodies (SGBs) participa-
tion in the construction and implementation of code of conduct for learners. Find-
ings from the study revealed that although schools tried to adhere to democratic 
principles, but in truth not all SGB members participate equally. Similarly, findings 
from the study revealed that learners do not voice their opinions in decision mak-
ing because of cultural norms, which relegates students’ role to tokenism and cere-
monial positions. In addition, other challenges faced in drafting and implementing 
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code of conducts for learners includes SGBs neglect of code of conduct, unequal 
power relations, parents’ lack of concern/limited time to attend meetings and lack 
of adequate training for SGB members. Based on the findings from the study, it 
was therefore recommended that SGB members should be exposed to developmen-
tal initiatives aimed at equipping and enabling them to make more sound decisions 
about what should be included in, or excluded from, a learners’ code of conduct. In 
addition, the study recommends that SGBs should be trained on democratic school 
governance. In conclusion, recommendation for further studies should include how 
the role of parent as stakeholders in SGBs affects the democratization of schools 
within the South African context. 
 
Implications of the study  
 

This paper argues that there is no equal participation of SGB members in the con-
struction and implementation of code of conduct for learners caused by factors 
such as SGBs neglects of code of conduct, unequal power relation and parents’ 
lack of concerns and lack of adequate training for SGB members. Thus, to improve 
equal participation of SGB members towards the construction and effective imple-
mentation of code of conduct for learner, teacher liaison officers in schools should 
be empowered and encouraged to organize structured programs for learners on a 
regular basis to empower learners’ representatives. Similarly, representative coun-
cil of learners should be provided with platforms that allow them to voice their 
concerns as this will not only promote active participation but also assist in the 
development of democratic school culture. The Department of Basic Education 
should strive to fulfil its commitments by organising training for SGB members on 
regular basis with special consideration on time, date and availability of members. 
Similarly, schools should create awareness programmes that encourages parental 
involvement, and include in their annual plan, programmes to empower parents.  

In the same vein, school management must ensure that code of conducts is 
at teachers’ disposal, as well as organizing workshops and mentorship programs, 
which can assist teachers to have a sound understanding of the content and scope 
of the code of conduct. As a result, consistency in the application of the code of 
conduct for learners must always be emphasized.  In conclusion, school principals 
and management team must consider strategic approach to dealing with equal par-
ticipation of members. In addition, principals and management team should devel-
op innovative ways to motivate learners, parents, as well as the teachers to develop 
a sense of ownership that will promote active participation of all members.  
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Abstract 
 

Marketing and communications jobs are rapidly transforming into technology-

enriched knowledge work and graduates require new digital-led learning opportu-
nities to build on their technology capabilities in more structured ways. This coin-
cides with the need to create flexible learning environments that meet the needs of 
the majority of students to balance work, family and university life. This paper 
explores the use of a Socratic approach to teaching and learning that allows stu-
dents to co-create a course experience through a mix of active and passive learning 
environments. It was tested in a marketing communications class of 49 students 
with the majority of students agreeing that it increased their overall understanding, 
motivation and engagement. 
 

Keywords: creativity, pedagogy, co-creation, active learning, 4E’s Socratic Model 
 

Introduction 

 

In my PhD thesis, I developed and tested a model designed on a Socratic approach 
that improved creative outcomes in corporate teams. I believed this model could be 
adapted to increase learning potential in a classroom environment and began an 
exploration into how this could be used to create active learning. According to 
Beatty and Albert (2016) active learning is best matched to a classroom environ-
ment whereas passive learning is more suitable outside the classroom.  

Taking this concept as a starting point I redesigned the content of a work-
shop-based Advertising unit. My first step was to look at it from the student’s 
viewpoint. At the conclusion of the previous semester we conducted a survey of 
students which exposed an issue relating to core knowledge. This unit was a cap-
stone unit that had a mix of enrolments from both the Arts disciplines and the Busi-
ness school which meant only half the group had an in-depth marketing 
knowledge. So as not to limit students’ ability to participate in the group work-
shops I created a series of online tutorials and self-directed activities that enabled 
any student to either gain or refresh their marketing knowledge. As part of these 
activities I used inbuilt feedback mechanisms such as quizzes which helped stu-
dents to understand and further develop their knowledge. 

Students who had previously struggled became more engaged and were 
better able to contribute to their team – this was evidenced by an increase in attend-
ance at the workshops and more active participation. A survey conducted at the end 



R������� P�
��� �� K��������, I��������� ��� E����
����, KIE C��������� P����������  

 61 

of the semester showed that students felt empowered by this approach. They partic-
ularly liked the level playing field created by the structure (less confrontational) 
and the fact that each session resulted in real progress for their assessment. While 
this approach worked well, I wondered if it could be adapted to suit a more tradi-
tional lecture/tutorial model. 
 

Exploration 

 

I was keen to see if I could develop this further using a marketing communications 
class of 49 students. In researching the literature on flipped classrooms, I found 
agreement on three issues that impacted on the design of them. These were: class-
room activity not being adapted; quality and access issues; and student engagement 
(Enfield, 2013). I used these cautions in designing a new approach to teaching and 
learning. It centered around “chunking” the available time into four segments that 
matched the four parts of the Socratic model (Dennett, 2016) and mapped them to 
Bloom’s framework: 

• Pre-reading – an exploration of what is known.  
o Bloom: knowledge & comprehension. 

• Lecture – an examination of evidence supporting the theory. 
o Bloom: application and analysis. 

• Self-directed online activity – evaluating a specific case or point of view. 
o Bloom: synthesis and evaluation. 

• Group activity – creative output resulting in new understanding. 
 

 This approach meant that a copy of PowerPoint slides was not going to be 
sufficient as a resource to support learning; therefore, I developed a workplan (see 
example below) for each week which summarized key aspects of each segment and 
provided a roadmap for students to follow.  
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Week 3: How do ads work? 
 

Figure 1: Weekly workplan 

 This design addressed each of the three issues, described earlier, in the fol-
lowing ways: 
 Firstly, adaptation—the lectures were based around asking specific ques-
tions and examining each in turn; this was designed as an aid to reflection, support-
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ed by the self-directed activity which demonstrated the theory in action. Quality 
and access issues were managed by integrating the material into the learning man-
agement system and providing a mix of reading, listening and reflection. Student 
engagement was optimized, through the use of assessable quizzes based on pre-

reading and online activities (Davis, 2016); available time was “chunked” rather 
than added to (Comber & Brady-Van Den Bos, 2018); plus, guided reading ques-
tions (Brown et al., 2016) were used to self-assess the level of knowledge they had 
gained. 
 To test the suitability of this approach from the student’s perspective, I de-
veloped the following hypothesis: 

A flipped teaching model with a combination of assessable passive 
learning outside the classroom, combined with in-class active learn-
ing will produce a higher level of engagement than a traditional lec-
ture model. 

 

Methodology 

 

In order to measure both the level of acceptance of the teaching model and stu-
dents’ perceptions of what could be improved, I used a mixed methods approach 
which is appropriate when canvasing different perspectives around the issues being 
studied (Wisdom & Cresswell, 2013). Because the population was of a manageable 
size and well-defined (i.e. students of a specific class), a total population sample 
was used. This also eliminated any bias in sample choice. 

I tested this hypothesis with a simple online anonymous questionnaire using a 
five-point Likert scale. The questions were: 

 

1. The combination of book pre-reading, lecture, online activities, and tutori-
al increased my understanding of the topics. 

2. The combination increased my motivation. 
3. I would recommend the use of the same combination next year. 
4. I prefer the combination compared to a more traditional lecture/studio 

model. 
5. What type of content would you like to see more or less of in future 

(qualitative). 
 

Results and discussion 

 

Overall the response rate was 31% with the following results: 
• Increased overall understanding 

–  86.7% either agreed (26.7) or strongly agreed (60) 
• Increased motivation and engagement 

–  93% either agreed (46.6) or strongly agreed (46.6) 
• 93% preferred this model over traditional 
• 87% recommended the same model be adopted for other units. 

 Consistent with the positive results for the quantitative questions; the final 
qualitative question produced only positive comments. The following comments 
are typical: 

“I love the extra readings (online activity) the lecturer posed every week. 
Some of the content mentioned in the readings are quite helpful and enabled 
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me to get some insights on the assignments we are doing throughout the 
whole semester.” 

 

“I thought the combination of aspects used in the paper was really good 
and worked well. Would be great to have even more flexibility in the fu-
ture.” 

Based on these results and my own reflection after each session, I devel-
oped a number of insights. Firstly, the quiz component meant that students were 
better prepared. This addresses DeLozier & Rhodes (2017) worry that in a flipped 
classroom environment, students might not read the assigned material. Secondly, 
by making quizzes assessable and also forcing completion during the session, 
meant that overall participation increased dramatically and many students became 
quite competitive—wanting to score higher than their colleagues. This is consistent 
with Comber & Brady-Van Den Bos (2018) who suggest that such activity needs 
to be incorporated into existing workloads.  

Lastly, a number of students had questions relating to other assessments 
which, with stronger expressed links back to assignments in each workplan, could 
have been avoided. Making this change would also help students to identify rele-
vant content and help them apply their knowledge. 
 

Conclusion 

 

This exploratory investigation found that a flipped teaching approach based on a 
Socratic questioning model, together with a combination of assessable passive 
learning outside the classroom, combined with in-class active learning, produced a 
higher level of engagement than a traditional lecture/tutorial model. 
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Abstract 
 
Heuristics in higher education can be effective tools to help college students gener-
ate creative ideas and achieve clarity in the design process of their projects. Profes-
sors need to coach students through peer-to-peer learning and self-discovery with 
heuristics, categorically tailored for accountability and discovery through play. 
Indeed, creative students now enter college with considerable experience in gam-
ing play as learning tools, acquired since elementary school. Instructors must keep 
pace with the needs and skills of incoming college students, seeking to apply their 
creativity as future professionals in the emerging innovation economy. Therefore, 
professors should encourage creative self-efficacy through playing to learn-

learning to play, dialogue as inquiry, collaboration, self-assessment, and a creative 
mindset among all students. A pedagogical tool in development for architectural 
education is PACH (Playing Architectural Creativity Heuristics) to help college 
students improve divergent thinking skills, resist premature closure, enhance flexi-
bility, and assess the creativity of their design projects. PACH consists of three 
modular components organized around five major subjects in design education. 
This paper explores how heuristics, like PACH, can close scholarship gaps be-
tween architecture students’ creative self-efficacy, assessments and evaluations, 
and design projects. Research questions raised in this paper are: What statistically 
significant impacts do heuristics make in the creativity of architecture students’ 
design projects? How do they affect creative self-efficacy? And what are the per-
ceptions of professors and students on the effectiveness of architectural creativity 
assessments and heuristics?  Answering these questions could help develop online 
heuristic games to improve creativity, self-efficacy, and peer-to-peer discovery. 

 

Keywords: architecture, creativity, education, heuristics, SCAMPER, self-efficacy 

 

Introduction 

 
Architectural education teaches students to shape the physical environment, facili-
tate human life, signify placemaking through buildings, and apply their creativity 
in the emerging innovation economy. Yet, like most disciplines, architectural edu-
cation needs to re-examine how it prepares students to successfully work within the 
new global emphasis on creativity. The new innovative work environments call for 
a redesign of architectural education that moves from a focus on solitary projects to 
collaborative design dialogue and creative production. Although architectural edu-
cators strive to create ecosystems of students, professors, administrators, and par-
ents, changes occurring across society are pressuring educators to enhance ac-
countability, transparency, diversity, intrinsic motivation, and even make learning 
fun for students. Therefore, pedagogies used in architectural design studios also 
need to adjust to the emerging demands placed on architectural education through 
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techniques such as, assigned videos, internet programs, social media discussions, 
virtual classrooms, asynchronous instruction, and play. The pedagogies needed in 
architectural education now should encourage experimentation, creative self-
efficacy, dialogue, and collaborative play among architecture students. Indeed, 
playing to learn in architecture school can foster learning to play, flexibility, elab-
oration, risk taking, tolerance of ambiguity, divergent thinking, and resistance to 
premature closure correlated to the creativity (Tanner & Reisman, 2014) needed in 
the profession of architecture. 

Heuristic games can serve as a playful way to learn and help students 
build their creative self-efficacy through self-discovery. Architecture students, pro-
fessors, and guest instructors can utilize heuristics to develop creativity and the 
design studio into a container for collectively shared meaning (Bohm, 1996; Is-
sacs, 1993) with on-going dialogue throughout an entire class. Heuristics can also 
be powerful tools to help architecture students learn through progressively chal-
lenging design problems while progressively enhancing their creativity. Perhaps 
most importantly, heuristics can help address the misunderstanding of creativity in 
architectural design projects, often exacerbated by cultural differences and compet-
ing vantage points. Further, there are no standard heuristics for directing architec-
ture design projects, enhancing creativity and improving evaluations that are often 
unclear, inconsistent, and resulting in misunderstanding and confusion among stu-
dents and professors about how creative work should be assessed (Tzonis, 2014).  
Thankfully, pedagogical tools such as heuristics can help close this gap in design 
instruction and scholarship on creativity in architectural education. Heuristic games 
such as PACH- specifically designed to enhance architecture students’ creativity 
through discovery and peer-to-peer collaborative assessment play, can help stu-
dents accustomed to playing learning games since elementary school, continue to 
learn on their own in college. 
 This paper explores how architectural design education can benefit from the 
Heuristic Method of Teaching (Polya,1945) by applying SCAMPER Thinkertoys 
(Eberle, 1996; Michalko, 2006) to architecture design instruction to help students 
learn creativity-enhancing techniques and collective intelligence (Bohm, 1996).  
By utilizing criterion-referenced assessments throughout the creative design pro-
cess: diagnostic, formative, benchmark, and summative, heuristics can improve 
architectural design instruction in higher education. Rather than kill individual cre-
ative expression (Beghetto, 2005), heuristics and creativity assessments improve 
creative self-efficacy. Heuristics are needed in architectural education for transpar-
ency, consistency, equity, and directed learning among students engaging in col-
laborative dialogue. Therefore, empirical data is needed to evaluate and develop 
heuristics with data achieved from a sample at an architecture design program in a 
controlled study. This paper is the first step of research on heuristics in architectur-
al design instruction. 
 

Creativity instruction in architectural education 

 
Creativity is integral to the livelihood of architects, but it is not completely clear 
why architecture has been slow to embrace the research-based methodologies em-
braced by other disciplines linked to creativity and innovation. Architectural edu-
cation also has not fully embraced scholarship on creativity, preferring instead to 
cling to a myth (Tzonis, 2014), “in the West, the idea of ‘creators’, defined as those 
who can ‘make things out of nothing’, is very old…. still felt today in many disci-
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plines related to the production of the human-made environment including archi-
tecture and architectural education” (Tzonis, 2014).  Of course, traditions are re-
sistant to change, after all that is one of the most important attributes of a tradition, 
yet the global economy is rapidly changing into a design economy that will de-
mand more, not less, accountability in creative production. Fisher (2012) ruminat-
ed on the current state and future of the emerging global economy, “…several 
names suggested for it- the design economy, the creator economy- but most com-
mentators agree that the greatest value in the future will arise from innovation and 
creativity, the core skills of an architecture education” (p. 68).   

The development and modernization of instruction in creativity still lags 
other important aspects such as technological integration, sustainability, communi-
ty involvement, etc. Tzonis (2014) points an accusing finger at intentional myth-
making and tribalism, and Fisher suggests those who fail to keep up, will simply be 
left behind (Fisher, 2012).  Because creativity is one centerpiece of architectural 
education, design instruction must enhance the synthetic, analytical, and practical 
intellectual skills, the risk-taking, tolerance of ambiguity, divergent thinking, flexi-
bility, open-mindedness, experimentation, originality, intrinsic motivation, and 
resistance to premature closure (Sternberg, 2016) needed for innovation.  Ac-
knowledging the pressure to expand the repertoire of concerns in design studio, 
such as, sustainability, active-learning-classrooms, web-based-collaborative-

learning, hybrid-blended-learning instructional methods, reality-based problems, 
and more hands-on instruction, instruction on creativity in architectural education 
has been left to the reflective, dialogical traditions promoted before the turn of the 
century (Schön, 1987). Noted architectural scholars have long agreed 
(Charalambous & Christou, 2016; Crysler, 1995; Danaci, 2015; Fisher, 2012, 
Hawlina et al., 2017; Hindle & Rwelamila, 1998; Tzonis, 214) that existing models 
used to conceive the pedagogies within design schools need to be updated to en-
hance creativity for diverse students. Pedagogical tools need to be updated for to-
day’s students reared in an era of gaming, yet there are few explicitly designed for 
creative divergent thinking in architectural design studio instruction. 

Additionally, although architectural practice requires coordinated collabo-
ration to design the complex buildings needed today, architectural education re-
mains slow to make the transition from past pedagogies to the type of multidisci-
plinary skill-development needed to collaborate and create architectural designs for 
the emerging design economy (Tzonis, 2014).  Too often, creativity scholarship for 
architectural education instruction has not been fully understood or undertaken, 
despite pressure from the emerging “Creator economy” previously mentioned.  
Indeed, even a cursory review of the scholarship on creativity instruction for archi-
tectural design studio reveals gaps in the knowledgebase of students and faculty 
alike regarding pedagogies for creative instruction in architectural design. There-
fore, the heuristic PACH (Playing with Architectural Creativity Heuristics) is of-
fered as a beginning to help fill this gap in architectural education for pedagogies 
focused on enhancing creativity.  

 

Heuristic play 

 
The pioneer in the field of heuristics was the mathematician George Polya (1945) 
who wrote How to solve it, introducing The Heuristic Method of Teaching in which 
the teacher sets the problem and asks students to discover the answer through ex-
perimentation and dialogue in an inquisitive, exploratory manner that aligns with 
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architectural education.  According to Polya’s conception of heuristics, the meth-
odology closely aligns with architectural design instruction on creativity utilizing 
an iterative process of inquiry.  Thus, a brief explanation is warranted. 

The Greek origin of the word Heuristic is “I find; I discover.”  Heuristics 
simplify difficult decisions and help us avoid “analysis paralysis” under conditions 
of uncertainty by aiding decision-making.  Heuristics do contain biases but makes 
those biases explicit. Heuristics are not algorithms (set of mathematical rules that 
guarantees a correct answer), but one that gives good-enough solutions consistent-
ly. This pedagogical tool is quick, easy, fun, and helps students overcome the fear 
of “starting from nothing” and pressure to invent the big idea …whole cloth.  

Heuristics can have many uses in education as a part of the ideation, sche-
matic design phase of design as well as evaluations taken at the end of the design 
process.  To start a project, designers begin with questions that help clarify the 
problem to be solved, and heuristics can play a large role in transforming early 
concepts with specific feedback (Leahy et al., 2019). Heuristics are tools that serve 
a purpose, such as helping the user formulate a general strategy, or method for 
solving a problem (Kowaltowski et al., 2010) to stimulate creativity and enable 
architecture students to learn something for themselves in a process of experimen-
tation and intrinsic motivation that builds self-confidence.   

Heuristics encourage the user to make quick decisions that include trial 
and error, rules of thumb, educated guesses, and intuitive judgment; they help sim-
plify difficult decisions and help users strategically move towards a resolution 
(Passmore, 2007).  Because there is no set form for a heuristic- if something helps 
the user solve a problem, then it has heuristic value. An architecture professor us-
ing The Heuristic Method of Teaching, for example, works within a pragmatic par-
adigm of setting the problem and asking students to discover answers through ex-
perimentation and dialogue in an inquisitive, exploratory manner to arrive at what 
works.  Heuristic methodology closely aligns with the inductive, intuitive nature of 
architectural design as inquiry, and can help architecture design students learn how 
to make defensible decisions. 
 Heuristics are not evaluation tools or rubrics or even assessment tools per 
se, but rather tools for further development of initial concepts created by student 
designers (Leahy et al., 2019, p. 759) for decision-making in a process of problem 
solving. To state simply, evaluations in education measure how well a student per-
formed on prescribed content or ability that should be known, and rubrics set the 
criteria for judging performance usually with a scoring scale. The scale of a rubric 
helps maintain consistency across evaluations. Although worthwhile methods and 
tools, evaluations and rubrics may not achieve the same sense of self-discovery and 
efficacy that heuristics foster in an ongoing design process. One such heuristic, 
SCAMPER (Eberle, 1996), is an integral part of this study fused with the PACH 
game techniques that can prompt architecture students to generate more creative 
architectural design ideas through divergent thinking, fluency, and elaboration. 
 

Playing SCAMPER 

 
SCAMPER is a set of heuristics aimed at helping propel users forward in the de-
sign process through divergent thinking to enhance creative problem solving. The 
heuristic known as SCAMPER was developed by Eberle in 1996 to provide tech-
niques and strategies to assist with idea generation and development. The word 
SCAMPER is a mnemonic device which stands for short phrases that can conven-
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iently prompt numerous strategies to assist with the type of divergent thinking and 
resistance to premature closure needed for creative achievement (Tanner and Reis-
man, 2014).  SCAMPER stands for, (s) substitute something, (c) combine it with 
something, (a) adapt something to it, (m) modify or magnify it, (p) put it to some 
other use, (e) eliminate something, and (r) reverse or rearrange it (Michalko, 2006, 
p. 74).  SCAMPER is therefore a set of seven heuristics that prompt divergent and 
convergent thinking, idea development, creative problem solving, and brainstorm-
ing. SCAMPER may work best for idea development rather than idea generation 
(Eberle, 1996), but PACH addresses this gap by applying it to criteria related to 
architecture design. Finally, SCAMPER may benefit from an architectural profes-
sor acting as the “Idea Agent” (Michanek & Breiler, 2014) to guide the process and 
offer constructive prompts to move the brainstorming session along and prevent 
“squelching” of ideas by architecture students.  
The author of THINKERTOYS provides useful advice for using a heuristic like 
PACH: 

In order to get original ideas, you need to be able to look at the same in-
formation everyone else does and organize it into a new and different pat-
tern…. Thinkertoys reflect linear and intuitive thinking, both of which are 
necessary for optimum creativity. The basic difference between the two is 
that linear Thinkertoys structure existing information while the intuitive 
toys generate new information using insight, imagination, and intuition. 
(Michalko, 2006, pp. 35-39) 
 

Playing PACH 

 
Playing Architectural Creativity Heuristic (PACH), is an acronym and an actual 
word that has many cheeky meanings, including “Multitalented, creative, esp. with 
leadership” (URBANDICTIONARY.COM) to represent a card game invented by 
the author, and playfully named perhaps tongue-in-cheek, PACH.  The author envi-
sions the cards used in numerous ways in an architecture school, from 
“advertising” the assessment expectations prior to the jury reviews, chronicling the 
design process through successive assessments, journals for communication be-
tween students and professors on design projects, rubrics, and reflections at the 
conclusion of projects design juries.  Most important of all, heuristic tools are 
needed to help students build confidence in their creative abilities as they mature in 
their journey towards the architectural profession. The list of scholars of creativity 
and design advocating more targeted efforts to improve creative ability and self-
efficacy is long (Danaci, 2014; Kaufman, 2019; Meinel et al., 2018; Royston & 
Reiter-Palmon, 2017; Sternberg, 2016; Tanner & Reisman, 2014) to name a few.   
Clearly, there is interest in creativity research in education, and the scholarship is 
indeed fulsome, and yet, there is a gap in the application of creativity scholarship, 
especially in architectural design. PACH is a heuristic explicitly designed to help 
close this gap on creativity in architecture education. 
 PACH is a heuristic game played like most card games with players taking 
turns using cards organized in suits and scored for points based on responses to 
questions prompted by the cards. The heuristic works by helping students discover 
insights for their own design projects based upon card five suit-categories using 
SCAMPER techniques. Commonly defined as “Related to general strategy or 
methods for solving problems that enables a person to learn something for them-
selves. Heuristics foster trial and error, rules of thumb, educated guesses, intuitive 
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judgment, guesstimates, and even common-sense solutions,” this standard diction-
ary definition of heuristics is aligned with the inductive, iterative, creative process 
of architectural design (Eilouti, 2020). Specifically created to match the needs of 
architectural design education, PACH comes with two sets of 8-inch square play-
ing cards of same size and similar design. The backs of all cards can be used for 
post-it-notes during brainstorming.  

Figure 1. Back of PACH cards facilitate brainstorming with removable post-it-
notes. 
 

 Eight card fronts are blank for sketching, note-taking, clipart, and personal 
inspirations. The 72 cards each prompts a SCAMPER technique encouraging di-
vergent and convergent thinking in five suits related to five major subjects in archi-
tectural design to enhance creativity. PACH addresses originality and effectiveness 
(Beghetto, 2005) with flexibility and structure.  
 

Scoring PACH 

 
Players take turns answering each other’s questions during intentionally brisk, intu-
itive play similar to typical card games. The range of techniques in SCAMPER is 
known but players’ questions are unpredictable—student decide what to ask each 
other to use the cards as prompts (Figures 4, 5, 6, & 7). The purpose of PACH is to 
serve as a heuristic, and therefore its value is determined by how well it aids the 
user in self-discovery, learning, and novel problem-solving. Because students will 
likely want to determine the “winner” in a game, scores can be given for how well 
a design addresses the ten categories so scores can be tallied (Figures 8, & 9). 
Questions should be written on post-it-notes and affixed to the back of cards for 
brainstorming and aid reflection. Scoring is also possible for assessment when 
playing alone in “solitaire” for self-assessment. Up to five students can play per 
game- half of a typical design studio of ten students. PACH encourages criterion-

referenced assessments throughout the creative design process: diagnostic, forma-
tive, benchmark, summative, and encourages learning through play, improvisation, 
peer-to-peer learning to foster fluency, flexibility, elaboration, divergent and con-
vergent thinking skills, and tolerance of ambiguity. PACH helps architecture stu-
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dents understand criteria used for reviews, study major concepts, dialogue with 
classmates, and enhance creativity through discovery in both solitaire and self-
reflection. The cards can be photographed with cellphones at the end of a game- 
front prompt and back post-it-notes, and then the cards are ready for reuse- photo-
graphs can be uploaded into a graphic program for presentations. Regardless of the 
declared winner of the game, all students win when pedagogies are targeted, tai-
lored, timely, effective, appropriate, and learning is fun! 

Figure 2. PACH cards help teach geometry, proportion, ratio, and pattern. All 
cards are modular to facilitate recombination of post-it-notes, sketches, questions, 
ideas, and study models. Display linearly to study narratives or in a grid to study 
spatial relationships in five major subject-suits. 

Figure 3. PACH coordinates game play, journals, models, sketches, & diagrams in 
five subjects. 
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Figure 4. PACH cards are large enough to work well for post-it-notes and proto-
typing, and small enough to comfortably hold playing a card game.  Cardstock is 
durable, flexible, easy to copy. 

Figure 5. PACH card fronts indicate suit, subject, categories, scoring, and 
SCAMPER technique. 
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Figure 6. SCAMPER questions apply to design subjects. PACH sets include two 
wizard passes.  
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 7. PACH consists of playing cards, brainstorming cards, and a dedicated 
journal with at least one dimension of 8 inches to allow photocopies of PACH 
cards to be affixed within. The PACH set serves as a communication tool between 
students, and with the architecture professor. 



R������� P�
��� �� K��������, I��������� ��� E����
����, KIE C��������� P����������  

 76 

Figure 8: Example of tallying scores with PACH as a self-assessment learning 
tool. 

Figure 9. Although PACH is targeted specifically for architecture students, it can 
be tailored for other subjects.  Developing PACH online will bring game-play-

learning full circle. Remember: don’t be judgmental; don’t be closed-minded; 
don’t rush to premature closure; don’t discount any ideas. Do play briskly, intui-
tively, and have fun learning how to answer, and ask questions.  

PACH SUIT   PACH CATEGORY             PACH SCORE 
 

CONCEPT   Creativity    10 

    Human Dimension   10  

FORM   3-D Resolution   10   

    Composition    10  

CONTEXT   Site Design    10 

    Zeitgeist    10 

FUNCTION   Circulation    10 

    Organization    10 

PERFORMANCE  Building Systems   10 

    Social Systems   10 

SKILLS   Divergent Process and Convergent Product Presentation* 

TOTAL MAXIMUM SCORE     100 

*Divergent thinking skills utilized during the design process and Convergent thinking 
skills illustrated during design presentation are included on all cards and factored into 
each score. 
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Discussion 

 

• Heuristics like PACH can facilitate the overall achievement of cognitive, 
psychomotor, and affective objectives for teaching architecture students 
how to discover and assess design solutions within the studio conceived 
as dialogue container (Isaacs, 1993). 

•  Heuristics can help students develop an attitude of strategic experimenta-
tion and improvisation. PACH utilizes randomness, collaboration, and 
novelty to assist creativity 

• Heuristics can encourage architecture students to explore design problems 
by themselves, discover effective solutions to design problems, explore, 
and retain knowledge through divergent and convergent thinking. PACH 
can be played students alone or in groups. 

• Heuristic teaching strategies foster self-learning, self-discovery, self-
reliance, and self-efficacy. PACH provides structure to assist in the risk-

taking that enhances creativity. 
• High degrees of divergent and critical thinking skills are required by the 

respective learners. Students who fail to quickly grasp concepts and excel 
from the start may find PACH too frustrating. Communication & observa-
tion by the professor is critical. 

• PACH may be too advanced for beginning architecture design students at 
first. 

• Commitment to provide due diligence for this exploratory teaching meth-
od, work with the heuristic, collaborate, learn, and have patience is re-
quired with heuristic tools. 

• The heuristics may lose effectiveness with repetition within a course and 
will need to be varied to encourage intrinsic motivation and resistance to 
premature closure in students. 

• A specific heuristic like PACH may not be transferable to all architectural 
instruction because it depends upon clearly stated subjects and well-
defined pedagogical objectives. 

• Architecture professors should become adept Idea Agents (Michanek & 
Breiler, 2014) in the studio. Students need coaching with supplemental 
texts, videos, exercises, and hints.  

• The expectation is NOT that the student gives “The Correct or Final An-
swer” but rather uses PACH in one of five categories that apply to archi-
tecture with SCAMPER.  

• Rule variation is allowed over multiple games to avoid repetition and 
boredom—creativity-killers (Amabile, 1998).  

• The architectural professor should play the role of coach by asking stu-
dents to share all cards, then coordinate the cards, sketches, notes, and 
photographs of study models with the journals and reflective papers to 
scaffold the exercises and foster self-discovery. 

 
Conclusion 

 
This paper has situated the Heuristic Teaching Method within the context of the 
type of pragmatic problem-solving techniques used in architectural design instruc-
tion and examined how time-tested heuristics such as SCAMPER, can be com-
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bined with novel architectural design pedagogies such as PACH.  A brief overview 
of heuristics as problem-solving tools and their relevance to architectural education 
has been provided. A snapshot of the state of architectural design instruction gave 
context for potential benefits of adding specifically tailored heuristics. Two heuris-
tics were combined, SCAMPER and PACH, to become a tool for facilitating brain-
storming, improvisation, discovery, assessment, and reflection. Finally, although it 
is possible to use PACH as an evaluative tool, and professors should consider 
aligning their rubrics with the five major subjects and ten categories of PACH, the 
focus of this research has been on heuristics as open-ended assessment tools for 
architecture students learning design concepts.   

Heuristics can help align the intangible spirit of original architectural de-
sign, with evaluations focused on the tangible aspects of appropriate buildings. 
Heuristic tools such as PACH can help demystify creative processes, products, and 
evaluations for students and professors alike. The next step in this research is to 
conduct a controlled study with a targeted sample to evaluate the effectiveness of 
PACH. Moving forward, the development of PACH as a digital game would in-
crease its application in diverse settings and appeal to a wider range of students 
who could play online anywhere for distance learning. In conclusion, more heuris-
tics created for architectural design instruction are needed; PACH may help close 
this gap, and research in a mixed-methods longitudinal study that includes assess-
ment testing quantitative data & interview qualitative data could yield insight on 
the efficacy of PACH and help determine how other heuristics can be developed 
for architectural education.  Further research is warranted to address three missed 
opportunities in architectural instruction: developing heuristics to combat self-
doubts and myths of creativity, incorporating game-play-pedagogies, and scaffold-
ing exercises to strategically address education holistically in the curriculum.  Fi-
nally, PACH helps students hone divergent thinking skills playing the game, and 
convergent thinking skills planning their presentations. 
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Abstract 
 
While there is a view that social media promises great benefits in enhancing aca-
demic productivity, there is however an ongoing debate among researchers that 
social media does more harm than good to academic productivity. This view, 
however, has never been proven even though many researchers have conducted 
studies on the subject area. There is a need for an all-encompassing research study 
on the phenomenon of social media usage vis-à-vis academic productivity in Ni-
geria. This study aims to evaluate the impact of social media overindulgence on 
academic productivity in Nigeria using a quantitative research methodology ap-
proach. An online survey was conducted on the subject, in which views of diverse 
students’ groups in Nigeria, as well as students across other countries, were cap-
tured using Google online form. The result of the analysis amongst others shows 
that social media overindulgence has a very negative effect on academic produc-
tivity even though it portrays many benefits as well in terms of enhancing aca-
demic productivity. This can only be possible if social media is used objectively 
by students. The study recommends amongst others that school authorities should 
enforce regulations to counter avoidable distractions students face because of so-
cial overindulgence.   
 
Keywords: Social Media, Academic Performance, Academic Productivity, Stu-
dents  
 

1.0 Introduction 

 

1.1 Background to the Study 
Social media, also known as social networking site is a web-based application and 
service that allow individuals to construct a public or semi-public profile within a 
bounded system, articulate a list of other users with whom they share a connection, 
view and traverse their list of connections and those made by others within the 
system (Adreas, 2015). It also serves as a means of connecting with other people 
for business or commercial purposes, to make new friends, or to bring back old 
friends and long lost relatives and also help students in their education and society 
at large (Amadi et al., 2018). It is one of the internet technology usually used by 
students all over the world and has rapidly evolved during the last few years. The 
emergence of social media simplified the process of internet access because it does 
not require advanced internet knowledge or experience and is made up of a wide 
array of different formats and topics, which implies that anyone can connect 
through social media (Adamu, 2011).  

R%&%'()* P',%(& -. K.-/0%12%, I..-3'45-. '.1 E.4%(,(5&%   
KIE C-.6%(%.)% P(-)%%15.2&, V-078% 3555, 2020, ,,. 82-100  
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Presently, social media has found a way to be part of most individuals’ 
everyday lives. We use it for every part of our lives; in our relationships, for enter-
tainment, at work and in our studies (Baym, 2015). Based on research, youths be-
tween the age of 17 to 40 are the leaders of the growing trend to use social media 
in high quantity daily (Eke et al., 2014). It is not only being used by the working 
people but also there is a heavy increase in the use of social media by the students 
and society at large (Eke et al., 2014). With such broad acceptance, there is no sur-
prise that social media has affected the way people live and socialize.  

The affordability of smartphones in Nigeria has resulted in a generation of 
youth and adults that are smartphone-addicted. Consequentially, among the con-
tents and applications on mobile phones that glue the attention of youth to a mobile 
phone is the social media (Daluba & Maxwell, 2013). Although social media when 
used objectively could enhance academic productivity. It is quite worrisome that 
social media has become an embodiment of distraction to Nigerian students and 
youths. This is exacerbated because it has become a medium through which Nige-
rian youths rant all forms of violence and hate speeches to reflect their frustration 
amidst the political and economic sabotage, promulgate and share fake news and 
disinformation (Daluba & Maxwell, 2013).  
 
1.2 Conceptual Clarification 
Academic productivity: is the extent to which a student, teacher or institution has 
attained their long or short-term educational goals, that is, the completion of educa-
tional benchmarks (Yeboah et al., 2014). There is a direct relationship that exists 
between academic productivity and time invested in studies. Hence, evaluating the 
impact of social media usage on academic performance of the students in Nigeria 
is very apt.   
 

1.3 Statement of the Problem 
It is no doubt that there are great potentials of social media in enhancing academic 
productivity (Fatokun, 2019), there are, however, contrary views on its negative 
influence on the pursuit of academic excellence (Mensah et al., 2016). There is an 
ongoing debate among researchers that students who use social media heavily end 
up with lower grades compared to moderate users (Owusu & Larson, 2015). That 
is to say that some people think social media does more harm than good to aca-
demic productivity. This opinion, however, has never been proven even though 
many researchers have conducted studies on the subject area (Subair et al., 2019). 
No study has ever attempted to spread across a wider coverage in terms of geo-
graphic area, depth and content, which are paramount to capturing a holistic repre-
sentation of the present reality. All previous studies have been either conducted in 
a confined and or limited area which makes their findings shallow and unreliable. 
There is a need for an all-encompassing research study on the phenomenon of so-
cial media usage vis-à-vis academic productivity in Nigeria. Additionally, more 
gap is presented since no study has been able to clearly show the relationship be-
tween social media usage and academic performance (Subair et al., 2019). It is 
against this backdrop that this study intends to evaluate the impact of social media 
overindulgence on academic productivity in Nigerian through a quantitative re-
search methodology approach.   
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1.4 Objectives of the Study 
The broad objective of this study is to conduct an inclusive ad encompassing study 
on social media usage and academic performance in Nigeria. Specifically, the 
study objectives are to: 

1) Examine the extent and impact of social media usage overindulgence on 
academic performance of Nigerian students 

2) Determine the trend in social media usage among students in Nigeria  
3) To proffer solution to social media overindulgence among student in Ni-

geria 

4) Recommend strategies for mitigating social media usage overindulgence 
and academic performance 

 
1.6 Scope of the Study 
This study focuses on educational institutions in Nigeria.  The period of study is 10 
years (2010-2020). The major focus is Nigeria; however, international perspective 
is also considered. The study focuses on academics’ categories ranging from senior 
secondary/SSCE to tertiary institutions. 
 
2.0 Literature Review 

 

2.1 Benefits of Social Media to Academics 
Instructors have reported that using online technologies can encourage online dis-
cussion among students outside the classes, beyond the traditional class setting 
(Subair et al., 2019). For instance, inside blog sites, when students update their user
-profiles and personalize their unique pages, they could provide comprehensive 
particulars about themselves (e.g., full title, date of birth, address, educational 
background, and hobbies). Academics can use the information to discover more 
about the students. Social media sites such as Wikipedia and to some extent blogs 
encourage investigative-based and collaborative activities among students in higher 
education. This open access for active participation and can therefore create oppor-
tunities for effective learning. In addition to collaborative development among 
learners, students and teachers can share information such as course materials such 
as course syllabus, course notes, as well as and publish information as a result of 
the learning activity and invite feedback from peers. Students, by publishing and 
presenting their work to a wide audience through blogs, wikis, or podcasts, they 
benefit from other people’s ideas and transform their understanding through reflec-
tion (Mehmood & Taswir, 2013). Students, especially at a higher level of learning 
can function collaboratively through exploring the opportunities given by online 
social atmosphere to resolve certain academic issues or issues with their peers 
(Andreas et al., 2010).  
 
2.2 Negative effects of social media on academic productivity 
Social media sites such as Facebook, WhatsApp, Instagram, YouTube and so on 
have become a hobby for several people, as it has become a social norm and exist-
ence-style for individuals from around the globe (Zhang et al., 2019). A study sug-
gests that Facebook users often experience poor performance academically 
(Fatokun, 2019). Fatokun posits that addicted users prefer being on social media 
for pleasure as against their personal and professional responsibilities which ulti-
mately leads to poor academic productivity.   
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2.3 Related work 
The very first use of the term ‘social media’ is believed to have occurred in 1997, 
as revealed by Baym (2015). However, according to Andreas (2015), the era of 
social media started probably in the early 1990s, when the founders of ‘Open Dia-
ry’, Bruce and Susan Abelson, created an online social site which invited diary 
writers into one community. According to Andreas (2016), youths between the age 
of 17-40 are the leaders of the growing trend to use social media in high quantity 
daily, like research, personal socialization; searching for a job; academic discus-
sion and getting study partners online; watching movies; connecting and interact-
ing with business partners connecting with distance friends/relative, getting up-
dates about happenings in the world etc. Presently, social media has found a way to 
be part of most individuals’ everyday lives (Baym, 2015). 

Researchers have conducted many studies that have provoked arguments 
on social media usage and impact on academic productivity. Some of the studies 
are as presented in the following comprehensive review:  
In their study, Owusu-Acheaw & Larson (2015) assessed the use of social media 
and its effect on academic performance on tertiary institutions in Ghana with a 
focus on Koforidua Polytechnic students. A qualitative research methodology ap-
proach of questionnaire data collection was employed in the study in which a ques-
tion was asked to know the number of respondents that have a mobile phone.  Out 
of the total respondents of 1508, 1408 (93.4%) responded positively whilst 100 
(6.6%) responded in the negative. In the same vein, 85.0% of the respondents indi-
cated that they had internet facility on their mobile phones. The study confirmed 
that most of the respondents’ access social media sites using their mobile phones 
and spend between thirty minutes to three hours per day. Also, the study revealed 
that there was a direct relationship between the use of social media and academic 
performance. However, the researcher centred only on Koforidua polytechnic stu-
dent in Ghana only, which does not capture all the students’ impression towards 
the use of social media and academic performance in Ghana particularly, hence the 
result cannot be relied upon.  

Akubugwo (2013) examined the attitude of postgraduate students to social 
media usage during academic lectures and library session. The authors randomly 
sampled and administered questionnaires to 120 students, in addition to interview-
ing six (6) students. After analyzing data quantitatively and qualitatively, it was not 
only found that many students use social media especially Facebook, Myspace, and 
Twitter during academic classes, but also during library session. The study result 
has it that social media affects students’ performance and hinders a productive li-
brary session. The study, therefore, suggests social media policy must be made 
mandatory for every institution and remain implemented since their findings show 
that academic work is negatively affected by its usage. In the study, however, the 
researcher used only random sampling, which is a subset of individuals chosen 
from a larger set which cannot be used to determine every student’s perspective of 
social media usage.   

Onuoha & Shaeed (2011) studied undergraduates in Babcock University 
in Ogun State, Nigeria to investigate the perceived influence of online social net-
works on undergraduates’ academic performance. Purposive sampling technique 
was performed for selecting three departments from 3 faculties. A descriptive sur-
vey of 402 respondents from the selected departments was analyzed using frequen-
cy and percentage counts. Results revealed that majority of the respondents make 
use of social networks even and the motivation for use is more for social interac-
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tion than academic purposes. Though a good number of the respondents indicated 
that the use of social networks has a somewhat positive influence on their academ-
ic performance, but another result shows that the motivation for undergraduates’ 
use of online social networks is mostly social rather than academic. The study, 
however, is limited in the sense that it involved only 200 & 300 level students of 
the university. It did not include other levels in the university, which makes the 
study findings non-inclusive.  

In another study by Zhang et al. (2019), they aimed to determine how 
social media impacts employees’ productivity in China. A qualitative research 
methodology approach was adopted in the study in which employees of 5 organiza-
tions with above 100 staff were randomly selected and interviewed on the subject 
of social impacts on their job productivity. The study was conducted on a total of 
80 employees. Their findings indicated that social media promotes positive com-
mitment and engagement in an organization as it increases job satisfaction and 
decreases turnover intention of employees when used appropriately for work or 
business. The limitation of the study is as a result of its limited coverage and meth-
od of sampling adopted. 

Additionally, Song et al. (2019) carried a qualitative study which proves 
that work-related and non-work-related social media promotes team engagement 
and improve performance. Regardless of the advantages and commitment of social 
media platforms on organizations and employee as specified above in the working 
environment, it also presents numerous threats because of the ways individuals 
connect in their organizations. The researchers used questionnaires in data gather-
ing involving private and public organizations in 2 locations. The study indicated 
that the usage of social media platforms gradually destroys their cultural values and 
norms. 56.7% (143) of the respondents suggested that the use of social media ex-
poses users to different forms of online security challenges. The shortcoming of the 
work, however, stems from the fact only 2 locations were considered in a region in 
China. More locations could be considered to give a more reliable result. Moreo-
ver, the study only focused on social media impact on employees and not work 
productivity. 

In their study, Eke et al. (2014) investigated the use of social networking 
sites among the undergraduate students of the University of Nigeria, Nsukka 
(UNN). The study adopted the descriptive survey research design to derive re-
sponses from a random sample of 150 undergraduate students of the university. 
Data were collected from the subjects using a questionnaire. The population for the 
study comprised all undergraduate students of Nigerian University Nsukka. Five 
faculties were randomly selected, from which 150 students were selected using 
random and convenience sampling techniques.  The result of the study revealed 
that UNN students use social networking sites for connecting, communicating and 
interacting with friends; online learning; leisure; job search; academic discussion 
and so on.  The study, however, concentrated only on the positive side of social 
media and didn’t consider the negative side effects of social media, especially in 
the aspect of students’ addiction to social media like applications such as 
WhatsApp, Facebook, Instagram and so on in which overindulgence could be det-
rimental.    

In another study by Hasnain et al (2015), the researchers carried out a 
study on the relationship between the use of social media and students’ academic 
performance in Pakistan.  The convenient sampling method was employed for this 
study because the population of the respondents were few, therefore, did not permit 
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the use of probability sampling method. One hundred and sixty-six (166) respond-
ents were randomly selected which included students across different level of stud-
ies and departments. Questionnaires were personally administered by the research-
ers to the various students in their lecture halls. The results suggest that social me-
dia, when used positively can help students or youths in gaining knowledge that 
can be used to enhance their academic performance and improve their social rela-
tionship with others. The study is limited because the researcher used a convenient 
sampling method which does not have a good representation of the population of 
the students in Pakistan. 

Chukwuere & Chukwuere (2017) studied the impact of social media on 
female social lifestyle: This study deployed both primary and secondary data 
sources. The primary data source was collected through questionnaire. The study 
involved a random sampling method in the North-West University, Mahikeng, 
South Africa. The sample size of 67 female students was used in the study through 
a questionnaire. A descriptive research method was used in the study. Their find-
ings include the following: social media refines how female students think, inter-
act, communicate, also, it explained that 57 (82.6%) of the females’ participants 
suggested that social media have impacted on their social lifestyle, the result shows 
that social media (SM) impact on a female student both on social behaviour and 
otherwise. The study has shortcomings in the sense that only female gender was 
examined and the fact that only the social impact of social media was put in per-
spective.  
 
2.4 Theoretical Framework 

 

Uses and Gratification Theory 
The uses and gratifications theory was propounded by Elihu et al. in 1974. Eke et 
al. (2019) explained that the uses and gratifications theory is concerned with how 
people use the media to gratify their desire or satisfy their needs. According, the 
authors, presently, scholars are using this theory to investigate issues about mobile 
phone usage, internet usage and social media usage among others. The viability of 
the uses and gratifications theory rests on the assumption that social media’s audi-
ence is active and goal-oriented. People are active in choosing and using a particu-
lar social media to satisfy specific needs. The question here therefore is; what need 
does social media solve for the students? Gratification theory specifies that the use 
of social media only helps students to keep tab with distant friends, families and 
relatives, while it also allows them to meet new friends. This theory did not capture 
other aspects of life in which social media can be of importance, also, it never con-
siders its negative implications, for this reason, this theory is not accepted. 
 

Technological Determinism   
Technological determinism theory was propounded by Marshall McLuhan in 1962 
according to Hasnain et al. (2015) and Hameed et al. (2013). The theory states that 
technology will shape how we as individuals in a society think, feel, act and how 
the society operates as we move from one technological age to another. The theory 
seeks to show technical developments, media, or technology as a whole, as the key 
mover in history and social change. It is a theory subscribed to by the “hyper glob-
alist” who claims that as a consequence of the wide availability of technology, ac-
celerated globalization is inevitable. Therefore, technological development and 
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innovation become the principal motor of social, economic or political change. 
However, the senses gained through social media have now been affecting the aca-
demic efficacy and the productivity of the youth. The persuasive nature of social 
media, its interactivity, instant feedback, file sharing and the varieties of contents 
available has caused many youths and students to always stay connected with the 
social media and thereby affecting their academic efficacy. This theory captures all 
aspect of this study, not only did it talk about the importance of social media usage 
but also, gives it wide view by researchers to understand both the negative and 
positive effect of social media on academic productivity.  
 

3.0 METHODOLOGY 

 

3.1 Questionnaire Design and Distribution 
Both secondary and primary data sources were employed in the study. The second-
ary sources include journals, books, news media and so on. However, the major 
means of conducting the study relied on a primary data source. The primary source 
of data gathering technique adopted for this study is an online questionnaire/survey 
administration. Though the initial plan for data gathering was to use Abuja as the 
case study, to visit and administer questionnaires to many tertiary institutions in 
Abuja Nigeria. However, the plan could not scale through as COVID 19 pandemic 
mandated all the tertiary institutions to shut down across the country and globally. 
Consequently, another means of data gathering (online survey) was employed in 
the study. Google form was used to accept and analyze responses. The question-
naire was designed to capture the major categories of students who use social me-
dia in Nigeria. The category included senior secondary school students/SSCE, ter-
tiary institution students, graduates and postgraduates. The reason for including 
senior secondary school students/SSCE holders in the study was to increase the 
population sample and enhance the responses. This decision is evident given the 
major age population that spends so much time on social media in Nigeria. More 
so, since the initially targeted population (students in tertiary institutions) could not 
be easily accessed because schools were closed following COVID 19 control 
measure, it was very difficult reaching the targeted tertiary institution students to 
participate in the online survey, hence, the decision to increase the sample popula-
tion was considered to facilitate more responses online. The survey also made 
room for capturing data from non-Nigerian students. This was considered since 
online surveys tend to penetrate many countries other than the originating country. 
The questions were carefully structured with a view of understanding the impact of 
social media usage on academic performance and productivity of the respondents. 
The survey is made up of a total number of 32 relevant questions to the study. So-
cial media sources such as WhatsApp, Facebook, Twitter and LinkedIn were em-
ployed in disseminating the survey to the targeted audience. A total of 174 respons-
es were received after two weeks of publishing the questionnaire online.  
 
3.2 Analysis 
Google analytics property on Google form gave descriptive statistics of the re-
sponses of all the questions in the survey. The descriptive statistics shows a pictori-
al representation of the  
Responses (See appendix 1: Result Descriptive). 
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3.3 Results  
 

The highest age range in the survey was 18-25 years, followed by 26-34 years and 
the majority were males. The highest percentage educational level was postgradu-
ates, undergraduates and graduates respectively. 94.3% of the respondents were 
attending Nigerian-based institutions. 51.7% mostly use their smartphones to per-
form social media-based operations, while 55.7 browse the internet mostly. 99.4% 
of the respondents use social media and 79.9% use social media daily. 43.1% use 
social while media in class and during lectures. 48.8% cannot go a day without 
visiting social media. 53.4% use social media mainly for keeping in touch with 
people, followed by entertainment. In the study, the most highly visited social me-
dia application is WhatsApp, followed by Facebook and Instagram. 44.6% find it 
difficult to log off from social media most times they want to and 64.4% indicated 
that social media constitutes the highest distraction to their academic productivity 
and 45.1% was not satisfied with their academic performance. Social media had 
the highest negative impact on academic productivity with 44.8%.  45.7% think 
they could be more productive academically if they reduce their social media over-
indulgence. Notwithstanding, 36.2% believe that social media benefit their studies 
somehow. 37.8% indicated that there were no measures put in place for curtailing 
social media usage in their institutions during school hours. While 19.3% were not 
taking any measures to deal with social media negative implications on their stud-
ies, 33.3% indicated that the measures they were taking were somehow effective 
and 49% revealed otherwise indicating that the measures were not very effective in 
dealing with social media distractions in their studies. 
 
3.4 Discussion 

 

The highest social media users’ age range according to this study is 18-34 years 
with 66.1% (see appendix 1: result descriptive, for the relevant result). This age 
range is composed of mainly of very young people, which supports the opinion of 
the authors: Eke et al. (2014) and Daluba & Maxwell (2013). In the result, 99.4% 
respondents indicated that they use social media and about 80% use social media 
daily. This is clear evidence that social media is the new norm that has found its 
way to every aspect of people’s lives, according to Eke et al. (2014). 53.4% of the 
respondents use social media mainly for social interactions, that is, keeping in 
touch with people followed by entertainment and news updates. This finding aligns 
with the claim of the authors: Baym (2015); Zhang et al. (2019) and Onuoha & 
Shaeed (2011). It is has become a worrisome issue the level of overindulgence of 
academics on social media as shown in this study result. 43.1% use social media 
during classes/studies and 44.6% are addicted to social media to the extent that 
they find it very difficult to log off from social media whenever they want to. This 
result is in line with the opinion of Fatokun (2019), who explained that addicted 
social media users can spend an entire day on social media not minding the nega-
tive implication it could have on their overall life. Social media had the highest 
negative impact of 64.4% on academic productivity as shown in this study result, 
45.1% of the respondents were not satisfied with their academic productivity, and 
64.4% of the respondents attributed their low academic productivity to social me-
dia overindulgence.  

This result strengthens the claim made by Onwusu-Acheaw & Larser 
(2015) that students’ social media usage has a direct relationship with academic 
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productivity. It is noteworthy to say that a problem discovered is half solved. This 
is evidenced by the 45.7% respondents who believe they would be more productive 
academically if they reduce their social media overindulgence. It is, however, im-
portant to note that a lasting solution is only possible if there were appropriate 
measures taken to deal with the problem. 19.3% are not taking any measure to cur-
tail their social media overindulgence, while 49% were of the view that the 
measures they are taking to overcome the challenge are not very effective in deal-
ing with the problem. This simply indicates that effective measures need to be put 
in place by educational stakeholders to curb social media distractions to academic 
productivity. Notwithstanding the negative impacts of social media on academic 
productivity, 36.2% of the respondents believe that social media somehow benefits 
them academically in line with Fatokun (2019); Subair et al. (2019); Mehmood & 
Taswir (2013). The specific answers received from the respondents when asked 
how social media benefits them mainly resonate around academic collaborations 
with colleague and information sharing. This portrays a strong indication that so-
cial media when used objectively can enhance academic productivity as also 
opined by Hasnain et al. (2015). 
 
3.5 Conclusion 

 

This study has clearly shown that social media overindulgence hampers academic 
productivity largely. The study also shows that social media portrays many benefits 
in enhancing academic productivity. This is, however, only possible if it is used 
objectively with good intention. Since about 46% of the study respondents are 
guilty and feel helpless about overindulgence on social media especially for social 
and entertainment purposes, at the detriment of their studies, it is therefore very 
important for school authorities to enforce measures that will curtail or prohibit 
social media usage in schools especially during classes. This will indeed help stu-
dents overcome some avoidable distractions from social media, thereby enhancing 
their academic productivity.  
 
3.6 Limitations 

 

Although the study covers the widest area so far in terms of its spread across Nige-
ria and internationally, the limitation, however, stems from not having a direct link 
to students groups, which could have resulted to larger responses in a short period. 
Another limitation is that many people felt reluctant to participate in the survey 
because it requires internet data to take part in it. It is planned to meet and plead 
with school authorities, academics, teachers, lecturers and so to assist in dissemi-
nating the survey directly to their students' groups. This way, more responses could 
be received faster. In the future, incentives could be given to motivate people to 
participate in the survey. 
 

3.7 Implications of the Study 

 

This study will contribute to the body of knowledge in the research area of the neg-
ative impacts of technology on academic productivity in Nigeria and beyond. This 
is strongly so because there is very scanty research done in the area. This research 
will provide a quality and evidence-based knowledge source that will pave way for 
educational stakeholders in Nigeria such as scholars, lecturers, academia, govern-
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ment and so on, to understand the impact of social media overindulgence on aca-
demic productivity, as well as ways to mitigate the challenge. It will also raise 
awareness among stakeholders about the issue and also encourage students to use 
social media beneficially as an effective communication and educational tool to 
improve their knowledge, performance and skills.  
 

3.8 Recommendations 

• The educational authorities should implement strict social media laws in 
educational institutions, especially during school hours. 

• Educational institutions should intensify online academic engagements to 
make no room for non-objective online engagements by students during 
lessons. 

• Educational authorities need to put in measures to limit the usage of social 
media by students, especially during lectures. For example, boxes can also 
be created for students to drop off their phones before entering the lecture 
rooms/study arenas.  

• Students need to have the self-control to focus on their studies when they 
should rather than wasting their time unnecessarily on social media. Stu-
dents should be encouraged to make time tables for themselves. 

• School authorities should implement rules that define when and where 
phones are used in the school environment. 

• A well thought out measure needs to be established by every state govern-
ment to regulate the use of social media by students during school hours. 

• Development and installation of computer software programs in academic 
institutions. The software could be installed in the network servers of aca-
demic institutions to prohibit students’ access to most distractive social 
media sites, such as Facebook, Instagram, Twitter, and so on.  

• Students need to prioritize their academic activities first before any other 
thing. 

• The use of smartphones in secondary schools should be highly regulated 
or prohibited. 

• Academics and students should be adequately enlightened on how to lev-
erage social media to enhance teaching and learning, as well as to pro-
mote positive collaborations amongst students. 

• Educational institutions should find a way to streamline academic work 
into social media since it is now the new norm.  

• Authorities in tertiary institutions should make room for awareness crea-
tion program focusing on educating students about the negative implica-
tions of social media overindulgence. 
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AppendixAppendixAppendixAppendix    
 
Appendix 1: Results: Descriptive Statistics  
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