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ABSTRACT

Lack of access to education in developing countries has been attributed to the high levels of
poverty (UNESCO, 2012a). Additionally, the ever-changing escalation of the HIV and AIDS
pandemic coupled with orphanhood have become further educational barriers which impede
education access and continuity. Unlike other African countries, Lesotho has higher reported
literacy rates among females than males with a considerably greater number of boys than girls
becoming victims of dropping out of school in search of employment mainly as miners in the
neighbouring South Africa or as livestock herders. Herding as part of the culture of Basotho
dates back to the 17th century and it has seemingly taken high priority because the situation
whereby males look after the family livestock or are employed by a wealthy livestock owner to

generate income, prohibits their access to and retention in education.

The study explored the educational needs and lifestyles of the adult herders in order to inform the
national Non-Formal Education (NFE) policy. There is limited information about the herders’
lifestyles and educational ambitions and this called for an investigation to obtain an indepth
understanding of them in order to analyse what kind of curriculum would respond more
appropriately to their lifestyles. Since it can be argued that a herder’s identity is central to how he
interacts with educational systems and the wider society, understanding their life experiences and
how these have influenced the herders’ multiple identities and ambitions can help to inform

Lesotho’s provision of non-formal education.

Positioned within the interpretive paradigm, the study adopted a qualitative design. The study
was conducted in the three geographical regions of Lesotho, namely: the lowlands, the foothills
and the highlands. Semi-structured interviews, unstructured interviews, transect walk and
photovoice were utilised for data collection from a total of 30 herders. The NFE service
providers were also interviewed for data triangulation. The data were transcribed and analysed

manually using the pattern coding method.
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Through the lenses of identity theory, subjectivity theory, African perspective, masculinities
identity, Indigenous Knowledge (IK) and social capital, the study was able to examine how
identities have been constructed among the male Basotho herders. The theories also provided a
conceptual framework to explain how those identities have influenced the herders’ educational
ambitions. The identity theory further served as a tool through which to analyse how the male
herders fitted within the overall Basotho culture. The African perspective revealed how the
collective nature of African behaviour has influenced and shaped the herders’ identities. The IK
theory provided a means of explaining the different forms of knowledge the herders had acquired
including how they used it for economic empowerment. The social capital theory provided an
additional lens to the identity theory to show how the herder identities were influenced by

interpersonal relationships.

The findings revealed that there remain some gaps in the Free Primary Education (FPE)
provision in Lesotho in that, in spite of the introduction of FPE in 2000, Basotho males are still
not fully catered for by the system in that they were either unable to attend or unable to complete
formal schooling. The herders who were interviewed generally perceived herding to be a rite of
passage for Basotho males and hence attached more value to livestock than to education. It was
found that their informal numeracy learning as a core aspect of herding could be explained as a
context specific social practice as articulated by Nirantar (2007) and Openjuru (2011) for
instance. There were therefore implications for how literacy and numeracy teaching could be

related more closely to their day to day numeracy practices.

It was found that the herders demonstrated two distinct identities: public and private. The public
identity findings were categorised under the following aspects: culture; masculinity and
‘othering’. The negative public perception of the herders influenced how they related to the
society and to their ambitions to learn. Under private identity, the findings were categorised
under the following: inner sense of self; freedom to be; social capital; and significant other.

Regardless of the public resentment towards them, the findings revealed a strong sense of
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cohesion among the herders which benefitted them, as among other things, a shared source of

learning.

The study suggests there should be consultative curriculum review and design that includes the
herders’ perspectives on their learning needs. In order to accommodate the herders’ lifestyles, the
study recommends a flexible NFE alternative which extends beyond basic numeracy and literacy
and takes learning outside the classroom setting. The study recommends NFE to further explore
the value added by the significant other in supporting the provision of learning for the herders.
The lifeskills programmes have to incorporate the inclusion of the herders and a positive societal
perspective of herders. The study recommends the documentation of IK acquired from herding,
to enable it to be widely shared and used as a learning resource, particularly for economic

empowerment.
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Babeisi
Balimo
Balisana
Bobatsi
Bohali
Kannete
Katiba
Khaitseli
Khopane
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Lijelello
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"Mampoli

Melamu

GLOSSARY OF SESOTHO TERMS

A legal animal identification document
Ancestors

Herders

Indigenous vegetable

Dowry

In truth

Hat

Brother/Sister

Thick black layer of dirt covering the skin
Initiation school

Relish

Folklores

Animals/livestock

Loaned animals

Fried papa seasoned with salt or spices of one’s choice
The powerful and authoritative herder leader

Walking/fighting sticks
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Melia-nyeoe Basotho hats

Meraka Cattle posts

Meseme Basotho traditional mats
Mohlehlo Suet

Mojalefa Heir

Mokhahla A soft cow hide either worn as a blanket or used as a sleeping mat

Mosea Special indigenous grass
Motebo Cattle post house
Metebo Cattle post houses

Motseng At the village

Monyako Entrance

Ntate Father/male adult

Papa Basotho staple food and source of carbohydrates
Papasane Indigenous vegetable

Seshoai Food for the cattle post herders
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CHAPTER 1: BACKGROUND TO THE STUDY

1.0 INTRODUCTION

What can the herders’ life histories tell us about how best to provide non-formal education
that enhances their economic empowerment? Previous research has indicated that they are
highly ambitious to better their lives and to be more socio-economically independent (Preece,
Lekhetho, Rantekoa & Makau, 2009; Pitikoe, 2012). However, a major concern is whether the
current educational provision is able to cater for the needs of the herders. Is it sufficiently
relevant to their lifestyles and knowledge levels to enable them to build on what they already
know? A deeper approach is therefore needed to understand their lives and their livelihoods in

order to establish what their education needs are.

This study was conducted with two groups of male adult herders with experience of cattle post
life in Lesotho. There were 30 male herders in total, most of whom were at the time serving in
the cattle posts and some of whom had prior experience of life at the cattle posts. Both groups
were expected to have some experience in income generating activities. The groups were
divided according to age: 1830 years and 3145 years. The first group was assumed to have
gone through some form of education, which could have been Free Primary Education (FPE).
The second group was less likely to have received Free Primary Education but may have
received some form of education at some time in their lives. The herders were from the three
geographical settings of Lesotho: the highlands, the foothills and the lowlands in order to see

if there were differences that had been influenced by these geographical settings.

For triangulation purposes, I interviewed the Non-Formal Education Inspectorate: one staff
member from the Lesotho Association for Non-Formal Association (LANFE) as the umbrella
body coordinating the provision of NFE by the Non Governmental Organisations (NGOs) in
Lesotho; and one staff member of the Lesotho Distance Teaching Centre (LDTC). These
organisations were the pioneers of herd-boys’ education provision in Lesotho where LANFE

coordinates national civil society NFE provision to feed into LDTC’s reporting. LDTC then
1



consolidates the reports which will later be submitted to the NFE Inspectorate to inform the
NFE policy development and implementation in Lesotho though the Ministry of Education

and Training.

The main focus of this study was on establishing a greater understanding of who the herders
were, how they lived and how they wanted to live. This study drew on Indigenous Knowledge
(IK) theory. IK is passed on from one generation to the other and its significance in people’s
lives will be explored in the thesis. The study also engaged with identity and subjectivity
theories: to explore the “quality of the social construction of the self, the struggle and contest
over identity” (Weiler, Yates & Middleton, 1999:46) as a means of understanding, in more
depth, the herder identities and how these interface with their educational experiences and

ambitions.

This chapter starts with the statement of the problem and research questions. It then presents
the international policy context followed by the national policy context and the forms of
education provisions in Lesotho, tracing the latter back from the pre-colonial to the post-
colonial era. The chapter concludes by discussing the alternative forms of education in
Lesotho with a focus on two outstanding institutions: the Lesotho Distance Teaching Centre
(LDTC), which dates back to 1974, followed by the Lesotho Non-Formal Education
Association (LANFE). The chapter ends by providing a brief summary of each chapter in the

thesis.

1.1 STATEMENT OF THE PROBLEM

Poverty has been identified as the key factor disabling people’s access to education
(UNESCO, 2012a). In Lesotho, when a family becomes economically disadvantaged, the boy
in the family becomes the first resort to support the family’s financial needs. In the end, he
will have to withdraw from his educational activities to look for employment. This situation is
verified by findings from the unpublished study conducted by Pitikoe (2012) and those of

Preece et al. (2009) which suggest that the low literacy rates among Basotho herders have

2



been perpetuated by culture and economic status (Preece et al., 2009). Culturally, in Lesotho,
herding takes the first priority and as such prohibits Basotho males’ access to and retention in
education (The US Department of Labor, 2011; Ntho & Lesotho Council of NGOs, 2013; Gill,
1993; Nthunya, 1996; Mohasi, 2006; Ratau, 1988; Morojele, 2009). This is particularly so
with those residing in the rural areas. The escalation of HIV and AIDS coupled with poverty
and orphanhood have become further educational barriers affecting access and continuity in
education because young boys and girls have had to seek various employment opportunities

(UNESCO, 2012b).

However, a considerable number of Basotho boys, more than girls, become victims of
dropping out of school in search of employment as herders or in the mines in South Africa
(Morojele, 2012). In fulfilment of the herding role, the boys would be compelled to either look
after the animals from their own family or be employed by a wealthy livestock owner to
generate an income that would cater for the family needs. Another cultural aspect that has
been outlined by Preece et al. (2009) as impeding boys’ education is that, culturally, boys
have to go through the traditional rite of passage at the initiation schools. After their initiation

graduation, readmission into the mainstream education becomes a challenge.

Nonetheless, most Basotho herders do not want to stay herders because they have no land, are
poorly catered for, have low social status, lack access to social services including education
and health and they are not part of mainstream society. Their ambitions are to become more
socio-economically independent (Preece et al., 2009; Pitikoe, 2012). These concerns therefore
highlight a need for at least basic literacy and numeracy skills in order to be able to interact in

the global village.

However, there is insufficient information to facilitate an in-depth understanding of the
educational needs and ambitions of the herders to inform an NFE policy for herders. There is
not much known about how to match the lifestyles of the herders in Lesotho with an

appropriate and relevant curriculum. This information knowledge gap calls for a need to



establish a deeper understanding of who the herders are, how they live and how they want to
live. Since it can be argued that a herder’s identity is central to how he interacts with
educational systems and wider society, a more in-depth understanding of their life
experiences, and how these have influenced their multiple identities and ambitions, can help to

inform Lesotho’s non-formal education provision.

1.2 RESEARCH QUESTIONS

The study seeks to answer the following questions;

1. What are the educational life histories of adult male herders in Lesotho?
2. How are their multiple identities (subjectivities) as herders constructed
and how do these constructed identities influence their educational
needs?
3. How have the herders applied IK gained through their life histories to advance their
livelihoods?
4. How could these life history experiences inform Lesotho’s Non-Formal
Education policy for adult herders in Lesotho?
In order to position the study within the international sphere, I begin with a discussion of the
global context. This will enable me to present the global figures as well as the relevant
international policy frameworks which lay the ground for the development of context specific

policies.

1.3 INTERNATIONAL CONTEXT: SUB SAHARAN AFRICA (SSA)

Sub-Saharan Africa is reportedly one of the worst off regions in the world on issues pertaining
to literacy and learner retention. The adult literacy rate was estimated at 58.9% for adults aged
15 and above between 2005 and 2012. It is further argued that 69.2% of youth aged between
15 and 24 years and a significant 37.7% of children are reported to have dropped out of
primary education between 2003 and 2012. On average, the percentage of the population
reported to have reached at least secondary education was estimated at 22.9% for females and

4



32.9% for males during this time frame (UNDP, 2014). The average poverty head count status
was estimated at 47.5% in 2012 (UNDP, 2012) and 35.3% in 2013 (UNDP, 2013) while in
2014 it had increased to 50.9% (UNDP, 2014).

Sub-Saharan Africa is identified as having the highest rate of children who are not attending
school (Zeelen, van der Linden, Nampota, & Ngabirano, 2010). Some of the challenges that
impede the children from attending school, according to Zeelen et al., are “the relevance and
quality” of the education provided and “lack of parental involvement, and poverty” (Zeelen et

al., 2010:1).

In response to these challenges, most countries have ratified a number of international
conventions that advocate for and promote the concept of Education for All (EFA). Such
conventions include the Education for All targets and Millennium Development Goals. In
Africa, through the New Partnership for Africa’s Development (NEPAD), individual countries
also have to produce Poverty Reduction Strategy Papers and National Development Plans.
Amongst the goals of all these policies and plans are targets for literacy, free primary
schooling, gender equality in education and poverty reduction. A more detailed discussion of

EFA follows.

1.3.1  Education For All (EFA)

Education For All (EFA) was a global movement coordinated by UNESCO and involving 164
governments to provide quality basic education for children and adults. It had six goals that
would ensure expansion of education with equal access for women and girls and improvement
in adult literacy levels. During the 1990s, international discussions around educational
equality issues gathered momentum. One aim was to refocus educational commitments to
providing basic education away from an initial concentration on the quantification of the
learners who had enrolled, to the quantification of the learners who had actually completed
their education cycle in first grade (King & Buchert, 1999). In other words, more emphasis

has been placed since then on the level of attainment, as opposed to mere enrolment statistics.
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As a step forward towards the implementation of EFA, UNESCO coordinated a conference in
Jomtien in 1990 to engage the 164 governments in discussions advocating for what came to be

known as the Education for All (EFA) targets.

By 2000 it had become apparent that the dates for achieving literacy, gender and basic
education target would not be met. They were therefore reaffirmed in Dakar in 2000, under
the facilitation of UNESCO, re-committing countries to the provision of a universal education
that would be compulsory, be of quality and be freely accessible to all children (Goldstein,
2004).

The new millennium period marked the transformation era where the international world was
beginning to place more emphasis on the pivotal role played by education in achieving
national development goals (Zajda, 2006). Through the EFA Declaration, a baseline
information document was made available to advocate for the development and
implementation of policies that guided the standards which the “basic education” (Goldstein,

2004:7) programmes needed to follow in relation to developing countries.

The Declaration sought to ensure the eradication of social injustice in education and strive
towards just and equitable access for all. In order to level the ground in Lesotho for the
implementation of the global commitment set forth by the EFA to ensure an equal opportunity
access to education, tailored to suit the needs of the clientele, the perception of education for
herders (a marginalised social group) as an empowerment enabler, so that they “can stand on
their own feet”, (Dyer, 2012:120) became apparent. The introduction of the re-affirmed EFA

targets coincided with the Millennium Development Goals.

1.3.2  Millennium Development Goals (MDG)

The purpose of these goals was to commit all countries to developing mechanisms that would
reduce the most pressing global development needs. The World Summit held in September
2005 came up with a list of eight development needs that were identified as of serious global

concern, as follows:



1) Eradication of extreme poverty and hunger;

ii) Achievement of universal primary education;

1i1) Promoting gender equality and women empowerment;
iv) Reduction of child mortality;

V) Improvement of maternal health;

vi) Combating HIV/AIDS, malaria and other diseases

vii)  Ensuring environmental sustainability and

viii))  Development of global partnership for development.

It was at this World Summit that the world leaders committed to the accomplishment of these
goals by 2015 (UNESCO, 2006). It is notable that education was placed high on the list, as a

commitment.

Hunt (2008) argues that while the role played by the EFA and the MDGs has significantly
enhanced the development of universal and equal education access, there is nevertheless a
high drop-out rate from schools, which is a strong indicator that the universal education access
policy alone does not mean that the needs of all children are being met. In other words, the

situation is more complex than simply providing universal access.

The MDGs focused on universal primary education but did not extend this particular target to
adults. Therefore, this created a potential problem for former herders as well as adults
generally. All the above issues point to the need for a study to establish an in-depth

understanding of the herders’ educational needs.

In Africa a further layer of policy agreements was reached through the African Union and the

New Partnership for Africa’s Development.



1.3.3  New Partnership for Africa’s Development (NEPAD)

NEPAD is a peer review mechanism devised by the African Union (AU) to encourage and
support national development plans in Africa. Lesotho is a signatory to NEPAD. All NEPAD
countries signed up to the MDGs and EFA goals. A major drive in all countries has been
widening access to primary education and reducing the number of out of school children
(Government of Lesotho (GOL), 2000). However, since the MDGs did not address adult
education, this aspect of schooling has been relatively neglected (Medel-Afionuevo, 2006).
The year 2015 saw the finalisation of new global developments in the form of the Sustainable
Development Goals which will hopefully provide a window of opportunity to expand and

develop education targets for adults.

1.3.4  Sustainable Development Goals (SDGs)

The SDGs came into being following an agreement that was made during the 2012 conference
held by the UN on ‘Sustainable Development (Rio+20)’ (Osborne, Cutter & Ullah, 2015:3).
As was the case with the MDGs, the SDGs are universal and strive to accommodate the
development needs of all countries and they have become effective from 2015 to supersede
the MDGs. They have been developed to serve as a global guideline on “sustainable
development” which provides space for exploring the role of IK in contributing to
development. The end product of the conference and subsequent consultations was a list of

seventeen global goals which have been identified as follows:

1) End poverty in all its forms everywhere.

i1) End hunger, achieve food security and improved nutrition,
and promote sustainable agriculture.

1i1) Ensure healthy lives and promote wellbeing for all at all ages.

iv) Ensure inclusive and equitable quality education and promote
life-long learning opportunities for all.

V) Achieve gender equality and empower all women and girls.



vi) Ensure availability and sustainable management of water and
sanitation for all.

vil)  Ensure access to affordable, reliable, sustainable, and modern
energy for all.

viii)) Promote sustained, inclusive and sustainable economic
growth, full and productive employment and decent work for
all.

iX) Build resilient infrastructure, promote inclusive and
sustainable industrialization and foster innovation.

X) Reduce inequality within and among countries.

X1) Make cities and human settlements inclusive, safe, resilient
and sustainable.

xii)  Ensure sustainable consumption and production patterns.

xiii)  Take urgent action to combat climate change and its impacts.

xiv) Conserve and sustainably use the oceans, seas and marine
resources for sustainable development.

xv)  Protect, restore and promote sustainable use of terrestrial
ecosystems,  sustainably = manage  forests, = combat
desertification, and halt and reverse land degradation and halt
biodiversity loss.

xvi) Promote peaceful and inclusive societies for sustainable
development, provide access to justice for all and build
effective, accountable and inclusive institutions at all levels.

xvii) Strengthen the means of implementation and revitalize the

global partnership for sustainable development.

It is worth-noting that the principle behind the development of the SDGs was that “the goals

are intended to be action-oriented, concise and easy to communicate, limited in number”
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(Osborne et al., 2015:3). However the generated list of the global goals out-number those of
the MDGs and also some of the MDGs feature in the SDGs. Out of the total of seventeen
SDGs, goal iv provides a reference to lifelong learning while other SDGs continue to reinforce

the need for poverty eradication in the context of sustainable development.

The global policy context laid a rich foundation and a strong leverage for the development of
national policies that would be context specific. The following section will focus specifically

on Lesotho.
1.4 NATIONAL CONTEXT

1.4.1  Geographical setting

Lesotho is a small, mountainous kingdom situated in the southern part of Africa and
completely surrounded by the Republic of South Africa. Administratively, the country has ten
districts in an estimated total area of about 30 355 Km? (Ministry of Health and Social
Welfare (MoHSW), 2009). Approximately 80% of Lesotho’s land is reportedly “above 1,800
metres” (GOL, 2012:13). Lesotho is divided into four major geographical zones namely,

lowlands, foothills, highlands or the mountains, and the Senqu river valley.

The MoHSW (2009) reports that the highlands, are situated at 2,200 metres above sea level
and covering most of the country, and mainly used for livestock grazing. The lowlands on the
other hand cover only 10% of the country and are mainly used for agricultural purposes.

Figure 1 below shows the map of Lesotho.
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Figure 1: Map of Lesotho

Source: MoHSW (2009)

1.4.2 Climate

Lesotho is situated between 29°S and 27°S of the Equator. It lies within the temperate zone

and enjoys a climate characterised by hot wet summers and cold dry winters.

According to the MoHSW (2009) the country has four seasons: summer from December to

February, with January being the warmest month; autumn from March to May; winter from
11



June to August, with the temperatures dropping below zero degrees centigrade; and spring is
experienced from September to November. Winter snowfalls are frequent in the highlands
with rare cases in the lowlands. Rainfall amounts vary from 700 mm to 800 mm in most parts

of the Lowlands, and most rain falls between the months of October and April.

In order to accommodate the weather changes, in summer, the cattle posts are moved further
high up on the mountain tops where the grazing lands are fertile. In winter, the herders move

down to where the animals can be more easily accessed in times of heavy snowfalls.

1.4.3 Population

The current population of Lesotho is estimated at over 2 million having had an annual growth
rate estimated at 0.1% during 2000-2005 and an estimated increase of 0.7% during 2010-2015
(Ministry of Education and Training (MoET), 2005; Setoi, 2012; UNDP, 2014). UNDP
(2014), estimates that the median age in Lesotho is 29.0. The percentage of the population
recorded as aged below 23 years is 50%, while approximately 330 000 of the total population
is reportedly made up of the age group 15-24 (Bureau of Statistics (BOS), 2010). An
estimated 60% of the total population is reported to be residing in the western districts due to
the availability of rich agricultural soils, accessible infrastructure and service provision (GOL,
2012). This policy document further asserts that 56% of Basotho are found in the lowlands
while the population of the foothills, comprise 12.8%, with the remaining 30.5% shared

between the highlands and the Senqu river valley ecological zones.

1.44  Poverty profile

Although Lesotho has a per capita income of around $1,000, the national poverty line
recorded an average national poverty head count of 54% (58% in rural areas, 40% in urban
areas) in the 2002/03 Household Income Survey. The World Bank International $1 a day
poverty line figure produced a lower average national head count of 37% (41% in rural
areas, 25% in urban areas (GOL, 2012:21).

The GOL (2012) reports that the most poverty impacted sector of the population is in the rural
areas, with specific reference to the child headed, the elderly headed and the illiterate headed
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households. Those with members working in the South African mines are better off because
they send remittances back to Lesotho. In 2005, the Lesotho government introduced a pension
for all citizens aged 70 years and above in an effort to bridge the poverty gap (Croome &
Mapetla, 2007).

There has been a rapid decline, according to the Human Development Index (HDI) statistics,
of the three key development areas of education, health and life expectancy. This is reflected
in the GOL ranking recorded in 2004 and the UNDP ranking in 2014. Lesotho has recorded a
drop in ranking from 120 out of 162 countries in 2001 (GOL, 2004), to the present ranking
status of 162 out of 187 countries (UNDP, 2014). This can be attributed to the country’s
political instability and the continuing challenge to keep people in school since the
introduction of FPE. A further decline in the HDI rank impacts heavily on the numbers of
poverty related illnesses and a decline in the labour force, adversely affecting the national

economy.

1.4.5 Economy

Lesotho is completely landlocked within the Republic of South Africa with no access to the
sea for economic purposes. The landlocked nature and the limited natural resources have
placed the country in a highly compromised position of economic dependency on the Republic
of South Africa (MoHSW, 2009). However, Lesotho has formed regional partnerships which

placed it in a better position to influence trade and monetary decisions:

Lesotho is a member of the Southern African Customs Union (SACU), the Common
Monetary Area (CMA) and the Southern African Development Community (SADC).

SACU and CMA are key influences on the trade, exchange rate and monetary policies of
all member countries (GOL, 2012:13).

By virtue of its geographical position, Lesotho relies heavily on South Africa for trade
purposes. It imports approximately 80% of commodities from South Africa while the latter

buys only a quarter of Lesotho’s exported goods.

13



In an effort to make ends meet, the adult males mostly seek alternative employment in the
mining industry of the Republic of South Africa after spending some years as herders (GOL,
2012; United Nations (UN), 2012). The GOL (2012) further reports a rapid decline of the
Basotho labour force in the South African mining industry which has escalated Lesotho’s
poverty status due to the reduction of the number of households who benefitted from the
mining remittances. Herding has been part of Basotho culture for centuries and the value
attached to herding in Lesotho is higher than that attached to education. It is perceived more as
a rite of passage for Basotho males and it is passed down from one generation to the other

(Mohasi, 2006).

The economic challenges of the country are also reflected in the people’s state of health in the

nation which has been severely affected by the HIV and AIDS pandemic.

1.4.6 Health

The government’s National Vision 2020 document states:

The Government of Lesotho recognises that HIV and AIDS is not only a health problem
but a multi-sectoral development issue that has social, economic and cultural implications.
Combating further spread of HIV and AIDS therefore continues to be one of the biggest
challenges that face the country (GOL, 2000:vii).

Lesotho’s morbidity and mortality trends have deteriorated which in turn have negatively
impacted on the human resource capital, further contributing to the decline in “productivity,
savings and growth” (GOL, 2012:132). Among the identified drivers, HIV and AIDS
prevalence has been mentioned. Lesotho is among the countries reported as having been hard-
hit by the HIV and AIDS pandemic. The adult prevalence rate is alarmingly high, estimated at
23.1% in 2012 amongst the 15-49 years old sector of the population (UNDP, 2014). This age
group would normally be regarded as the most productive in the labour market. Another
devastating impact of HIV is the large numbers of orphans and vulnerable children (OVC)
which was estimated at 220,000 in 2012 (UNDP, 2014). This has resulted in an increase in the
number of child-headed households meaning that many children are unable to attend school.
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According to the Ministry of Education and Training (2005) in the Lesotho Education Sector
Strategic Plan (ESSP) 2005-2015, the Education sector is reported to be among those that
have felt the most impact of HIV and AIDS especially among the teachers. The positive
impact of education on the improvement of health and mortality has been highlighted by the
UNDP (2013) and education therefore is a recognised development need.

1.4.7 Education

The data presented by UNESCO (2009) on the planned age distribution of the primary
education system of Lesotho stipulated that the age range for compulsory education is 6—12

years. Primary education level therefore lasts for seven years in Lesotho.

Lesotho is unusual in that more girls than boys attend school and therefore the adult literacy
rate is higher among women than men (Ministry of Health (MoH), 2013; Morojele, 2009,
2011b). This phenomenon results from Basotho boys being taken out of school to look after
the family livestock or to be hired by other farmers (Ntho & Lesotho Council of NGOs, 2013).
Statistics, as shown in Table 1, reveal the proportion of males and females who enrol in school
and those who are out of school in Lesotho. In addition, out of an estimated 89 learners, both
males and females who enrol in primary school, 42 boys are reported to repeat a class as

opposed to 21 girls in 2007 (UNESCO, 2009).

The data collected in 2009 demonstrate higher enrolment rates in primary level education

amongst females as compared to their male counterparts, as indicated in Table 1 below.
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Table 1: In-school and out-of-school children (Ages 6-12) in 2009

ALL MALE FEMALE
In- school 401 000 200 100 200 900
Out-of-school 101 000 54 000 47000

Source: Setoi (2012)

Comparatively, there are significantly lower numbers of in-school males compared with their

female counterparts.

The following section discusses the policy plans for a way to counteract these imbalances.
UNDP (2013:4) stresses the importance of policy development in that “a strong, proactive and

responsible state develops policies for both public and private sectors”.

1.4.8 National policy environment

In response to the international requirements, Lesotho developed a number of policy
documents and strategic plans, as part of its strategy to attract international investment. These
policies include the Constitution of Lesotho (Kingdom of Lesotho, 1993), Vision 2020 (GOL,
2000), the Poverty Reduction Strategy Paper (GOL, 2004) and the Education Sector Strategic
Plan (MoET, 2005).

The Kingdom of Lesotho National Constitution

Lesotho shall endeavour to make education available to all and shall adopt policies aimed
at securing that— (a) education is directed to the full development of the human
personality and sense of dignity and strengthening the respect for human rights and
fundamental freedoms; (b) primary education is compulsory and available to all (Kingdom
of Lesotho, 1993:28).
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The Constitution of Lesotho is the umbrella legal document which lays the foundation for the
development of other policies and strategic documents. In this document, Section 28(a)
commits the country to creating an enabling environment for quality education through the
development of relevant policies. Under 28(b) a further commitment is made to compulsory
provision of primary education. Despite this commitment stated under (b), primary education
provision in Lesotho is still not legally binding. Education provision has also been highlighted

as a national priority in National Vision 2020.

National Vision 2020

National Vision 2020 states that:

Education is central to national development ...The country is committed to provision of
an equitable basic education to all Basotho as a key development goal. Key challenges
include: further improving access to education at all levels, and developing a curriculum
that responds to the national development priorities, thus promoting entrepreneurial life,
and technical and vocational skills (GOL, 2000:xii).

This commitment, as stated in Vision 2020 (GOL, 2000), highlights that education is
considered one of the development priority areas in Lesotho. National Vision was developed
through the engagement of various stakeholders and it commits Lesotho, among other
concerns, to equitable access to education that extends beyond the basic literacy and numeracy
needs of Basotho. This is foreseen in light of its intention to provide Basotho with skills that
would enable them to explore the job market either as small entrepreneurs or formal

employees and apply the technical expertise acquired through the education system.

Vision 2020 outlines seven key thematic areas of focus which form the backbone for its
implementation, namely: “democracy, unity, education and training, economic growth,
management of the environment and technology advancement” (GOL, 2000:4). Among the
seven thematic areas, education has been placed as a high priority. This alludes to the
recognition that Lesotho is among the African countries with high literacy rates, estimated at

75.8% (UNESCO, 2012b). However, the remaining 24.2% consist primarily of herders and
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the question is, what strategies does Lesotho have in place to enhance the herders’ education

and development?

Poverty Reduction Strategy Paper (PRSP)

This is a national strategy paper developed through an engagement with various stakeholders
from both local and international contexts and reviewed every three years. The Poverty
Reduction Strategy Paper’s (GOL, 2004) key focus areas were on the development of
strategies that would enhance the socio-economic policies of Lesotho. This is reiterated in the
PRSP’s aim of describing Lesotho’s struggle against poverty and laying out some information

on the policies that Lesotho has put in place to address poverty.

In its revised strategy paper, the necessary actions are described by the GOL (2012) as
“macroeconomic, structural and social in support of growth and poverty reduction, ... [the]
external financing needs and major sources of financing” (GOL, 2012:1). Another key focal
area of this paper is its holistic approach to gender, where it does not look at it only from the
female empowerment perspective, in isolation of males. Rather, it acknowledges that males
are also disadvantaged in some aspects. The PRSP does not look at poverty as a stand-alone
national priority, but rather as a factor that inter-relates with other key development issues.
The PRSP recognises that poverty needs to be interpreted holistically and that it has to be
understood from a variety of perspectives. Nevertheless, the close relationship between
education and “jobs and income” (GOL, 2004:10) cannot be overemphasized. In other words,
it is those Basotho who hold recognised qualifications who stand a better chance of being

employed.

Lesotho National Education Sector Strategic Plan (ESSP)
Basotho shall be a functionally literate society with well-grounded moral and ethical

values; adequate social, scientific and technical knowledge and skills by the year 2020
(MoET, 2005:1).
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The ESSP 2005-2015 was developed in 2005 as a step towards furthering the three-fold

mandate as stated in the National Constitution. The first mandate is holistic human

development, the second one is ensuring compulsory primary education provision and the

third mandate is to ensure an intensified education provision to those who have never accessed

primary education.

The ESSP is mandated to attain nine objectives, stated by the Ministry of Education and
Training (MoET 2005:1) as:

8.

9.

To improve access, efficiency and equity of education and training at all levels.
To improve the quality of education and training.

To ensure that curricula and materials are relevant to the needs of Lesotho, are
consonant with the appropriate standards and gender responsive.

To ensure that both vocational-technical and non-formal education programs respond
to the needs of industry and the communities in general.

To develop and implement a common system of regular collection and reporting of
information on the current status and future demand and supply, and on priority
educational areas in the country.

To progressively achieve the equivalence, harmonization and standardization of the
education and training systems nationally, regionally and internationally.

To effectively participate in regional and international educational sector development
initiatives.

To promote gender equality and ensure empowerment of disadvantaged groups.

To address the challenges posed by HIV and AIDS in education and training.

The ESSP draws from Vision 2020 under objectives 1-4 which highlight the need for

improved access, quality and design of a need-based curriculum that includes “vocational and

NFE” (GOL, 2000:1). All the departments under the MoET have to align their policies with

the ESSP and advocate for their functionality in order to achieve the stated objectives.
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However, the ESSP does not seem to have laid a solid ground to enable the functionality of
MOET in promoting ‘compulsory education for all’ as there is literature stating that the
herding job starts as early as three years, preventing the boys from attending school (Lefoka,
2007). The following section therefore discusses the history of Lesotho’s education in order to

show how herding and schooling have evolved side by side.

1.5 LESOTHO’S EDUCATION: HISTORICAL PERSPECTIVE

The following section aims to present an overview of Lesotho’s Education system tracing
back to the pre-Colonial era up to the modern education of the 21st Century. This history will
help to explain the transitions that have occurred in the education system of Lesotho and show

the level of inclusion and or exclusion of the herd boy community during the transition period.

1.5.1 Precolonial education /Traditional education

The traditional or indigenous education is also referred to as ‘pre-colonial’. Busingye
(2011:11), for instance, posits in a report that it is characterized by “[being] personal, oral,
experiential, holistic, and conveyed in narrative or metaphorical language”. Additionally,
according to the report, this education relied heavily on the skills of the community who
served as educators. Some of the report’s observations singled out the initiation schools as
playing a pivotal role in the provision of traditional education. They were informal in nature

aiming to facilitate an institutionalised form of learning.

In summary, this education focused on human development, patriotism, home management as
well as production. At the centre of it all was a focus on the human being as a whole to enable
an individual to function in a way that fitted well into the society that he or she belonged to.
Herders would have access to this form of education and this was a major influence on their
identities as Basotho. Later on, upon an invitation by King Moshoeshoe I, the missionaries

came to serve in Lesotho.
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1.5.2 Arrival of the missionaries in Lesotho

The earliest departure from the traditional education of Basotho occurred after the arrival of
the Paris Evangelical Missionary Society (PEMS) in Thaba Bosiu in June of 1833. Their
purpose was to convert Basotho to the 'modern’ Christianity doctrine and bring about more
‘civilised” ways of life. The missionary society shared with Basotho a wide variety of
knowledge which included “literacy, building techniques ... Christianity doctrine” Gill
(1993:77). The new knowledge replaced the indigenous education system with a formal

education system followed by an emergence of various types of formal learning institutions.

The 1860s saw another development with the arrival of the Roman Catholic discipline which
introduced a paradigm shift in Lesotho’s education system as it included an expansion of the
formal schools. Being the first of its type, the Roman Catholic schooling was adopted as ‘the’
guiding baseline form of education in Lesotho. Education was later “left in the hands of
missionaries” upon Lesotho’s administration by the British government in 1868 (Gill,

1993:80).

This transformation resulted in Basotho being taught European values and lifestyles. Equally
important is that, since the beginning of 1838, a growing number of Basotho were being
converted. These Christian teachings brought about a dilemma to the nation; there was
confusion regarding “traditional Sotho beliefs concerning what was good and just” (Gill,
1993:81). The customs and the relationships with chiefs were undermined and Basotho were
converted to Christianity with foreign laws imposed on them to govern their lives and how
they socialised. Wells (1994:28) refers to the devastating impact brought about by the arrival

of the missionaries:

The missionaries’ aim of bringing Christianity and Civilisation to the Basotho also had
many destructive effects. Their uncompromising attitudes to activities they considered
‘pagan’ greatly undermined the integrity of Sesotho culture and gave rise to new divisions
where few had existed before. Nearly all aspects of Sesotho life were challenged, from the
institution of bohali to lebollo, and the belief in balimo.
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In addition, a formal school was built by Colonel Griffith under the Cape colonial rule in 1876
in Maseru (Ambrose, 1993). The formal school resulted in the rejection of the indigenous
education system in favour of the modern system. These changes paved the way towards the

implementation of the colonial education system in Lesotho.

1.5.3  Post-independence education

Missionary education did not bring about a significant contribution to Basotho’s development
as it disregarded the existing development philosophy of Basotho, which had emphasised an
enforcement of the indigenous education that stressed a holistic approach to human
development (Gill, 1993). Modern education focused on teaching Basotho the Western
lifestyle leaving many Basotho incapacitated to embrace the collective nature of African

traditional lifestyles as an approach to economic enhancement.

Not much more was done until the 21% century to ensure universal access to education by all
in Lesotho (Gill, 1993). The ratification of the international frameworks and targets, EFA,
NEPAD, MDG and FPE, supported an effective enhancement of the national development
goals. The key focal area of these frameworks was on education, which was viewed as a
vehicle towards promoting sustainable national development initiatives, equity and

universality in the provision of education.

The policies were also committed to ensuring an extension of the educational provision to
reach out to the poor and marginalised Basotho. From 1966 Lesotho was granted
independence from the British and the country formed its own government which aspired to a
universally accessible education system that would equip Basotho with skills applicable to
achieving the national development goals. This aspiration brought about the introduction of

Free Primary Education in January 2000 (Ministry of Education (MoE), 2001a; MoE, 2001Db).
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1.54  Formal education system

Lesotho’s Ministry of Education and Training (MoET) is the sole custodian of this type of
education. The mission statement of the Ministry aspires to the development of functional
policy frameworks that would enhance access to functional literacy programmes for the

betterment of Basotho to enable them to be a productive human resource (MoET, 2005).

This mission statement identifies two key concepts in human resource development: supply vs
demand. That is, there has to be a human resource base that is well capacitated to meet the
ever-growing needs of the underdeveloped country. It further seeks to ensure that education is
accessed by all across all levels. The mode of offering conventional education is the classroom

mode.

The need to promote universal access to education in Lesotho has been underscored by the
Government of Lesotho. Therefore, various attempts and initiatives have been put in place
through the conventional education system to provide opportunities for basic education as a
step towards human resource development. One such example is the Free Primary Education

(FPE) that was introduced in Lesotho in 2000 (MoET, 2008).

In response to the EFA and MDGs, FPE was introduced in most countries where formerly
there were only fee-paying options. FPE in the international context is based on the premise of
extending the continuation of education to the poorest and most marginalised groups of the
population particularly those living in remote areas (Goldstein, 2004). The FPE will now be

discussed in relation to the forms of provision that currently exist in Lesotho.

1.5.5 Lesotho’s Free Primary Education (FPE)

Lesotho introduced Free Primary Education for all in 2000. The main goal of the FPE policy
was to ensure that both boys and girls were afforded the same opportunity to access education
that would provide them with the necessary life skills that would suit Lesotho’s specific needs

(Morojele, 2009; MoE, 2001b).
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The implementation of the FPE policy, despite the positive results that it brought to Basotho,
continues to experience its share of challenges regarding the availability of human resources,
time and legal support for effective implementation. Firstly, the existing number of trained
teachers is inadequate to meet the ever-increasing number of learners for a face to face mode
of education. Secondly there are time constraints for the teachers to be able to take time off to
fulfil their personal development needs in order to be better equipped with skills that would

enable them to meet the increasing learner enrolment statistics (MoET, 2008).

Thirdly, schooling in Lesotho is not legally enforceable (Morojele, 2009). As a result, the
livestock owners are not legally obliged to prioritise education of the herders over tending to

their livestock. Those who missed out as children need compensatory education as adults.

In the current century, the country continues to be faced with a lot of pressure from the need
for expanded educational and training opportunities for Basotho (MoET, 2008). Much is yet to
be explored regarding the ability of the available educational institutions and facilities to
accommodate increasing enrollments, and regarding the characteristics of the various learners
including those with disabilities. Despite the shift in colonial and post-colonial times to formal
and vocational education and part-time or distance learning, these resources remain difficult

for the herders to access.

Through the FPE system, various attempts and initiatives were put in place to provide
opportunities for basic education for adults as well as out-of-school youth, as a step towards
human resource development. Such initiatives include the inception of the distance education
programme which was intended to provide education beyond the four walls of the classroom
and the inception of FPE in Lesotho. As a result of inadequate provision even after the
inception of FPE, some of the male adults remained as illiterate herders or resorted to the
mining industry in South Africa to provide for their families. This called for the provision of
an alternative to formal primary education that could bridge the gap created by the challenges

that have been indicated.
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1.6  STRATEGIC INITIATIVES IN LESOTHO

This section looks at the strategic initiatives that have been developed in Lesotho to address

the needs of the herders. The policies are presented in chronological order.

United Nations Development Assistance Framework (UNDAF, 2008)

This framework was mandated to eradicate poverty and ensure that the MDGs were attained
in Lesotho. It also promoted the education of marginalised populations in Lesotho such as the

herdboys, the domestic workers and the vulnerable children (UNDP, 2008).

Lesotho Education Act (2010)

The mandate of this Act was two-fold: to advocate for compulsory education at some time in
the near future and to progressively ensure free education starting from six years (GOL,

2010).

HIV/AIDS Strategic Plan (2010-2012)

The major concern of the strategic plan was to promote access to education for the herdboys
with particular focus on HIV/AIDS awareness. The strategic plan led to the establishment of
Monna Ka Khomo through the financial support of the National AIDS Commission (National
AIDS Commission (NAC), 2006).

Monna Ka Khomo Herdboys’ Association Strategic Plan (2009)

Monna ka Khomo is mandated to build the capacity of the herders through the establishment
of herders’ associations who would then be trained as trainers to other herders. It also
advocates for the establishment of a regulatory mechanism that would legally enforce
education in Lesotho. It also empowers the herders with skills on HIV prevention, vandalism
prevention, climate change and any other new information (Monna Ka Khomo Herdboys

Association, 2009).
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In an effort to counteract the challenges of education access and learner retention, different
non-governmental organisations (NGOs) based in Lesotho with some support from the
government have stepped in to provide learning opportunities through NFE to the
disadvantaged groups including the herders in Lesotho (Setoi, 2012). This came in the form of
non-formal basic education provision which is an equivalent to standards 1-10 and which

targets both adults and out-of-school youth.
1.7  ALTERNATIVE FORMS OF EDUCATION PROVISION

1.7.1 Non-formal education

The concept of non-formal education (NFE) will be discussed in more detail in Chapter 2;

however, in this chapter I give an outline of NFE in relation to the national policy context.

Definition

Combs et al. (1973 in Preece, 2009:4) provided what has come to be a widely used definition
of NFE where it is referred to as “any organized educational activity outside the established
formal system ... that is intended to serve identifiable clienteles and learning objectives”. The
purpose of NFE in Lesotho is to bridge the gap of illiteracy through the provision of out-of-
school education as an alternative mode to address the needs of the disadvantaged groups in
society (MoET, 2005). For Setoi (2012), NFE is a term used to cover a wide array of
activities. He refers to NFE from the perspective of its results. He argues for its ability to

generate functional and productive skills applicable in different spheres of life.

1.7.2  NFE provision in Lesotho

In Lesotho, NFE provision was and still is largely offered by NGOs (Setoi, 2012) and the
government sponsored Lesotho Distance Teaching Centre (MoET, 2013, 2014).

The LDTC was established in 1974 (MoE, 1983, MoET, 2013, 2014). A summary of LDTC’s

four major objectives is presented in Nonyongo and Ngengebule (1998) as: provision of
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correspondence education; community based business skills training; technical capacity

building of NGOs; and basic education provision to out-of-school youth.

The Lesotho Association for Non-Formal Education (LANFE) was established in 1980 and
has been seen as an umbrella body that helps in the overall coordination of capacity building
activities that happen at the grassroots level and as a means of providing ‘alternative’ forms of
NFE to the children and young Basotho who are not in attendance in the formal education
system. The herdboys are reported to form the biggest portion of the out-of-school category
(MoET, 2005). These functions of the LANFE are in line with the commitments of the PRSP
(GOL, 2004), Vision 2020 (GOL, 2000) and the Education Sector Strategic Plan (MoET,
2005) whose main focus is on reducing social injustice in the provision of education and
equipping Basotho with employability skills that would reduce the high rate of

unemployment.

However, although there are now established learning posts aimed at enabling access to
education by the herders, these resources are still often difficult for the herders to reach and
the curriculum as outlined in the LDTC objectives is not always implemented (Preece et al.,

2009).

The NFE provision encounters some challenges in implementing its provision. Some of the

challenges include lack of effective coordination, and lack of political will.

Lack of effective coordination

While the NFE Inspectorate Office exists and “oversees and coordinates all NFE activities in
the country” (MoET, 2005:89) within the MOET, it continues to face a major challenge of
limited resources. It is staffed by one Officer and has one vehicle with no driver and yet it is

responsible for the coordination activities country-wide.

Lack of political will
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NFE is regarded as of lower status than that of formal education. It has therefore been
imperative for Lesotho to draw up some policies that were intended to result in legally binding
documents. Unfortunately the relevant policies have remained in a draft form for Non-Formal
and Adult Education, and Open and Distance Education. The draft nature of these policies
impedes their implementation as working documents. Pitikoe (2012:16) also emphasises the
challenge brought by the “lack of implementation [as] impact[ing] on the advocacy for the
implementation and recognition of educational activities beyond the classroom setting”. Since
open and distance education are NFE strategies used in Lesotho, the following section briefly

explains how it has been understood and used in Lesotho.

1.7.3  Open and Distance Learning (ODL)

The Commonwealth of Learning (2000:2) argues that there is no universal definition of ODL

instead it is defined based on the characteristics of distance education (DE) which are:

Separation of the learner and the teacher in place and time ... institutional accreditation ...
use of mixed-media courseware ... two-way communication between the learner and the
tutor... possibility of face-to-face meetings for tutorials ... and use of industrialised
processes ....

However, in Lesotho, ODL is referred to by linking it to the rationale behind DE — as a
remedial education offered regardless of the physical and socio economic barriers (MoET,

2008:15). In line with this perspective, ODL is referred to as:

approaches that focus on opening access to education and training provision, freeing
learners from the constraints of time and place, and offering flexible learning opportunities
to individuals and groups of learners.

In other words, ODL comes in as a flexible form of learning which allows the learners to
engage in learning without the physical presence of an institution and a facilitator, and

learning takes place at the time and space that is suitable to them.

ODL is an alternative method to address the challenges that the conventional education system

is not best placed to respond to. Some of the major challenges have been identified in the
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Lesotho Open and Distance Learning Final Draft Policy (MoET, 2008). These challenges are
stated as threefold. Firstly there is an inequality in the provision of education in Lesotho;
secondly, the socially disadvantaged groups often take 10 years to complete basic education
instead of seven years either because they start and stop to resume at a later stage or they have
to attend school on alternating days, particularly the boys. Thirdly, the existing curriculum
comprises more of academic than practical content which does not provide many

opportunities for navigating the job market.

Many schools, especially at the primary level, still have limited resources. In the light of this,
non-formal education in Lesotho requires a more informed plan which is accompanied by
adequate resources. Also, there is a need to finalise and adopt the NFE draft policy into a
working document. This study hopes to provide some useful findings that will help to inform

that draft policy.

1.8 MY POSITIONALITY

Some scholars have argued that researchers cannot undertake research from a purely objective
position. They carry out the research process along with certain personal attributes such as
“race, nationality, and gender which are fixed or culturally ascribed” (Chiseri-Strater,
1996:116). Mullins asserts that the researcher needs to be conscious of the existence of these
attributes in his or her mind (Mullins, 1999). These attributes may potentially affect the
process of research and it has therefore been argued that they need to be made known to the

readers (Chiseri-Strater, 1996).

From the onset of my research journey, I engaged in a process of “reflexivity” (Burke,
2014:1). Throughout the research process, I was conscious of the biasness that may result
from my positionality as a female Mosotho! and my rural upbringing. I grew up in the rural

lowland village of Berea district. I have also consciously reflected on the influence of my

! Mosotho — a citizen of Lesotho
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employment with the US Peace Corps whose mission is the eradication of all forms of

discrimination and equitable access to social justice.

My own life history includes the experience of my brother who became the first matriculant in
the whole of the Ha Ntsuba area in Lekokoaneng which is made up of four villages. I also
became the first diploma holder in the area. My family has been recognised in our village and
the sourrounding communities as elite and educated. The entirety of my study; the
assumptions and the lessons learned from my thesis have relied in part on how my life history
and experiences have shaped my positionality as a researcher and my motivation to do the
research. But my life history also, I hope, gives me insights into the stories told by the herders
in a way that enriches the data analysis because I am familiar with the geography and
circumstances which have affected their lives. My positionality is reflected on in more detail

in Chapter 4 in relation to the study’s methodology.

1.9 CONCLUSION

This chapter has introduced the policy environment globally and at the national context. The
former discussed the international context and frameworks which informed the development
of the local education policies of the countries which have ratified them, Lesotho being one of
them. Under the national context the discussion revolved around the existing national policies
of Lesotho and the existing gaps towards the realisation of education as binding. A short
narration was also given of the history of education in Lesotho, tracing it back from the
traditional provision up to the modern day conventional system and highlighting the
transformation introduced by the missionaries in the education system of Lesotho. Throughout
the chapter it was emphasised that females in Lesotho are more educated than males; the
reason being that culturally, it is regarded as more important for males to look after the

animals than go to school.

In order to guide the remainder of this thesis, the section below provides a guided tour of how

the chapters have been divided and the content that will be covered in each chapter.
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1.10 DIVISION OF THE CHAPTERS
The thesis is divided into the following chapters in order to achieve the stated study
objectives.

Chapter 1

This is the scene setting chapter which introduces the policy context both at the international

and national levels.
Chapter 2

Chapter 2 presents the literature review on the differences of herding in India and in Africa. It

further presents the differences between Basotho herders, the Maasai and Botswana herders.
Chapter 3

This chapter discusses the theoretical frameworks that guided the study. The theory chapter
covers the following: identity; subjectivity; African perspective on identity, issues relating to
gender masculinities and indigenous knowledge. It also introduces the concept of social

capital and its relationship to other forms of capital.
Chapter 4

In Chapter 4, I present the research methodology and design. This is a qualitative study which
follows the narrative life history approach. The study applied the interpretivist research

paradigm.
Chapter 5

In this chapter, I have summarised the narrative life histories of the herders who participated
in my study. The main sub themes discussed under this chapter are as follows: the life history

approach and Basotho herders’ ambitions.
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Chapter 6

Chapter 6 analyses the findings which reflect patterns of public identity images from both the
herders’ and the education service providers’ perspectives. The main sub-headings discussed

under this chapter are: culture, masculinity and othering.
Chapter 7

The chapter analyses the findings on the patterns of more private identity positions, as
articulated by the herders. The main themes discussed under this chapter are: inner sense of

self, freedom to be and social capital.
Chapter 8

In this chapter, I present the findings on indigenous knowledge; how the herders acquire
knowledge and how they use it for economic empowerment. It also identifies some of the
herder recommendations for the kind of education they would like to pursue that would

recognise their herding status.
Chapter 9

This chapter presents the study’s conclusions and recommendations for NFE policy reform

and for future studies.
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CHAPTER 2: LITERATURE REVIEW

2.0 INTRODUCTION

In this chapter, I engage with the literature review that helped me understand the history of
herding and the prevailing issues regarding access to education, in order to identify some best
practice models to inform non-formal education in Lesotho and to identify gaps in the
literature which my study hopes to fill. The literature review addresses the following research

questions:

1. What are the educational life histories of adult male herders in
Lesotho?

2. How are their multiple identities (subjectivities) as herders
constructed and how do these constructed identities influence their
educational needs?

3. How have the herders applied IK gained through their life histories to
advance their livelihoods?

4. How could these life history experiences inform Lesotho’s non-

formal education policy for adult herders in Lesotho?

The outline of the chapter is as follows. It begins by reviewing the history of herding in India
and Africa. The chapter then discusses the studies of Indian and African herders with a focus
on the Maasai pastoralists, Batswana and Basotho herders. I then present an analysis of
existing literature on the educational life histories of Basotho herders, commonly known as

balisana, and their life ambitions.

The above sections are followed by a review of non-formal education which is currently the
main form of educational provision for herders. Under the non-formal education section, I
discuss the following topics: its definition, the history of its purpose, distance education, the

NFE provision in Lesotho and the role of NFE in providing learning opportunities for the
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herders. The chapter then discusses the concept of empowerment as it relates to Basotho

herders.

The chapter starts with a review of literature on the history of herding both in India and Africa

as a baseline to inform this study of herders in Lesotho.

2.1 HISTORY OF HERDING: INDIA AND AFRICA

Although, herding seems to be a common practice both in India and in Africa, studies that
document the history of herding are relatively limited. In the following sections I discuss the
literature on herders from these two continents. The descriptions of herding and pastoralism as
embedded practices on these continents also highlight a concern for NFE provision that would

cater for their lifestyles.

In Chapter 1, I mentioned that herding is not a new phenomenon. Literature from both
international and local studies highlight how herding in Lesotho prevents males from
attending school (e.g. US Labor Department, 2011; Lefoka 2007; Mahe, 2009; Makoa &
Zwilling, 2005). Chapter 1 also talks about the need for education provision for the herders as
an empowerment enabler which is affirmed in UNESCO (2010:76) under goal three of the

Dakar Framework for Action as stated below:

Dakar Framework for Action Goal 3: Ensuring that the learning needs of all young people
and adults are met through equitable access to appropriate learning and life-skills
programmes.

Before I discuss the literature on herding I present the definitions of a herdboy and a
pastoralist. The Collins English Dictionary (1994) defines a herdboy as someone who looks
after the animals in an open veld and a herder as responsible for looking after the animals.
Pastoralists are defined as livestock keepers living in remote and dry areas in search of
pastures for the livestock (IFAD, 2008). In this study, the words herder, herdboy and
pastoralist are used interchangeably because the nature of the job is similar. The following

section briefly reviews pastoralism in India, as outlined by Dyer (2014).
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2.1.1 India

Dyer (2014) has produced a recent publication about the herders in India. Her study discusses
two pastoral groups from India, namely the Rabaris and the Maldhari. Dyer’s definition of

pastoralists is as follows:

Pastoralists are livestock keepers who adopt varying patterns of mobility to identify and
exploit the natural resources on which their herds thrive. Movement is flexible and
responsive to animal requirements, rather than a defining feature of a particular kind of
‘nomad’ which is erroneously suggested in the essentialising typology of nomadic, semi-
nomadic, transhumant, [sic] etc. commonly used in education discourses (2010:267).

Dyer (2010)’s definition argues that pastoralism is a process that takes place systemically
through movement patterns that seek pastures for the livestock. The ‘nomadic’ nature of the
job is defined in terms of movement in search of pastureland, which places the wellbeing of
the livestock at the core. According to Dyer, the history of the Rabaris dates back to 708 AD
when there was an attempted invasion by Arabs against the Rabaris with the intention of
pressurising the Buddhists and the Hindus to become Islamic converts. As a result of this
invasion, the Rabaris migrated into Kachchh where they developed into two types of settlers:
those who are in bigger Rabari groups and those who have subdivided into smaller (Dyer,
2010). While they live a mobile life, they do not practice a uniform life-style. Some in the
smaller groups will be livestock owners while others practice a mixture of animal farming and
crop farming. The key distinguishing features of the Rabaris from other community members
are their dress code, their administration structure and their language. The other group that

Dyer has included in her study is the Maldhari as discussed below.

The Maldhari are said to be a minority sub-group of the Ter transli which dates back to 1920.
They are also herders who interestingly associate themselves very closely with their Hindu
God, Lord Krishna. This group exchange their animal waste matter with the neighbouring
communities for improvement of soil fertility and in turn gain access to the crop residues to

feed their animals (Dyer, 2014).
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Dyer,) highlights the existence of discrimination amongst the Indian pastoralists which
emanates from the general perception of the pastoralists as being backward. She advocates for
the adoption of a rights-based approach to education for its “legal and moral dimensions”
(Dyer, 2010:267) which can assure an eradication of discriminatory practices towards the
herders. In India for example, the adult pastoralists move along with their children and this
migration results in the children losing access to education. When they return home,
admission to schooling becomes difficult. Education is provided “through day [and] boarding
schools” (Dyer, 2010:307) which raises a critical concern that the provision does not

accommodate the needs and demands of the pastoralists.

2.1.2 Africa

In Africa, on the other hand, herding was introduced for commercial reasons, rather than for
religious reasons. The significant difference between herding in India and Africa is that the
Indian pastoralists live a mobile lifestyle while in Africa the movement is temporary because
in winter the herders come back home with the animals. In the African context, the review of
literature on herding practices explains that livestock herding was introduced to the continent
2000 years ago by the Hottentots who were originally from the North of Botswana. In some
literature, the domesticated livestock were first discovered in 1488 among the Khoikhoi in
Namaqualand, South Western Cape (Orton, Mitchell, Klein, Steele, & Horsburgh, 2013).
There are different opinions about how the first animals were domesticated in Africa. One
opinion is that the sheep were the first livestock brought into Africa (Sadr, 1998; Orton et al.,
2013). Others suggest that both sheep and goats were the first animals that were domesticated
in Africa by populations from the East which later led to the cross breeding of the African and
the Asian breeds (Pleurdeau et al., 2012). Grillo (2014) links pottery closely to the arrival of
livestock in Kenya where due to the mobile nature of the pastoralists, they used livestock to
carry raw materials for pottery which served as a complimentary livelihood source for the

mobile pastoralists during the dry seasons.
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In most African countries, such as Nigeria, Botswana, Tanzania, Kenya and Lesotho, the
literature states that the nature of herding practice is nomadic, similar to India’s case, for the
purpose of searching for pastures for the livestock (Ratau, 1988; Lawson et al., 2014; Seno &
Tome, 2013; Schlee & Shongolo, 2014; Kubuitsile, 2012).

For Africans, there are two main ways through which herding is practiced. For instance, in the
cases of Kenyans, Tanzanians and Basotho, herding is the male responsibility which they are
initiated into at an early age and whose practice is learned from the wisdom of the elderly
(Ratau, 1988; Kalavar, Buzinde, Melubo, & Simon, 2014). In Tanzania and Kenya, the
families move as a whole from one place to another (Kalavar et al., 2014), while in Botswana
the practice is slightly different. The herding practices by the Nigerian nomads and the Maasai
are different from that of the Batswana (Botswana citizens) and Basotho because the latter
herders do not roam around in search of pastures. The following section presents nomadic

herding in Nigeria.
Herding in Nigeria

In the case of Nigeria, the nomads are estimated at 9.3 million of the total population. Their
lifestyle is nomadic which involves movement with their livestock in search of pastures cited
in Aderinoye, Ojokheta, and Olojede (2007). The Nigerian nomads have been classified into
three main groups namely: the hunters/food gathers, itinerant fishermen and the
pastoralists/herdmen. As a result of their lifestyle, the nomads’ identity is closely linked to
their socio-economic and cultural disavantages which includes lack of access to the basic life
aminities, including basic education. Similar to the case of the pastoralists in India, the
nomadic herding greatly impacts on access to education for the nomadic children which has
resulted in 0.28% literacy among the nomads who have beneffitted from the formal education

provision (Aderinoye et al., 2007).

Herding in East Africa
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The Maasai are mainly found in the Eastern African countries of Kenya and Tanzania. Some
scholars have carried out studies that established the challenges which the Maasai experience
in their herding life (Seno & Tome, 2013; Schlee & Shongolo, 2014; Kalavar et al., 2014).
One challenge has come about because the government of Kenya introduced a land tenure
system in order to develop schools, and protect fauna and flora. This means that the land
which had previously been used for pastoral faming has extensively diminished. According to

Seno and Tome (2013:67):

This process involves the creation of more schools, clinics and water-collection points, and
villages that subsequently develop around them (Jacobs and Coppock, 1999). These
sedentary settlements, combined with land such as like [sic] wildlife-protection areas and
irrigated agriculture, decrease the mobility that is a necessary aspect of sustainable
pastoralism. With these land-use changes, pastoralist mobility and access to important
grazing areas have greatly decreased.

This strategic shift created a need to diversify from completely subsistence farming to an
inclusive farming approach. In Tanzania, in response to the challenges brought about by the
shift, more focus was diverted to tourism where Indigenous Knowledge was converted into
income which has become one of the greatest tourist attractions in Tanzania. The Maasai have
now embarked on catering for ‘heritage tourism’ which is defined as “traveling to experience
the places and activities that authentically represent the stories and people of the past and

present” (Kalavar et al., 2014:54). The Maasai conduct their business from cultural bomas:

The cultural bomas are typically pseudo Maasai villages that allow tourists a glimpse of
Maasai life without intruding into private dwellings. Here, they perform traditional dances,
sing specific songs, stage rite-of passage ceremonies, mock battle games, show how they
make butter or draw blood from their cattle, and sell traditional handicrafts and ornaments
to tourists (Kalavar et al., 2014:55).

In other words, while preserving some of the salient aspects of their personal lives, the
Tanzanian Maasai take the opportunity to share part of the non-sensitive cultural values with
the tourists as a source of income. A similar practice will be seen in the subsequent chapters of
my study where Basotho herders have adopted these strategies to a limited extent. This

practice according to Kalavar et al., has changed the Maasai’s perspective of personal respect
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where in the past, age was a determinant for respect, but nowadays, money is the key

determinant of respect.

Another recurring challenge mentioned amongst the Maasai, in view of the remote nature of
their nomadic life, is lack of access to social services such as education and health (Lawson et
al., 2014). These concerns are supported by Hearn (2011) who argues that the intellectual

capability of the Maasai supersedes their lack of education.

In one study conducted by Hearn (2011) it was revealed that the Maasai had learned many
lessons through interacting with their environment. In order to get much more information and
to generate an interest in the Maasai about the topic studied, he gave the herders cameras and

taught them how to use them to capture the issues that mattered most to their lives.

Hearn then uploaded the pictures onto a laptop and a communication that explained the
importance of the picture to the Maasai, was added. Through this approach, the researchers
were able to create a better understanding of how deeply ingrained the importance of animals
in the Maasai culture is. Amazingly, one of the findings of this study was the high prevalence
of deadly parasitic ticks, which the Maasai documented as harmful to their herds. When asked
how they got the knowledge, the researcher found that it had been passed on from generation
to generation. Despite their low level of literacy, the Maasai knew their herds very well and

what ailments they suffered from.

The two important messages from this study were that, for the Maasai, the cattle were not just
a mere commodity; and that the Maasai have adapted very well to modern circumstances and
are knowledgeable about raising their herds under the harsh environmental conditions in
which they live (Hearn, 2011). The research methodology adopted by Hearn provided insights
into how I could conduct my study bearing in mind the possibility of the low literacy levels of
the herders. For instance, from this story, it is evident that despite their low literacy level, the
Maasai are highly knowledgeable, and appear to have a strong, positive identity in their
context that helps them to cope in the difficult conditions they live in. They seem to use what
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skills they acquire to solve the life problems they encounter. My study sought to find out to
what extent the Basotho herders used similar forms of knowledge and whether their own
identities were equally positive. The following section explores existing literature on the
history of herding in Lesotho, prior to discussing what has been published in relation to

Basotho herder life histories.

Herding in Botswana

For Batswana the land is compartmentalised by the chief “into three homes to accommodate
the family’s activities ... a village home, plough fields (masimo) and the cattle post home
(morake)” (Kubuitsile, 2012:23). However, recent studies reveal that the land tenure system in
Botswana has changed from the traditional system where land was allocated by the chiefs. In
1968, this traditional system was replaced by the Tribal Land Act which placed the
responsibility of allocating land into the hands of the Land Boards (Mosalagae & Mogotsi,
2013). Mosalagae and Mogotsi opine that the change has impacted on the livestock

reproduction because, before 1968, more births were reported with the traditional system.

Molefhe and others also talk about how Batswana value livestock as an important livelihood
asset to the rural economy and that they keep them in large numbers which are ‘rarely sold’
(Molethe, 2013; Mosalagae & Mogotsi, 2013). Molethe explains this by quoting a
conversation he witnessed between a girl and an old man. The girl persuaded the old man to
sell a cow and the response came out negatively as follows: “Ka e tlhoka, ka tlhoka boroko, ka
nna nayo ka nna ka bo tlhoka” which translates as with or without a cow, one gets no sleep
Molefhe (2013:7). The old man compares the similarities in sleeplessness where the worry of

having livestock feels as bad as the worry of having none.

From these discussions, it becomes apparent that there is a high value attached to livestock in
Africa. Livestock is a valuable asset for Batswana and cattle are kept in large numbers.
Molethe (2013) further states that, in Batswana culture, the number of livestock owned

equates with wealth and this makes it very difficult for a family to sell an animal even if there
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is a pressing family need. Batswana experienced challenges as a result of the changing land
tenure system as was the case in India, Kenya and Tanzania. This shift affected the

pasturelands in India, Kenya, Tanzania and Botswana.

Historically, livestock in the African context has also had a power status for the livestock
owners, so much so, that those who had many livestock subjected those with fewer animals to
violence. In the end, upon defeat, the minorities would commit suicide (Chu, Rivera, &
Loftin, 2000). Elements of that violent lifestyle still prevail today. As will be seen in the

findings of this study, bravery is still a desired characteristic to be nurtured among herders.

In addition to the way Batswana herding practices have been described, there have been
studies on how Maasai herders operate in East Africa. These two herding practices relate most

closely to those of Lesotho, although there are still some differences.

Herding in Lesotho

Livestock herding in Lesotho was first introduced by the Bushmen (Baroa) in the late Stone
Age (Gill, 1993). The Bushmen were nomadic hunters who moved from one place to the other
in search of game. Other settlers who owned cattle were the three Nguni-speaking groups of
Amazizi later known as Maphetla, which translates as ‘pioneers’ who migrated from the
Tugela area and settled in the lowlands of Maseru in the mid-17th century. Upon their arrival,
the Ngunis established good relationships with Baroa due to a shared herding experience.

Maphetla were joined by Mapolane and Baphuthi in the late 17th century.

In 1822, Lepoqo, the son of Mokhachane was inaugurated the King of Basotho at the age of
34 years and he was re-named Moshoeshoe I. During his reign Moshoeshoe I lived in
Menkhoaneng in Butha-Buthe district. Ambrose (1993) states that in 1824, King Moshoeshoe
I migrated to Thaba-Bosiu. On arrival in Thaba-Bosiu, King Moshoeshoe I discovered that the
Bushmen had settled in the mountain of Qoaling, within a Skm radius from the current
Maseru, the capital town of Lesotho. Ambrose further relates that King Moshoeshoe I

entrusted the Bushmen with some of his cattle as a strategy to reinforce a more stable life.
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However they migrated with his cattle to the Maloti Mountains of Lesotho without the King’s

consent.

Since the arrival of the Ngunis, most Basotho men have been initiated into the herding
practice from a very young age and the role has since been passed on to the boys by their
fathers. Contemporary Basotho men’s life reportedly still revolves around this tradition. This
is further alluded to by Wells (1994:24) who emphasised the significant role attached to
livestock by Basotho as part of a lifelong tradition:

Life for men, revolved around cattle-herding ... The central place of the cattle kraal in [the
village] indicates the economic and symbolic importance of cattle in [Basotho culture] ...
Through the system of mafisa, the chief loaned cattle to his followers enabling less
fortunate members of the village to marry and raise children.

The herding practice in Lesotho is similar to that of Batswana in that the herders (balisana)
either commute daily from home to the grazing lands or relocate from the village homes
(motseng) to the cattle post (meraka or motebo) where they may stay for some time (Makoa &
Zwilling, 2005; Ratau, 1988; Nthunya, 1996). Due to the adverse climate in Lesotho, the
meraka have been divided into summer and winter cattle posts where the former are located
high up in the mountains and the latter are located closer to motseng for ease of access in

cases of heavy winter snowfalls (Pitikoe, 2012).

Seemingly, Basotho culturally share a similar emotional attachment to livestock with the
Batswana, particularly with cattle. While for Batswana cattle are equated to wealth, in
Basotho culture cattle are associated with wealth and power. This is expressed by a common
Sesotho proverb that equates cattle to a special God: a cow is the God with a watery nose
(khomo ke molimo o nko e metsi). In other words, ownership of cattle resembles power and

supernatural recognition closely related to God.

From the discussions presented above, there are similarities emerging from India and Africa in
relation to the herders’ lack of access to education. It will also be seen that Dyer’s description

of discrimination towards Indian pastoralists is reflected in the Basotho herders’ own stories.
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While it is acknowledged that herding is an old culture that has been practiced by Basotho for
many decades (Mohasi, 2006), in my study I wanted to see whether there have been any
changes since the introduction of free primary education and whether herding and educational
experiences differ across the different geographical zones. The existing literature on the life
histories of individual herders is generally not of an academic nature. It tends to be generally
descriptive and not theorised. Nevertheless it provides a point of comparison with my own

study for exploring who the herders are and how they identify themselves.

2.2 HERDERS’ LIFE HISTORIES AND AMBITIONS

The majority of the literature reveals the life histories of Basotho herders told in the form of
individual stories. Some typical examples are by Rayner (2010); Makoa and Zwilling (2005);
and Mahe (2009). This section presents stories about Mojalefa Makepe, Motlalepula
Salemane, Julius Matsoso, and Thabo Makoa. They are discussed particularly in relation to
how their experiences shaped their identities. These stories cover the starting age at which
each of these herders assumed their herding role, the challenges that they came across while
doing their job and their coping mechanisms, how they identify themselves and their

educational backgrounds.

These stories reflect the backgrounds of many Basotho males. Rayner (2010) documented
stories of three herders: Mojalefa who started looking after the animals at a very young age;
Motlalepula who dropped out of high school; and Matsoso a former herder, helping other

herders to learn.

Makoa and Zwilling (2005) construct a collaborative story, in which Zwilling, an expatriate

who had befriended a former herder Thabo Makoa documents on paper the herder’s narration.

The story of Thabo Makoa shows how, in spite of lack of schooling, he took an opportunity,
with the assistance of the expatriate, to further his studies until he attained a vocational
education and ended up being an instructor in one of the vocational training institutes of

Lesotho. This exposure further opened doors for him to visit the expatriate abroad.
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Rayner (2010) highlights that the nature of herding means that young males are deprived of
education about life skills and sexually transmitted diseases even though they are likely to
engage in sexual practices from as early as 12 or 14. However, access to data on the herders
regarding their Voluntary Counselling and Testing (VCT) attendance is not easy because the

patients are not categorised by their profession.

In the second story, Rayner (2010) presents Motlalepula Mohapinyane as a 16 year old

teenager who hails from Thaba Bosiu Ha Khoabane in Maseru.

Motlalepula has been looking after his family’s livestock since 2007. This new responsibility
followed his dropping out of school in Form B, the equivalent of Grade 8 in South Africa. His
knowledge about HIV and AIDS and Voluntary Counselling and Testing (VCT) was very
limited. Despite the fact that he confirmed that he had attended one HIV and AIDS awareness
campaign at the clinic, the opportunity to get tested has not presented itself. He had developed
a notion that the non-herding adults were placed in a better position for access to social
services: “I haven’t had time to go because of the animals, and my father will not allow me to

leave the herd” (Rayner, 2010:1).

Thabo and Motlalepula did not have the same background in life. Thabo had assumed his late
father’s provider role, as is expected in Basotho culture by virtue of being a male in his
family. He was required to assume this role at the very tender age of three years at the expense
of his basic right of access to education. Motlalepula on the other hand talked about the bias of
Lesotho’s service provision. In his view, non-herding adults are given preference over herding
children when it comes to access to social services including education. The story of
Motlalepula not only opens one’s eyes to the need for boys to be educated, it also emphasises
the need for a curriculum that includes recognition of their lifestyles and of the educational

content that would most benefit them, irrespective of their age.

Different writers identify that, from the life stories of the herders, there are at least two main
literacy levels amongst the herders: one of complete illiteracy and one of dropping out of
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school with some literacy (Rayner, 2010; Makoa & Zwilling, 2005; Mahe, 2009). The
literature also reveals that most of them had very difficult beginnings in education (Makoa &
Zwilling, 2005; Mahe, 2009). Irrespective of their literacy levels, the herders highlighted that
they do have ambitions in life. This reflects in the third documented story which was written

by Mahe (2009) about Julius Matsoso Majoro who was aged 32 at the time of publication.

The highlight of Matsoso’s story is that he was a former herder who had become a teacher in
one of the NFE night schools. Julius’ experience as a former herder developed an undying
compassion in him for the herders and he emphasises the ill-treatment that he experienced
from the livestock owners during his herding days. He went on to express the compassion he
felt when he realized as an adult that some of the herders lacked both literacy and numeracy
skills, the latter being crucial for monitoring the livestock (Mahe, 2009). Stories like Julius’s
inform the basis of this research study as they illustrate the ambitions and concerns of the

herders to move to higher levels in their lives.

By virtue of being male, the herders in the stories shared the fantasies they had and how they
admired ‘girls’. The older ones started talking about marriage and particularly the kind of girl
they planned to marry and how they would like to raise their children (Ratau, 1988; Makoa &
Zwilling, 2005; Pitikoe, 2012). For the most part, in these studies, they would like to marry
someone who is educated and possibly has a recognised profession. They also would like their
children to attain some form of education so that they did not end up looking after the animals

for their entire lives.

Nevertheless, some of the herders still preferred that their sons must have some herding
exposure and keep a few animals before getting married, while of course attaining some
education (Pitikoe, 2012). The nature of these ambitions and the duality of their interest in
herding and education would benefit from closer scrutiny in order to make suitable

recommendations for adult learners, including young adults.
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Some of the herders would like to work in the South African mines as they believe that they
could get a lot of money to start their families. The literature also revealed that some herders
like to engage in small projects such as poultry, for instance keeping broilers for income
generation (Pitikoe, 2012). What is lacking in these studies though is a theoretical analysis of
how the herder identities have developed in the Lesotho context or a detailed discussion of the
different kinds of income generating activities that the herders engage in or aspire to engage
in, using the indigenous knowledge that they had acquired from their herding experience.
Instead, the readers are simply made aware that one of their dreams is to own assets such as

big houses and cars (Makoa & Zwilling, 2005).

The herders’ life histories present a strong sense of resentment of the treatment they are
subjected to by the public. For instance, Thabo presents his experience as a hired herder
through a critical reflection on the emotional and physical abuse he endured from his boss.
This unveils the challenges that the herders experience in relation to their public identities that
did not make it easy for them to fit into the normal education system. My assumption in this
study is that a more in-depth analysis of the herders’ identities would reveal how these

challenges of ‘fitting in’ could be addressed.

In Lesotho, high rates of illiteracy are found among the herders, because families often
prioritise herding over education due to poverty. Such was the case of Thabo Makoa. When he
was only six years, his mother had to find a livestock owner who could hire him so that his
earnings could provide food for his home. This was done regardless of the fact that he had
never been away from his mother nor spent a long day out without any food. As a result of the
education system in Lesotho not being legally binding, Thabo started working before he had
ever been to school. This means his social role as a male to provide for his family was

prioritised over his educational entitlement.

The parents and the livestock owners have a choice to either take the boy out of school to look

after the animals or to let him not attend school completely. In Lesotho, most of the herders

46



who have an opportunity to attend school have benefitted from the other possible system (ko
chenchisa) where the herders attend classes on alternate days (Ratau, 1988). A herd boy
would go to school on Mondays and skip Tuesday to attend to the cattle, giving another herder
a chance to also attend classes. Upon arrival from school, the herder would go out herding and
the obligation would be for this herder to orient the other herder who would be attending
classes, on what had been taught that day. This routine continues for the entirety of the year.
The system has its own challenges, such as inconsistent attendance coupled with lack of study
time. The herders often perform poorly and most of them drop out of school (Ratau, 1988).
These Lesotho stories suggest that the non-formal education policy of Lesotho would benefit
from a closer understanding of the needs and circumstances of the herders for curriculum
development purposes. Setoi (2012) argues for the need for Lesotho’s NFE system to take a
more holistic approach towards its learners so that they can be efficient and effective members

of the society.

My study seeks to have a better understanding of the herders, through examining their life
histories, to find out how these experiences have shaped their identities and their future
ambitions in order to tailor non-formal education provision more appropriately. The following
section will discuss the concept of non-formal education as an alternative form of education

offered beyond the four walls of the classroom.

2.3 NON-FORMAL EDUCATION (NFE)

Many scholars assert that education provision is categorised into three main forms namely:
formal — the classroom type of education which usually has a fixed and linear curriculum,;
informal education — lifelong learning that happens through various life encounters; and non-
formal — education outside the classroom setting which is more likely to have a tailor made
curriculum for targeted groups of learners (Verduin & Clark, 1991; Rogers, 2014; Sevdalis &
Skoumios, 2014; Ziegler, Paulus, & Woodside, 2014).
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NFE provision is offered as a modification of the formal education system in terms of
curriculum and mode of access. One of the widely accepted definitions of NFE is by Coombs

et al., (1973 in Sevdalis & Skoumios, 2014:14) who define it as:

Any organized, systematic, educational activity carried on outside the framework of the
formal system to provide selected types of learning to particular subgroups in the
population, adults as well as children.

NFE generally is likely to be less structured than formal schooling. The emphasis for non-
formal provision is not only on making education universally available but on its ability to

extend the curriculum into job creation activities and development (Rogers, 2004).

UNESCO later elaborated on the above definition by contextualising it within the human
rights context. According to UNESCO (2006 in Preece, 2009:3), NFE is:

based on an integrated approach that takes into account all the factors influencing the
opportunities and life chances of different population groups, and the role played by
education systems themselves in the process of social inclusion and cohesion ... [it is]
learning embedded in planned, organised and sustained education activities that are outside
formal education institution [sic] responding to education needs for all persons of all ages.
The purpose of NFE is to provide alternative learning opportunities for those who do not
have access to formal schooling or need specific life skills and knowledge to overcome
different obstacles. Non-formal learning is also intentional from the learner’s point of
view, as opposed to incidental or random types of learning.

Preece (2009:4) highlights the core aspects of NFE as follows:

e Flexibility in one or more ways — delivery and curriculum
e Targets particular groups for particular purposes

e (an be designed to achieve a range of context specific outcomes beyond the statutory
provision

e The flexibility of NFE enables providers and implementer to progress at the pace of
communities and there are many different providers of NFE

e There is likely to be more emphasis on using locally available resources and
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e There is more emphasis on involving the community.

Carron and Carr-Hill (1991) identify four types of NFE. Firstly, paranormal education —
which provides the learners with a remedial education through evening or distance learning
classes — similar to the type offered by LDTC; secondly, popular education — a grassroots
initiative targeting the marginalised groups in a similar way to LANFE’s provision in Lesotho;
thirdly, education for personal development — market oriented and varying based on personal
training needs; and fourthly, education for professional development. Carron and Carr-Hill
(1991:21) describe these forms of education as; “relatively autonomous” from one another in

that they:

e Respond to different educational needs,

e Serve different clientele,

e Are organised by different educational agencies, and, above all,
e Have different relationships with the formal educational system.

However, the emphasis of NFE is on meeting the pressing needs of the learners (Israel, 2000;
Sevdalis & Skoumios, 2014; Yanchar & Hawkley, 2014). Since NFE is the most likely
provision available for adult herders, this section highlights some of the complexities

associated with NFE provision.

2.3.1 History of NFE’s purpose

NFE is seen as a remedial redress within the education family to meet the ever-growing
educational needs of the masses (Rogers, 2004). According to Rogers, the discussion on the
history and purpose of NFE can be traced back to the way policy ‘frameworks’ were
originally put in place for defining the educational needs of out-of-school children, youths and

adults.

One such is the ‘Framework of Deficit” which forms the basis for discussion on development

strategies for developing countries. This framework argues that the reason why
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underdeveloped countries are in their current state is internal rather than external. One of the
highlighted reasons is their uneducated and unskilled human resource. This situation is so
intense that it has trapped the people living in underdeveloped countries. In order for these
countries to be developed, according to the framework, there is a need to strengthen them in
two main areas: economy and skills building. Skills-building forms the basis of the
modernisation approach for development (Rogers, 2004). Education and training are therefore

seen as vehicles that can drive the development process forward.

Rogers’ modernisation approach, besides highlighting the improved techniques and skills
needed for development, also emphasises how increasing poverty levels amongst
underdeveloped countries have resulted in the escalating number of the unemployed human
resource. Hence people are unable to participate in development activities and are unable to

make informed decisions in their own countries.

Discussions on NFE in general commenced in about 1968 when it was seen as a powerful
development vehicle to address the modernisation agenda as a means to end the unmet
learning needs gap, of the poor rural people. The focus was on how NFE could provide a
particular kind of learning environment near to work places, could have a curriculum that was
responsive to the learning needs of the learners and which would give them practical skills to
address real life situations (Bock & Papagiannis, 1983; Rogers, 2004). The focus in Rogers

was also on the economic value and benefits that NFE could provide for its clientele.

It was seen as a realistic schooling alternative, as a way of providing new skills to the rural
communities, which allowed for open enrollment, and as an effective use of limited resources.
However, NFE is not without its critics and it not simple to define. Preece (2009:4) identifies
some of the criticisms as:

e Poor quality and monitoring

e The problem of harmonising a qualification framework between the two systems
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e Government arguments that there is no rationale for NFE when UPE is in place
e Lack of clear policy to guide NFE
e Negative social attitudes to NFE

e The tension between formalising NFE and then losing the very qualities of flexibility

and local responsiveness the non-formal provision caters for.

In spite of these concerns about quality, the story of Thabo Makoa in Lesotho reiterates the
need for NFE very well. He started his job before he even set his foot in a classroom. Since he
was still very young, he could not be sent to the cattle posts and had to look after a flock of
sheep. One of his responsibilities was to count the sheep every evening when they entered the
kraal. Unfortunately, he had never been to school and could not use the numbers to count the
sheep. Thabo nevertheless reiterates the enormous knowledge that herders acquire from
looking after the animals: “The life of the shepherds teaches you many things, it teaches you
how to manage” (Makoa & Zwilling, 2005:8). Thus he had to devise ways of knowing his
flock without physically counting them: “I can't count them, but I know with my eyes when

one is not there. I know each one of them” (Makoa & Zwilling, 2005:12).

Thabo Makoa further explained how he devised some means to do his job well by learning
basic numeracy informally. In his case, when the sheep came back from the veld he collected
as many stones as he could. Then for each sheep that entered the kraal, he dropped a stone.
After all the sheep have entered the kraal he would collect the stones and keep them safely.
The next evening he retrieved his stones and started that process all over again. If, after all the
sheep had entered the kraal, he still had some stones in his hand he would recount. If he still
got the same result them he would know that the remaining stones represented the missing

sheep.

Similar stories of informal learning are reported by Pitikoe (2012). If the herders had been
able to access NFE, this informal learning could have been supplemented with more universal

forms of literacy and numeracy. One way of improving the universality of education is
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through distance education, a form of NFE which has become popular around the world. Since
Lesotho provides NFE through a mixture of distance and face-to-face education it is worth
looking briefly at some literature definitions of distance education before describing the

Lesotho context.

2.3.1 Distance learning/education

This section reviews the historical background of distance education (DE) and how different
scholars define it. DE originates in Australia dating back to the 1900s with the establishment
of correspondence schools (Kritli, 2001; Castaneda, 2005). Castafieda opines that these were
followed by other developments such as the use of the radio as another method to impart

learning. It is also worth-noting that there has been an ongoing evolution in the field of DE.

Definition

Different scholars define DE differently. Some reflect on the negative connotation of the word
‘distance’ in that it already implies separation and autonomy from the onset, without prior
emotional preparedness on the part of the learner (Bayne, Gallagher, & Lamb, 2014). Some
perceive it as a situation or method that allows teaching and learning to take place (Portway &
Lane, 1994). Others define it as a collection of various study forms at all levels (Benson,
2004). A significant few, such as Garrison and Shale (1987), define it from the learner support
perspective with emphasis on establishing a two-way educational communication between the

learners and the instructors.

While these scholars have varied perspectives in their definitions, one thing that stands out for
DE is the separation of the learner in space and time. This has been outlined in one of the first
definitions of DE which came from Dohmen (1967). This definition looked at DE from its key
features: the use of media to cover long distance, division of labour, self-study, learning

material, learner supervision as well as student counselling. Dohmen’s definition is as follows:

[DE] (Fernstudium) is a systematically organized form of self-study in which student
counselling, the presentation of learning material and the securing and supervising of
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students’ success is carried out by a team of teachers, each of whom has responsibilities. It
is made possible at a distance by means of media which can cover long distances
(Dohmen, 1967:9).

What the definition implies is that the learner has an obligation to take control of the learning
process without relying on the face-to-face contact with the teacher. The role of the teacher in
this definition is seen more in terms of providing counselling support, learning materials and
supervision rather than direct instruction. Later developments in the definition of DE have
placed more emphasis on the teacher/learner separation and are concerned with material
quality as a teaching tool to ensure the effectiveness of the acquisition of learning by the

distant learner (Menconi, 2003; Chanthai, 2008; Andronic, 2014; Castafieda, 2005).

DE is characterised by the use of different media or telecommunication methods to facilitate
the learning process over a wider coverage (Garrison & Shale, 1987; Oladejo, 2014). The
world has turned into a global village through the use of such technology. My study focuses
on balisana, most of whom are in possession of cellular phones despite their low level of
literacy. It has been argued that there is potential in exploring the use of these ‘mobile’
devices on a broader scope that extends beyond just communication, to include delivery of

learning materials for the herders, as Vazquez-Cano (2014:1507) states:

The most important feature of new mobile phone technologies in the area of Education
occurs when, due to their portable natures and their abilities to promote additional learning
methods, learning continues beyond the classroom.

Some of the benefits of the distance learning mode are that it helps the learner to continue
learning without being restricted by those barriers that bar their participation in formal
education and it further opens doors for the learners to choose and negotiate the content to
study, the time they want to study and where they would prefer to learn from (Bock &
Papagiannis, 1983; Richard, 2000). Chanthai (2008:1) sums up the adaptability of DE as a
learning method that opens more access doors for the learners in the world of today, as

follows:
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Education has considerably increased beyond the traditional classroom setting.
Advancements in computer technology and public access to the internet have been used to
support any shortcoming of the traditional classroom setting. Due to the value of distance
learning, many learning institutions have adopted it as the next logical step in the
educational delivery systems.

From this statement it therefore goes without saying that given the nature of herding and the
lifestyle of the herders, DE has potential as a remedial measure that could counteract the

short-comings of the formal education system for ease of access to balisana in Lesotho.

Thabo, for instance ultimately secured employment with the family of his biographer
Zwilling, helping them as a gardener. Through the interaction that he had with this family,
Thabo ended up enrolling in correspondence courses and attained a Form C certificate. This
certificate opened doors for him to enroll with the Leloaleng Technical Institute. Upon
graduation, he secured a job at the Mount Tabor High School. Stories like Thabo’s are
testimony that he did have his own inner ambitions regarding education. Despite the many
years of herding, Thabo was able and willing to exploit the opportunity that would enhance
his life. But without the significant support of the Zwilling family this would have been
unachievable. This study sought to find out whether significant others played a role in the
herders’ own life stories, ambitions and achievements with a view to considering whether
such significant others are a form of support that might be needed for NFE provision for the

herders.

One of the most recently developed evolutions in the field of DE is Open and Distance
Learning (ODL) which uses a combination of face-to-face and distance methods while DE is

offered purely as a distance learning method. Oladejo (2014:278) first defines DE as follows:

DE and training result from the technological separation of teacher and learner, which
frees the student from the necessity of travelling to a fixed place, at a fixed time, to meet a
fixed person, in order to be trained.

In this definition, learning does not rely on the physical presence of the learner and the

instructor in the same room. Instead technology can be used to mediate the content delivery to
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accommodate the distance in space and time between the learner and the tutor. Oladejo,
however, posits that ODL can be offered through four modes. First as the single mode: where
planning and allocation of resources are solely committed to DE provision. Second is the dual
mode: which combines both the face-to-face and the distance approaches. Third is the mixed
mode: which merges the conventional with the distance learning approach, and fourth is the
consortia mode: which involves an effective allocation and use of resources through the
formation of a consortium by different autonomous institutions who share the same vision and

goals.

The following section explores some examples of NFE provision for herders in different parts

of Africa which might help to inform NFE policy in Lesotho.

2.3.2  NFE and the provision of educational opportunities for herders

The reviewed literature on studies carried out by other authors on herders’ NFE experiences
and daily lifestyles, have highlighted the need for the curriculum to be related to the learning
needs of the herders. These issues are supported in recent case studies of early school leavers
from Uganda, Lesotho and Sudan (Krétli, 2001; Zeelen et al., 2010; GOL, 2000; Nyabanyaba,
2008).

Kritli (2001) presents some case studies of the Nigerian and Ethiopian herdboys’ education
that not only focused on promotion of basic numeracy and literacy, but also extended to
empowering the herders with new skills and knowledge that would enable them to do their job
better. The case study discussions argue that a high learner enrolment was due to the fact that
the content addressed their immediate learning needs. In Nigeria, for instance, the standard
curriculum was modified so that it made connections with the nomads’ background. For
example, Elementary Science was modified to include animal management and agricultural

science.
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The approach was designed on the premise that the herders were more fascinated with
learning the skills and knowledge that would result in empowering them to improve their

livestock production rather than merely focusing on basic numeracy and literacy skills.

In Ethiopia, Krétli (2001) emphasises that the programme played a significant role in bringing
about change to the lives of the nomadic pastoralists. It was perceived as a vehicle that could
bring about change in the beliefs and attitudes upheld by the Maasai community and that
could also introduce new forms of knowledge. Emphasis was on integrating traditional
methods and practices with modern ones. The Maasai herders were trained and upon
acquisition of the various skills that were applicable to their herding life, they integrated into
their communities and served as change agents who facilitated positive improvements in their

communities.

Looking at how these two programmes were designed, there were two elements that were
common to both. Firstly, they were designed so that they would add a significant value to the
work that the herders were already engaged in. Secondly, they were designed to empower the
herders and generate a significant interest to learn and sustain the newly acquired learning. In
these studies, emphasis was on the need for the curriculum to look at alternative livestock
projects and income generation skills to promote a learning environment that could possibly
enable the herders to be more economically empowered. It is therefore worth discussing the

concept of empowerment further in relation to the Basotho herders.
2.4 THE CONCEPT OF EMPOWERMENT AS IT RELATES TO BASOTHO

HERDERS

Debates on empowerment as a concept are on the rise. It is worth-mentioning that an
understanding of empowerment can vary depending on the angle from which it is looked at.
Some scholars emphasise the complex nature of empowerment which makes it difficult to

13

define due to its “many facets” (Pacho, 2012:xxii). Pacho defines empowerment as: “a
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psychological state, a sense of competence, control, and entitlement that allows people to

pursue concrete activities aimed at becoming more powerful”.

The definition above looks at empowerment from the cognitive point of view where the
competent state of mind facilitates empowerment so that the individual is enabled to control

and carry out meaningful activities for self-empowerment.

However, UNESCQO’s (2013:14) more encompassing definition of empowerment looks at it

from the education perspective. The definition is as follows:

Empowerment is a process of supporting people to become more aware of power
relationships and systems and understand that just and fair balances of power contribute to
more rewarding relationships, mutual understanding and increased solidarity.
Empowerment also means being better equipped to take control of your life, including
education.

In this definition, UNESCO emphasises that empowerment is a long term process focusing on
supporting individuals in the establishment of healthy support systems that promote the
equitable distribution of power and the control of life and education. Additionally, emphasis

on the crucial need for an enabling environment is made in order to enhance empowerment.

According to UNESCO, culture can act as a barrier for empowerment; so does lack of
education, among other barriers. Dyer echoes UNESCO (2013) by stating that people
empowerment is about absolute control and power sharing (Dyer, 2014). Dyer further argues
that empowerment is about the expansion of existing opportunities that can be enjoyed by
individuals as members of a society. Therefore, for empowerment to be fully implemented,

the need for capacity building is underscored.

In relation to the herders, empowerment is also linked to the black economic empowerment
concept. This concept was established during the post-apartheid era in South Africa with the
purpose of bridging the economy gap between the White people and Black people. The

premise behind the concept was to allow Black people to register their companies for
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consideration to apply for government tenders and improve their economic well-being
(Acemoglu, Gelb & Robinsons, 2007). This concept places strong emphasis on equity and the
decentralisation of the resources from the rich members of the society to the disadvantaged,

but potentially able, black members of the society (Gqubule & Brown, 2001).

In the context of Lesotho, the herders are disadvantaged but are potentially able, and therefore
suffer similar discrimination within their own country as do the black population of South
Africa. Issues of equity and decentralisation of resources therefore are, it could be argued,
similar for Basotho. Empowerment also includes being empowered with societal knowledge
such as HIV prevention. By virtue of their employment, the herders are out in the wilderness,
lonely, uninformed and illiterate with very scarce resources to obtain information on social
issues. This places them in the vulnerable position of easily being infected by HIV (Pitikoe,
2012; NAC, 2006; Monna ka Khomo Herdboys Association, 2009). This study seeks to
explore the education and lifestyle experiences of Basotho in more depth in order to address

some of these issues.

The role of NFE for Lesotho's herders, it has been argued, needs to focus on the provision of
the necessary skills, resources and responsibilities to start and manage their own income
generating projects (Preece et al., 2009). The projects have to be aimed at transforming their
lives from a marginalised state into a financially secure state. While the government of
Lesotho has recently incorporated vocational training skills in the LDTC programmes, the
challenge is the lack of financial support from the Ministry to take these skills to higher levels
(Pitikoe, 2012). The LDTC and LANFE, as stated in Chapter 1, are the main sources of
distance education in Lesotho. However, their efforts to provide education for economic
empowerment for the herders have so far been limited (Preece et al., 2009; Preece, Croome,

Ntene, & Ngozwana, 2011).

In the context of this study, the literature on herder stories has not explored in detail the

knowledge gained from their previous experiences and the potential impact of their life stories
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on their context-specific identity as a contribution to their educational needs for economic
empowerment. The focus of this study is on herder identities. Their identities as Basotho
herders present a challenge to providers as to how to cater for herders in relation to how they

identify the value of education and also how they relate to the wider Basotho society.

My study also sought to establish how the herding community accesses Indigenous
Knowledge. This will be discussed in Chapter 3, with a view to exploring how to make
recommendations for a potential learning curriculum that connects to where the herders are
coming from in terms of their sense of self; the potential identity conflicts and contradictions
in the Lesotho context; how to capitalise on what they already know; and how to make
education contribute more effectively to their ambitions and to their economic empowerment

as adults.

2.5 CONCLUSION

In this chapter, I have examined how the literature discussions have answered the research
questions of my study in order to identify the gaps that will pave the way for the findings
chapters. The first question is about Basotho herders’ educational life histories. The literature
discussion reveals a general lack of access to formal education by the herders. From the
literature, there were two levels of literacy that were discovered among balisana: complete
illiteracy and school drop-outs - despite the fact that basic numeracy comes in as an important
element of herding that enables the herders to monitor their livestock effectively. However,
the literature has not addressed how the herders may be supported in their efforts to obtain

NFE.

The second question is on the construction of herders’ identities and subjectivities and the
impact which these two concepts have on learning. The literature discussions reveal that there
is a general sense of resentment that the herders are subjected to by Basotho. Another issue
that was identified from the literature discussion was the way the herders value education

coupled with the way they relate to the wider society which could possibly have an
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implication for service provision amongst the herders. However, the assumption of my study
is that there is more to learn about the herders’ identity and how they interact. The existing
literature has not theorised how the identities of Basotho herders have been formed and have

developed over time.

The third question looks at how the acquired IK from herding is being used to empower the
herders economically. The literature findings reveal that there is indeed a significant amount
of IK which the herders acquire during herding. The literature also revealed that there has
been an inclusion of vocational education for the herders by the LDTC. However, the
financial support to this initiative has always been a barrier to effective implementation of the
herders’ vocational education. The literature has also not explored in depth how the acquired
knowledge from their herding experience has influenced the herders’ identity and contributed
to their educational needs and economic empowerment. Neither has the literature identified
their aspirations on the income generating activities that they would like to engage in, using

the IK which they have acquired from their herding experience.

The implications for NFE discussed in the literature include the need to develop programmes
that meet the needs of the herders and suit the herders’ lifestyles. Reference was made to the
herders’ NFE programmes that were designed in Nigeria and Ethopia where the focus
extended beyond basic numeracy and literacy into adding value to the herding life as well as
empowering the herders. The extent to which such programme designs could be relevant for a

Lesotho programme will be explored subsequent to discussion of this study’s findings.

Chapter 3 covers the theoretical frameworks guiding my study. The discussion revolves
around the following theories: identity, subjectivity, African perspective, gender masculinity
and IK. I also discuss the four capital theories that emerged from the data analysis process:
social, human, cultural and economic capital theories. These theories are a resource to enable

me to theorise and understand the herders’ stories in more depth.
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CHAPTER 3: THEORETICAL FRAME-WORK

3.0 INTRODUCTION

This chapter introduces the theoretical framework that guided my study. My study has used
theories of identity and subjectivity and the concept of Indigenous Knowledge. I also discuss
the four theories of capital: human, social, cultural and economic. These capital theories were

not initially part of my theoretical framework but emerged during the data analysis process.

Subjectivity is included because it is a more complex way of looking at identity in terms of
power relations and the role of society in ‘gendering’ human beings (Alsop, Fitzsimons, &
Lennon, 2002). It focuses on the influence that the internal discourses - beliefs, expressions
and behaviour (Metzinger, 2010) - have on an individual’s sense of self and possibly multiple

and contradictory identities.

The chapter also presents a discussion on gender with a particular focus on masculinity. The
hegemonic nature of masculinity becomes central to the discussion especially in relation to
power and dominance as argued in Morojele (2009, 2011a, 2011b), Alsop et al., (2002), and
Bowl, Robert, Leany, Ferguson, and Gage, (2012).

The distinctive notion of ‘collectiveness’ among Africans is discussed in relation to how it
influences the shaping of identity amongst the Africans as posited by Lekoko and Modise
(2011), Carson (2009), and Kumah-Abiwu and Ochwa-Echel (2013). Finally, I discuss
literature that theorises Indigenous Knowledge. Under IK the discussion includes definitions
by different scholars, its characteristics, and the use of indigenous plants and herbs for
medicinal and nutritional purposes in Africa (Busingye, 2011; Nyiraruhimbi, 2012;
Ngozwana, 2014). I also look at the value attached to the indigenous plants and herbs in the

African context, followed by critiques of the IK theory and its relevance to the study.

The theories used in this study create an opportunity to obtain a deeper understanding of the
herders’ multiple identities; how they perceive themselves as Basotho herders and males in
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Basotho culture and how they are perceived by wider society. I now move on to discuss

identity theory.

3.1 IDENTITY THEORY: HISTORY AND DEFINITIONS

There are different theoretical perspectives about identity and subjectivity. From the works of
William James and other pragmatists, identity was recognised as a concept. In their view they
define the identity concept as comprising two key elements namely the ‘I’ and the ‘Me’. The
“I’’ defines the personal perspective through which individuals see themselves while the
“Me” informs the learning about the self, according to how others see the self (Tennant,

2012:6). The ‘I’ becomes the knower and the ‘Me’ becomes the object.

Identity as a term emerged from the works of Sheldon Stryker who defines identity as the
“internalized designation” (Burke & Stets, 2009:25) of the self. The modern day articulation
of identity theory results from the works of Stryker in 1968 who explored the concept of
identity as a sociological theory (Stryker, 1968; Stryker & Burke, 2000). Today the theory is
used by academics to broadly recognise the existing relationships between a multi-layered
notion of identity and the social structure in which it exists and functions (Burke, 1991; Burke

& Reitzes, 1991; Turner, 1978).

3.1.1  Definition of identity

Gee (2001:99) defines identity as: “being recognized as a certain kind of person, in a given
context”. This means identity can be influenced by how the individual interacts within an
environment which that individual is in and which is associated with a certain label. For
instance one may be labelled a terrorist, freedom fighter etc. depending on the interaction one

has with the group.

Sorell and Montgomery (2009) view identity from the perspective of Erikson’s theory which

traces identity from its development stage. Sorell and Montgomery talk about the
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contradictions that the self engages in during identity construction and the role played by trust

and dependability of the desired other in influencing the shaping of identity.

Keba (2010:13) defines identity from Charles Taylor’s individualist perspective. The
argument suggests that the debate on identity has “not [been] given an adequate philosophical
explication”. Keba argues that Taylor’s perception of identity as a dialogical self, as an
interpretation that involves the society and not only the individual, best describes the

construction of identity. Identity is thus defined as:

To know who I am is a species of knowing where I stand. My identity is defined by the
commitments and identifications which provide the frame or horizon within which I can
try to determine from case to case what is good, or valuable, or what is or ought to be
done, or what I endorse or oppose. In other words, it is the horizon within which I am
capable of taking a stand (Keba, 2010:14).

From this definition, it can be surmised that the construction of identity is multi-layered. The
way individuals identify themselves is motivated by the psycho-social attributes and values of
the self. In these situations the self-perception becomes the most dominant influence on how
an individual expresses thoughts, intentions, actions and beliefs in everyday life. This
definition relates to the herders in that they operate within a framework that endorses their

multiple identities as male Basotho and as members of the herding community.

There is still a disagreement amongst the identity theorists regarding how to analyse people’s
social attributes in relation to behavioural expectations. Some examples include viewing them
as identities (Burke, 1991), as effects on identities (Thoits, 1991), or as social structural

features that inspire identity commitment (Stryker & Serpe, 1982).

The general consensus reached on the key characteristics of identity theory, is that identity is
shaped by socialisation that is linked to the nature and importance of the individual’s societal
role (Hogg, Terry, & White, 1995). Different academic scholars define identity in terms of the

self-images which are perceived on the bases of where an individual is and where the
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individual wants to go in future with life (Lappegard, 2007; Tennant, 2012). The following

section explores these self-images further.

3.1.2  Self-identity

Watson defines self-identity by citing Giddens’ reference to “continuity (across time and
space) as interpreted reflexively by the agent” (Watson, 2008:125). This means self-identity is
a dynamic process modified over time and space. In the preceding section on identity
definition, I highlighted that Keba (2010) claims that identity is a result of the dialogue

between the self and the society in the construction of identity.

According to Keba (2010:16) individuals tend to identify themselves based on their social
engagements in the real world and those engagements are “colouring the self in ideas and
ideals”. This perspective is captured by other scholars who suggest that self-identity is an
innate perception which is created by the self, consciously about the self to the self, but which

may not necessarily be accurate (Metzinger, 2010; Bowl et al., 2012; Weiler et al., 1999).

Keba opines that the self has to be accounted for based on the realities of the nature of the self
where the self is defined looking at the traits and values that it possesses. This notion is
echoed by highlighting the role of the self in identity construction, as to “bestow self-
consciousness” (De Munck, 2013:182). McHugh (2002:210 in De Munck, 2013:181) sums up

the role of the self as follows:

Considering the self as part of a system ... allows investigation of the relation of cultural
and social forces to selves in ways that are rich, intricate, and illuminating. These
perspectives challenge us to explore the relation of self-other boundaries to cultural
ideologies and political and economic systems not in abstract and general terms, but in
reference to the particulars of relationship and experience within which subjectivities are
forged.

In other words, the self is inextricably bound up with how the different parts of the self are
constructed through their interaction with society, but the different layers of interaction

ultimately result in multiple identities. In relation to this summary, Makoa and Zwilling
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(2005) make reference to the story of Thabo Makoa, a young man aged nineteen who began to
look for part-time or piece jobs to earn a living after many years as a herd boy. This was
despite his difficult up-bringing in the context of poverty and denial of educational
opportunities. This story ultimately reveals how Thabo Makoa ends up describing himself as

more capable than how society had regarded him during his herding days.

The pioneers of the identity theory view identities from the role perspective. In their view, the
role holds the pivotal position in the construction and definition of identity (Burke, 1980;
McCall & Simmons, 1978; Burke & Stets, 2009). Although the above literature suggests that
the self-image is not necessarily accurate for the herders, their self-image may be the only one
that gives them any sense of dignity. Of course, there are several self-images for the herders.
The ensuing chapters will reveal that there were several layers of self-identity among the
herders, some of which reflected their role in different societal contexts, but there were also

more private realities of the self which the herders identified with on an individual level.

3.1.3  Role identity

In Burke and Stets’ (2009:114) view, “a role is defined as a set of expectations tied to a social
position that guides people’s attitudes and behavior”. In other words, the role is dynamic and
socially constructed as it is closely linked to the specific social position. Hogg and Williams
(2000) define role identity as a product of how the self is identified in terms of the role of the

self and its membership in the social context.

For instance, an individual can occupy a social position of a parent, a pastor, a councillor etc.
Note has to be made that some social positions may be defined based on unique personal
interests in the society such as a soccer player, a dancer, a singer etc. Note also has to be made
of the close link created between the role and the social position in the definition of the role.

For instance, by virtue of being a parent one takes on guardianship and mentorship roles.

Simultaneously, with the definition of roles comes the establishment of boundaries where

issues of exclusion and inclusion come in and those boundaries contribute to the ‘fluid’
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networking among those positioned within the same role (Hirst & Humphrey, 2013). An
example is the herding position which closely ties in with the roles of looking after the
animals and protecting the animals from the predators. The environment under which herding
is carried out excludes the wider society but facilitates inclusion amongst the herders to

networking within the herding community.

3.14  Social identity

Different scholars define social identity in relation to group membership (Ashforth & Mael,
1989; Burke & Stets, 2009; Brown, 2000). Ashforth and Mael highlight the importance of
oneness in creating “belongingness” (Ashforth and Mael, 1989:21) in social identity. This
analysis looks at identity from three categories: group, race and nationality - each of which
reflects strong cohesion and a sense of belonging. In the Lesotho context a shepherd may
define himself as: a Mosotho herder; the shepherd from the Maluti Mountains; or a cattle post

herder. In all three definitions, this herder shares a strong bond with his group.

Burke and Stets (2009) describe identity based on how it is made up and how it functions. The
preceding sections identified three categories of identity as: person, role and social identity.
Table 2 below summarises the common features and differences between the three categories
of identity. The self reflects person identity where the unique self is the means for defining
person identity. The social positions relate to role identity where the social position is the
means of definition for the role identity. Social identity is where the social group becomes the

means of defining social identity.

In terms of self-reference, the person identity refers to the self in terms of ‘me’ where in my
study the ‘me’ refers to the public identity of the herders — the question being how do others
see me as a Mosotho herder which closely ties the herder identity to their herding role. The
‘we’ on the other hand defines the herders collectively — where the norms and values bind

them as members of their herder community.
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Table 2: _Defining features of person, role and social identities

Features Person Identity Role Identity Social Identity

Bases Individual self | Expectations tied to | Social group
concept social positions

Definition Meanings that define | Meanings tied to a | Meanings tied to
person as a unique | role social group
individual

Cognitive representation of | Identity standard Identity standard Prototype

Identity

Activation of identity Salience Salience Accessibility and fit

Behaviour Independent of others | Complementary to | Similar to others
others

Self-reference Me Me as role We

Verification outcome Authenticity Self-efficacy Self-worth

Social support

Social relationships are an important feature of family and community. DuBois et al. (2002)
posit that positive relationships promote a strong positive regard that strengthens the level of
adjustment into a socially desirable identity in any particular context. The literature on identity
and social support; points to the family and peers as the most important forms of social

support; (Para, 2008) where the family members’ roles are to build the person’s self-esteem

(Source: Burke and Stets, 2009.:129)

and act as role models for the individual.
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On the other hand, peer support opens up a variety of opportunities that influence the desired
attitudes related to the identity formation process (Para, 2008). For instance, in the African
culture, male children are inculcated with the responsibility to support their families, role-
modeling their fathers, brothers, uncles or their significant male others. But, of course, social
support can also become social pressure to conform in the form of social institutions. Sorell

and Montgomery (2009:101) argue that:

...parents, peers, intimate partners, and other members of a person’s social milieu are not
only individual participants in developmental processes, but also are carriers of powerful
societal and cultural messages. Cultural institutions, structures, and rules are transmitted to
and adopted or internalized by individuals through their participation in social
relationships.

Unfortunately, for some, this impacts on their opportunity to access education. For instance,
poor families with a male child would rather identify rich livestock owners to hire the boy
irrespective of age, so that the earnings can be used to support the family members (Makoa &
Zwilling, 2005). Nevertheless, identity is dynamic and contextual (Zingsheim, 2008; Hornsey,
2008; Korte, 2007) and is also influenced by the physical environment that one occupies.

Environment

Lappegard (2007) argues that the physical environment plays a role in shaping identity and the
self-perception. When an individual gets attached to a certain place, the self is identified with
that place. For example, Makoa and Zwilling (2005) explain how the herders spend most of
their time in the lonely, isolated mountain areas, looking after the animals and how the

hostility of the environment equips them with skills to design dangerous weapons for security.

Place

When an individual gets attached to a certain place, s/he identifies self with the place. Some
people identify themselves by the countries they come from, or by the city, village or
mountain. Some identify themselves with their workplaces, such as school, or hospital

(Lappegard, 2007). People develop feelings of attachment to the places that they are familiar
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with, either because they belong to those places or have a special relationship with such places
(Altman & Low, 1992; Lappegard, 2007). A place is defined as “a geographical space that has

acquired meaning as a result of a person’s interaction with the space” (Lappegard, 2007:3)

Similarly, the relationship between identity and place emanates from an individual’s holistic
interaction with the surrounding environment which results in shaping personal identity. The
social context also influences self identity construction. While it may be true that, generally,
the herders behave the same, there is a certain context-specific behaviour that may differ:
lowland herding may differ from highland herding as the two contexts may require different
coping mechanisms and their levels of access to services may also differ. Therefore, the social

context affects what and how people think and act.

Earlier on in this chapter, I mentioned that the study is guided by identity and subjectivity
theories. It is therefore important to identify the features of each of these theories and link

them to the study.

3.2 SUBJECTIVITY THEORY

Where does my sense of self come from? Was it made for me, or did it arise
spontaneously? How is it conditioned by the media I consume, the society I inhabit, the
politics I suffer and the desires that inspire me? ... Do I really know myself? (Mansfield,
2000:1).
Some identity theorists (such as Burke & Stets, 2009) only talk about identity. However the
notion of subjectivity is often used in relation to identity from the poststructuralist perspective
that focuses on issues of power and agency in relation to identity formation, particularly by

feminists such as Butler (1990). This section makes a distinction between identity and

subjectivity. It also highlights the role played by culture in the construction of subjectivity.

As noted earlier, the study is guided by subjectivity, identity and gender theories with
emphasis on masculinity. Different scholars have looked at subjectivity in different ways. For

some it refers to psychological and emotional aspects of an individual while some look at it
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from its collective nature of multiple identities which influence the way individuals learn how
to relate to the world (Weedon, 1987; Ortner, 2004). On the other hand, Winter (2011:53)
views subjectivity in terms of the subject’s relational sense of self. He looks at subjectivity as
a “question of how we can be or become a subject of action and responsibility” as a result of

our interactions with others.

Subjectivity theorists talk about the role of power in how people construct their multiple
selves in contexts and this is the main difference between the identity and subjectivity
theories. Chandler asserts on the notion of power by positioning his argument on Bourdieu’s
habitus theory. He posits that power influences the construction of subjectivity as a force that
unconsciously drives agents to adjust automatically to the needs of the situation or the context

they are in:

The power of the past constitutes the essential element of habitus. [Habitus is] The
dispositions learned both through bodily practice and through social categories [which]
allow agents to act without any strict conscious plan or calculation and to adjust,
automatically, to the needs of the situation (Chandler, 2013:471).

A useful summary of subjectivity is defined by Mansfield (2000:3) as:

An abstract or general principle that defines our separation into distinct selves and that
encourages us to imagine that, or simply helps us to understand why our interior lives
inevitably seem to involve other people, either as objects of need, desire and interest or as
necessary sharers of common experience.

It will be seen that the herders’ common experience of herding plays a distinctive part in their

formulation of their distinct selves.

The concept of discursive field has also been discussed as another way to help in providing a
better understanding of the existing “relationship between language, social institutions,
subjectivity and power” (Weedon, 1987:35). Language as an element of culture also plays a
role in the construction of subjectivity. De Cock (2015:11), for example, asserts that the use of

personal “pronouns and passive constructions” influence subjectivity. For instance in Sesotho
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(and many African languages) when you ask someone how they are, the reply is often ‘we’,

not ‘I’ — (ve teng, si khona, rea phela, siya phila etc)

Culture influences the construction of identity in that it can change the usual “meaning
making” and influence the learning and construct of subject identity (Merriam & Ntseane,
2008:194). Nonetheless, culture is influenced by the social context within which the self is
situated (Mansfield, 2000; Ortner, 2004). Mansfield (2001:vi) posits that “subjectivity is a
cultural theory in process. Whether the subject is political or personal, our ideas and

experience of being someone ...have been shaped by theory”.

Werbner (2002) refers to the notion of postcolonial subjectivities, which adds a further
dimension to the literature on subjectivities. This perspective reflects how globalisation and
African contexts impinge on subjectivities in terms of power and discourse (through external
influences) and how men in particular act out identities and the notion of the collective as a

strong form of identity in African cultures.

Subjectivity, however, is an ambiguous concept which is looked at from different levels, as is
evident from the above definitions. The concept of subjectivity focuses on the individual self
as the subject and the level of consciousness about the self (Metzinger, 2010). But in African

contexts it can be argued that the individual self is defined more as a collective concept.

3.3. THE AFRICAN PERSPECTIVE IN RELATION TO IDENTITY

The song ‘African’ was sung by the Jamaican singer, Peter Tosh in 1976. In his lyrics, Tosh
highlights the collectivism of the African’s identity as being peculiar to the African (Lekoko
& Modise, 2011). Instead of identifying themselves as unique individuals, the “we” concept is
what unites Africans: hence the Ubuntu concept in South Africa as a collective notion of

humanism (Caraccido & Mungai, 2009).

Another South African artist, Babzi Mlangeni, reinforces this notion in one of his songs

entitled motho ke motho ka batho bang which translates as “a person is a person through other
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people”. This is a common Sotho and Tswana proverb in southern Africa. In South Africa, the
same sentiments are reflected in the Zulu proverb umuntu ngumuntu ngabantu which also
emphasises the collective nature of the Africans. This I/we concept is also discussed in

relation to African traditions for learning (Lekoko & Modise, 2011).

Nyamnjoh (2002) talks about the collective African nature from the perspective of a child’s
up-bringing. Here the child is perceived as a communal property where the community
contributes to the upbringing of the child and later shares the successes and challenges of that
child. He also talks about how this communal up-bringing contributes to the construction of

the multiple identities of the African child.

Nyamnjoh cites a proverb from Cameroon that reiterates this African subjectivity perspective
“a child is one person’s, only in the womb” (2002:114). This proverb means that a parent can
only claim the sole ownership and control of their child before birth. Once the child is born,
the African perspective is that the child has to serve the interest of the parents and the society
at large at the expense of, or suppression of, his/her own interest. Merriam and Ntseane
(2008:187) reaffirm that the African culture includes in this collective identity “...ideas of
respect for human life, mutual help, generosity, cooperation, respect for older people ...

emphasis on awareness of others, promoting cooperation”.

Lekoko and Modise (2011) cite significant scholars who advocate the use of traditional
education for Africans (for example, Preece, 2009; Teffo, 2000). These scholars argue that
this education is context specific and adds an important value to the morals and beliefs of

Africans. In support of this notion, Preece (2009 in Lekoko & Modise, 2011:39) reiterates:

...such traditional education was ‘characterised by the goal to produce useful members of
society — educating for good character, health and knowledge about the community’s
history and beliefs’.
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Important as the traditional institutions have been, as vehicles for shaping the African identity
through good morals and values, they have also instilled gendered subjectivities in their

societies.

34  MASCULINITY IDENTITY

Connel (2002:10) defines gender as follows:

It is the structure of social relations that centers on the reproductive arena, and the set of
practices (governed by this structure) that bring reproductive distinctions between bodies
in social process. Therefore patterns of gender may differ strikingly from one cultural
context to another, but are still gender

This definition highlights the role played by the social relationships in defining the accepted
practices for both men and women which are socially constructed according to their
physiology. The definition suggests that gender roles are not standard; instead they are
socially constructed according to cultural contexts. Connell (2002) also notes how the sexual
differences between men and women inform the social divisions of labour between men and

women.

The home and the school play a role in defining masculinity and femininity. Mac an Ghaill
(1994:10) refers to them as institutions reinforcing “reflections of dominance and
subordination” between men and women. This is particularly relevant in a patriarchal society

such as Lesotho.

Mac an Ghaill (1994:2), in the context of the UK, argues that it is through schools that the
state places apparatuses that reinforce the “production of sex/gender subjectivities”. The
family forms the basis for learning the social gender roles which are fine-tuned and learned
further in schools and perpetuate future division of labour in the workplace, as stated in Mac
an Ghaill. For example, where males joined the workforce as “independent individuals of
reason, women were confined by their ‘nature’ to the domestic arena as the ‘dependents’ of

men” (Leathwood, 2013:135). This argument places a clear distinction between the two
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worlds: home, which is private; and waged work as the public arena within which men seem

fit to interact (McDowell, 1999).

Men and women learn their social gender roles or power and dominance, based on gender or
birth order from families and schools and this applies in all cultures (Mac an Ghaill, 1994;
Morojele, 2011a). Morojele (2009:689) makes an argument that for males in Lesotho, the
socially instituted expectation “based on birth order assumes that masculinity is an inherent
quality”. Morojele (2011b) asserts how the patriarchal hierarchy shapes access to education in
Lesotho and associated issues of power and dominance. Culturally, Basotho males,
irrespective of their low literacy levels, enjoy positions of power and decision-making both in
the family and in the society. Later on in the process of life, this perception has a bearing on
the construction of the male identity which extends to the manner in which they conduct

themselves within the school setting.

Makoa and Zwilling (2005:53) describe an example of gender power relations in action
among herders. One of the activities that the herders enjoy is chasing girls to make their love
proposal. Their attempts are not always successful because of their poor hygiene: “Girls don’t
speak to us because they say the shepherds do not wash, so they are dirty and they stink”. For
this reason the herders resort to aggressive behaviour and force the girls to speak to them or

even kiss them by force.

Morojele (2011a:678) states another instance of the use of power by the boys on girls where
being a ‘real man’ among Basotho is closely associated with a particular way of behaving. As
a result, boys are compelled to conform to these “hegemonic masculinities™ at the expense of
subjecting girls to both emotional and physical violence for fear of the repercussions that

come with non-conformity.

Basotho have identified some proverbs that allude to masculinity being associated with
toughness. One such identity is expressed through a common Sesotho proverb which
translates as ‘a male child is food for the vultures’ (ngoan’e motona ke kabeloa manong). This
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proverb signifies the toughness of the journey of life for a male who should be able to cope

with life without complaining.

Social construction through discourses and power relations is an important medium in
teaching children about themselves and about the socially accepted ways to develop
relationships. Much of these lessons are acquired through observing the actions of those
around them and the reward system that is allocated to the different socially appropriate
behaviours (Francis & Skelton, 2005). Social constructions of masculinity influence how
males feel about themselves. They are likely to conform to the perceived socially acceptable

behaviours defining masculinity and avoid those that are socially inappropriate.

Francis and Skelton (2005:127) mention how the “gendered traits” influence masculinity
identity in that caring is associated with a feminine attribute while aggression is attributed to
masculinity. This is demonstrated in the cultural upbringing of a Mosotho boy where older
men, whenever they felt like whipping someone, go to the veld, tell the herdboy (seqatana
majoana) and the boy is required to respond: Hase lleloe. This is a way of associating
masculinity with being tough. The literal translation means someone who sits on stones cannot

be emphathised with or cried for.

The male dominance ideology informs how children are socialised. This process later
influences the behaviour traits, thinking processes and feelings in children (Levant, 2011).
Morojele (2009) talks about gender identity as masculinity in the context of Lesotho, but there
appear to be no studies which specifically explore identity theory in relation to herders,
particularly in the context of its relevance to non-formal education for herders. A deeper
understanding of their masculinity identities will also assist in identifying their learning needs

in the Basotho context.

3.4.1 Relevance of identity and subjectivity theories

These different perspectives on identity theory provide a lens in this study for explaining how

the identities of the male herders in Lesotho are formed and how those formed identities
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influence their educational ambitions. In this study, identity theory provides the tools for
analysing how male herders in Lesotho express themselves, value themselves and perceive

themselves and where they fit into Basotho culture.

The main focus of the study is to find out how the herders’ multiple identities of being male
are managed and what that entails, and also how they manage the negative images of
themselves in different ways, which impact on their attitudes to school, their adult life, the
ambitions they have about their lives and those of their children. The study addresses the

educational needs of adult male herders who have had limited or no schooling.

There is evidence from the literature reviewed that herders have access to and rely on
Indigenous Knowledge for their survival and well-being. Because of this, the study pays
particular attention to how herders acquire and make use of their Indigenous Knowledge and
for this reason the following section discusses how Indigenous Knowledge has been theorised,

so that the nature of the herders’ knowledge can be understood appropriately.

3.5 INDIGENOUS KNOWLEDGE THEORY

In some studies, Indigenous Knowledge (IK) is sometimes referred to as Traditional
Knowledge. However, throughout this study I will use Indigenous Knowledge for consistency.
Scholars define IK differently (Smit & Masoga, 2012; King, 1999; Emery, 2000; Nakata &
Langston, 2005; Nyiraruhimbi, 2012). The common key issues that form the definition of IK
are that it is traditional, informal and developed over time. However, the life histories of the
herders, as documented in Chapter 2 by Rayner (2010), Makoa and Zwilling (2005), and
Mahe (2009), indicate a relationship between IK, identity and gender as a central feature of

their lives.

IK is also understood to be defined within a specific social context and specific to the local
environment and communities (Nyiraruhimbi, 2012). Nevertheless, Emery (2000) raises a
very strong argument in favour of recognising such knowledge. This argument forms the basis

for linking IK with wisdom and experience building and to a specific culture of a specific
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society. Since it is culture bound, the inclusion or participation of the locals and their
indigenous knowledge systems in the design of programmes that address their educational

needs is of paramount importance.

The various scholarly definitions presented above highlight four characteristics of IK as a
body of knowledge; its oral nature; being passed on from one generation to the other; and its
culture-bound or native origin (Odora Hoppers, 2002; Akullo et al., 2007). However, Akullo
et al., also highlight its dynamic aspect and that embracing new developments and change

allows modifications from time to time.

Odora Hoppers (2002) defines IK in more detail by disaggregating the phrase into two words
and attempts to define them separately. Odora Hoppers alludes firstly to knowledge as a
resource acquired through a universal inheritance. This means, knowledge does not stay with
one person, instead, it is passed on to others, hence the Sesotho proverb bohlale habo ahele
ntlong ele ‘ngoe which literally translates as ‘wisdom does not stay in one household’. In
other words, wisdom is passed on from one generation to the other. Secondly, literature in
Odora Hoopers (2002:8) defines the word indigenous as the “root [or] something natural or

innate”. This discussion reiterates that IK is key to underpinning culture.

Complex as the concept may seem, following the different perspectives of the various
scholars, Nyiraruhimbi (2012) provides a summary of the concept in a schematic form in

Figure 2.

In Figure 2 below, IK is divided into three categories namely: local memory, local practice
and local science. Local memory refers to the type of abstract knowledge that has been
memorised through the process of socialisation. Under this category fall the folklores, or
lilotho in Sesotho. These are traditions, customs and songs which have two common features:
being oral; and being passed on from one generation to the other. Memory plays a significant

role in this type of knowledge (Nyiraruhimbi, 2012).
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Nyiraruhimbi talks about how the second category, local practice, is unconsciously
accumulated over time through using minimal resources applied through “trial and error”
(2012:7). An example of such knowledge could be the arts and crafts activities which are
common features of the Basotho herders practiced over time using the limited natural
resources available at their cattle posts. Local science, as the third category, refers to
knowledge that is developed consciously, using technology, with the aim of improving the
lives of the people for whom it is intended. Examples of this type of knowledge could be
decomposition of kraal manure, compost making and crop rotation as some of the innovations

aimed at improving the crop yields for traditional farmers.

Indigenous

Knowledge

Local memory Local practice Local science

Figure 2: Different forms of IK- Source: Nyiraruhimbi 2012 adapted from Opoku 2007

Odora Hoppers (2002) alludes to the fact that IK is transferrable and forms a pivotal
component in strengthening the local culture of a community or a group. This transferable
knowledge includes the use of herbs, wearing of clothing, performance in the arts, songs,
poetry and poems. If the knowledge is well harnessed, it becomes a resourceful tool to inform
the policy makers in Lesotho to get a more in-depth look at the past, particularly drawing on
the pre-colonial era, for them to develop policies that incorporate the cultural values and

norms of Basotho to meet the needs of the male herders in Lesotho.

The study seeks to find out the educational ambitions of the herders in the light of their

identities and collective IK experiences. One of their educational ambitions is likely to reflect
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economic empowerment as identified in Pitikoe (2012). Given the environment in which the

herders operate, they have limited access to certain natural resources.

3.6.1 The use of Indigenous Knowledge for the herders for economic empowerment

IK is still being practiced even in today’s world. The World Bank (1998) report alludes to the
significant role that IK can play in enhancing the economic empowerment of the owners of
such knowledge. One such example could be forms of local science where the local
communities could be introduced to various hybrid seeds of the traditional herbs to grow in
order to generate income without depleting the wild plants. Another example could be the use
of local memory where, instead of being orally recited, the folklores could be documented and

easily shared with tourists.

Odora Hoopers (2002:3) suggests that there are initiatives that are being implemented which
“encourage the appropriation of traditional knowledge for commercial use”. In Lesotho for
instance, the herders use their local science and their locally practiced skills that they have
acquired to cut, shape and decorate the walking sticks (melamu) for sale to the tourists. These
walking sticks are smeared with suet (mohlehlo) so that they are shining and attractive to the

buyer (Makoa & Zwilling, 2005).

They also harvest grass and use local practice to make the Basotho hats (melia-nyeoe) sold to
tourists and other Basotho. The herders become familiar with the special stones that they use
to light a fire instead of using matches. Although these stones are not easy to find, they can

sell them to the tourists and make money (Makoa & Zwilling, 2005).

Makoa and Zwilling outline another example of how the herders used local science. If they
run out of matches, they can always go to the next cattle post and ask for assistance (ho okha
mollo). Here they will be given a burning piece of wood which will be contained in dry grass
and then covered with green grass to keep it alive and burning. The principle is that one
should walk very slowly back to his cattle post to prevent the oxygen from blowing over the

dry material and causing a flame.
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The dogs at the cattle posts are given special training by the herders. They apply local practice
by giving the dogs raw meat so that they learn to bite people; and there are special sounds
made by the herders to train the dogs to attack when they hear them (Pitikoe, 2012). These are
some of the skills that can be used, for example, to train other people’s dogs and get paid for
it. My study sought to explore whether the herders still applied, or had even extended, these

local practices and sciences and to what extent they served as income generating resources.

3.6.2 Limitations of IK theory

There is a Sesotho proverb haho tjaka tlhoka koli which loosely translates as ‘there is no one
who is perfectly beautiful, every coin has two sides, so does any story or theory’. Akullo et al.
(2007) attest to the truth of this proverb by arguing that, despite the strengths that have been
presented by other scholars, IK theory does have some limitations. One of the limitations of

IK as a theory is its oral nature.

This knowledge is mainly acquired through oral heritage, hence there are no written records
that could be shared and or replicated widely. It is also culture and context specific, which
means only the locals in a particular area have the privilege of access to a specific form of
knowledge. So, irrespective of how valuable the knowledge is, it is not easily transferable to

other cultures.

Also those individuals who possess the knowledge may deliberately decide not to share what
they know with others and so the legacy dies with them. The knowledge is also said to be not
easy to prove due to its lack of compliance with standard measurements.. This problem arises
because of the limited research done to either nullify or prove it. These critiques emphasise
the need for further research to be carried out and the need for recording in order for the

information to be easily accessed and used as a future reference.
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3.6.3 Relevance of IK theory to the study

Since my study is concerned with issues of capacity building for the herders, IK theory is
relevant as it focuses on their existing knowledge, owned and inherited locally (Akullo et al.,
2007). In order for learning to occur, the learner has to build on existing knowledge in such a

way that the new learning can be readily applicable to solve the pressing needs of the learner.

Odora Hoppers (2002) argues for the need to incorporate IK in teaching and learning
programmes. However what is important is that the educational institutions have to inquire
critically about the best approaches that people have been using to teach, learn and apply the
acquired learning and about the previously used methods of incorporating IK in learning and

teaching.

The final theoretical perspective is social capital theory and its relationship to other forms of
capital. This theory is explained here because it became evident that the herders’ life stories
needed an additional theoretical lens that would go beyond the identity theories to analyse

their lives.

3.6 SOCIAL CAPITAL — HISTORY AND DEFINITION

The idea of social capital originated in the works of Pierre Bourdieu (1930-2002). Bourdieu’s
interest was in how societal class relationships reproduce themselves and the retention of
dominance among classes (Gauntlett, 2011). Bourdieu (1985) defines social capital in terms of
the totality of the resources owned by a network of people which could have either come

together formally of informally:

Social capital is the aggregate of the actual or potential resources which are linked to
possession of a durable network of more or less institutionalised relationships of mutual
acquaintance and recognition (Bourdieu, 1985: 51).

Bourdieu also emphasises two important things enjoyed by such a network. First, the greater
the number in a network, the bigger the volume of resources available for the members.

Secondly, the equal sharing of the accrued profits from the resources is what binds the
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network together. Moodley (2009) talks about how the possession of resources becomes an

enabler in establishing relationships.

Social capital is concerned with relationships and social interactions built around trust and
reciprocity. The concept has been used in a variety of contexts, to explore the relationship
between social contacts and individual productivity in a social setting (World Bank, 1999;
Mclntyre, 2012; Thomas, 2002; Ferlander, 2007). Some studies talk about the role of social
capital as a social glue binding societies together (Mclntyre, 2012; Thomas, 2002; Morrice,
2007). Ferlander talks about how social capital has recently gained popularity in a number of

disciplines.

Social capital as a concept is not a new phenomenon. In addition to Bourdieu’s use of the
term, it also builds on Durkheim’s ideas about group membership (Portes, 1998; Ferlander,
2007). Portes highlights how non-financial resources can act as sources of power and
influence through social capital. Ferlander posits that in social capital, the social relationships
can also be turned into future investments for the members. Chapter 7 discusses the
importance of social capital amongst Basotho as a society and also amongst the herder
community. It is appropriate, therefore, to discuss the different elements of social capital in

more depth here.

3.7.1  Elements of social capital

The concept of social capital is composed of three elements which Ferlander (2007) identifies
and further describes the meaning of each element as follows. The first element is the social
networks which form the core business of the process that shapes the behaviour traits of the
members. This is followed by the combination of the second and the third elements: norms of
reciprocity and trust which inform the establishment of values and attitudes (Ferlander, 2007).
Ferlander summarises these aspects of social capital by highlighting the importance of
networks, the norms and the trust in creating a harmonised coordination amongst the

members.
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3.7.2  Forms of social capital

The three forms of social capital are bonding social capital, bridging social capital and linking
social capital. The characteristics of bonding social capital are reflected in the similarity of the
networks in terms of the demographic factors and belongingness (Ferlander, 2007; Morrice,
2007; Thomas, 2002). Bonding social capital is also reflected by strong bonding ties, social
support and homogeneous reciprocity and it is also vital for ‘getting by’ (Thomas, 2002;
Ferlander, 2007). Bridging social capital empowers the network members to establish wider
networks with external groups with heterogeneous characteristics enabling access to
information and resources for network members. This form of social capital is crucial for
‘getting ahead’ (Ferlander, 2007; Morrice, 2007). For the herders, the fact that they are
isolated from the mainstream suggests that for them to ‘get ahead’ they need more access to
bridging social capital. Linking social capital closely links with bridging social capital in that
it extends beyond the individual level into the institutional level. It is concerned with
establishment of the ‘“heterophilous” (Hawkins & Maurer, 2010:1780) networks with
institutions and those in power, and the ability of those in power to use the connections that
they have to assist with information sharing and resources. A summary of the distinctions
between bonding and bridging social capital is presented by Putnam (2000:22-23 in Thomas,
2002:118) as follows:

Bonding capital is good for undergirding specific reciprocity and mobilizing solidarity ...
Bridging networks, by contrast, are better for linkage to external assets and for information
diffusion. ... Moreover, bridging social capital can generate broader identities and
reciprocity, whereas bonding social capital bolsters our narrower selves. ... Bonding social
capital constitutes a kind of sociological superglue.

The literature mostly discusses these three forms of social capital as mainly differentiated by
two aspects: the direction of the ties and the level of formality (Thomas, 2002; Ferlander,
2007; Morrice, 2007). Vertical ties represent hierarchical networks such as in linking social

capital. Horizontal ties reflect bonding networks while bridging social capital can include both
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horizontal and vertical ties. The bonding networks of social capital are the most informal,

while linking networks are the most formal.

Chapter 2 emphasised the cohesion and a sense of belonging among Basotho herders which
can be understood as bonding social capital. The fact that herding is mostly carried out in the
highlands which are hard to reach areas, reinforces this high need for social support amongst

Basotho herders because they understand each other’s needs.

The literature also presents the importance of social relationships in enhancing learning. For
instance, Collin, Sintonen, Paloniemi, and Auvinen (2011:302), argue that in a social network,
learning occurs daily through “shared practices and situational negotiations” among the
members. This notion is supported by Field (2006:5) who discusses the link between bonding

social capital and informal learning as follows:

This influence of social capital on learning can be double-edged, in that some types of
connection — frequently close personal bonding ties — tend to favour informal pooling of
knowledge and know-how, while more heterogeneous connections tend to foster positive
engagement with the education and training system.

Figure 3 below summarises the relationship between learning and bridging and linking social
capital. In Figure 3, the social aspect opens doors to acquisition of cultural norms and values
of the group. Informal learning in terms of cultural norms and skills becomes a power source
to extend and establish heterogeneous networks with other groups. The extended network base
becomes an added opportunity for further access to informal and social learning opportunities.

In the herders’ case it may also provide access to non-formal learning opportunities.
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Informal and
social learning

opportunities.
Further opportunities for Access to social and
informal learning and cultural norms, tacit
building social networks. knowledge and skills.

Greater social inclusion.

Bridging / linking (sic)
social capital.

Social interaction
between groups.

Figure 3: Relationship between learning and the development of bridging and linking
social capital: Source: Morrice (2007).
The previous sub-section defined social capital in terms of a collection of social networks
which serves as an individual’s resource. Bourdieu (1985:51) however argues that for an
individual the “volume of the social capital possessed by a given agent ... depends on the size
of the networks” and in turn depends on a combination of networks established through
resources of economic capital and cultural capital. Bourdieu further argues that institutional
qualifications conferred in recognition of cultural capital can be converted from cultural
capital into economic capital value. He also argues for the importance of a particular form of
habitus to overcome situations where agents with human capital are unable to acquire their
needed academic qualification due to their lack of habitus — “the sets of values and ways of
thinking which form a bridge between subjective agency and objective position” (Morrice,
2007:161). The herders often lack access to the habitus and cultural capital of other Basotho,
which in turn prevents them from having the opportunity to acquire formal qualifications. The
lack of qualification in turn means they may be seen as lacking human capital skills beyond

their herding knowledge.
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3.7 HUMAN CAPITAL - ITS RELEVANCE TO EDUCATION

The Human Capital theory emanates from the work of Nobel Laureates (Olaniyan and
Okemakinde, 2008). These scholars argue that the bigger the volume of skills and knowledge
that individuals acquire (human capital) the more this equates to an increase in their economic
capital. Olaniyan and Okemakinde (2008:157) argue that education “can be used to develop

the human resources necessary for economic and social transformation”.

In the preceding section on social capital, the emphasis was on social relationships as a social
investment for members. The human capital perspective, however, argues that education is an
investment that can be used to attain economic capital. This notion is echoed by Olaniyan and
Okemakinde who assert that education is a capacity building mechanism for increasing
people’s effectiveness and productivity. DfID (1999) looks at human capital from the
household level where the amount and quality of human labour equates to human capital as an
asset for achieving sustainable livelihoods. The findings that relate to the notion of human

capital are presented in Chapter 7.

In Lesotho the herding role seems to take precedence over education particularly among the
males. As a result more females in Lesotho benefit from the formal education provision while
the males look after the animals. These gender disparities and social injustice of poor access to
education place the herders among the marginalised groups in Basotho society. Olaniyan and
Okemakinde (2008) however argue that for education to make a significant contribution to the
growth of the economy it has to be designed so that it “liberates, stimulates and informs the

individual and teach[es] him how and why to make demands upon himself” (2008:481).

Although human capital in the form of skills and knowledge is important, cultural capital is
also perceived as playing an important role in the field of education as a resource that

facilitates acquisition of academic qualifications.
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3.8 CULTURAL CAPITAL - ITS RELEVANCE TO EDUCATION

Earlier on in this chapter under the social capital section, I mentioned that one of Bourdieu’s
interests was relationships and how people reproduce and maintain their dominant status.
Cultural capital as a concept emerged as a result of his work on social class which was
interested in the schooling performance of poor and rich students (Bourdieu, 1985; Ra,
2011:20). This perspective places cultural capital as “the most valuable in relation to

education: Cultural capital is the most relevant to one’s academic success in school”.

Bourdieu (1985) talks about the three forms of cultural capital: first, the embodied state in the
form of memories that people hold and portray through style; second, the objectified state
through cultural objects and artifacts learned and passed on from one generation to the other;
and third, the institutionalised state in the form of educational qualifications. Earlier on in this
chapter, I discussed local memory in relation to IK which closely links to Bourdieu’s second
notion of cultural capital, where the norms and values of the herders become a generational
inheritance. In addition, some of the cultural artifacts learned and passed on through herding
such as the mock stick fight and the grey blanket, can be seen as cultural capital and in terms
of IK as local practice. However, these forms of herder based cultural capital do not
necessarily have exchange value in wider Basotho society. The more formal qualifications that
people acquire vary, based on the strength and volume of the economic capital that they

POSSESS.

3.9 ECONOMIC CAPITAL

Economic capital, also known as the financial capital concept, stems from a person’s wealth,
status, livelihood, or financial well-being. It is concerned with the financial resources
available to people for the betterment of their lives (DfID, 1999). Ra (2011) echoes this notion
by citing other scholars such as Orr (2003) and Paulsen and St. John (2002) in affirming the

convertible nature of economic capital into disposable cash.
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Note has been made by DfID (1999:15) that from a livelihood perspective, economic capital
can mean “the availability of cash or equivalent that enables people to adopt” different
livelihood strategies to cope with their shocks and stresses. In other words, economic capital
does not require cash alone. Similarly, Ra (2011) opines that economic capital does not only
refer to annual accrued cash, it also reflects the assets available in the family. For the Basotho
herders, economic capital is often embedded in their livestock and the by-products such as
wool and mohair. All these forms of capital became a useful additional lens through which to

explore the herder life histories.

3.10 CONCLUSION

In this chapter I have discussed the theoretical frameworks guiding my study. The importance
of the environment in influencing the construction of identity has been identified. Equally
important is the recognition of the influence of the herding environment and the herders’
lifestyles in the construction of identity. It is also important to highlight the social interactions
that influence the learning of one’s identity. The family and the social bonds emergent in

culture play a role in the construction of the subject.

It is surmised from this review that the deeply held historical social construction perception of
the self by the herders will have impacted on the way they identify themselves. This notion
has guided me to understand the root causes of the herders’ self-identity. Another aspect
brought up by subjectivity theorists is the issue of power relations and how discourse and
language contribute to the construction of multiple identities. This study has sought to find out
how power relations and the language attached to herder identities has also influenced how the

herders have been labelled by society and how they have identified themselves.

Deeper understanding of their identities and the discourses and power relations that inform
those identities will provide insights into how the learning provision should be provided and
what should be taught at NFE level. The ensuing chapters discuss the findings in the light of

the literature review and theoretical frameworks.
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CHAPTER 4: RESEARCH DESIGN AND METHODOLOGY

4.0 INTRODUCTION

The purpose of this chapter is to discuss the research methodology used in my study which
explores how the research participants’ multiple identities or subjectivities as herders have

been learnt and constructed and how their present sense of self influenced their future goals.

In conducting this study, I have focused on the (formal and informal) educational life histories
of the adult male herders and how their experiences impacted on what they wanted to learn
and how they have sought to acquire such learning. In relation to that, the study also identified
how the Indigenous Knowledge (IK) that the male herders possessed had been acquired and
the extent to which they had it or used it. Analysis of these experiences helped to uncover how

the herders had developed their own understandings of themselves and their ambitions.

The primary participants of my study were thirty herders representing the three geographical
locations of the highlands, lowlands and foothills in Lesotho. I also interviewed the Non-
Formal Education (NFE) Inspectorate representing the policy making institution, to explore

how the policies were being interpreted in relation to FPE in Lesotho.

Chapter 1 highlighted, among other figures, the high illiteracy statistics among male Basotho
and the high drop-out rate from school among the herders. The reason for these figures can be
attributed to i) the migrant nature of their herding job and ii) the limited geographical

coverage of the non-formal learning posts (places offering NFE for herders) in Lesotho.

My study answers four main questions. Firstly, it sought to find out what the learning life

histories of the adult male herders in Lesotho were. Secondly, it explored how their multiple

identities as herders were learned and constructed over time by the herders, the communities

and those who employed them and how those identities influence the herders’ educational

needs. The emphasis here was on the influence brought about by culture, gender and power

relations. Thirdly, the study sought to establish how the adult male herders’ life histories and
89



their subjectivities informed an understanding of their ambitions and achievements; for
instance their use of IK as a source of income generation. Fourthly, the study sought to link an
increased understanding of the male adult herders in Lesotho to the role which this
understanding could play in informing the NFE policy of Lesotho. This chapter begins with an

outline of the research design.

4.1 RESEARCH DESIGN

The research design as my tool of reference (Degu & Yigsaw, 2006), comprised different
components, namely, the paradigm, design, style or approach, methods, sampling and data

analysis.

4.1.1 Research paradigm

This discussion on the word paradigm outlines its three major components, namely, ontology,
epistemology and axiology. Ontology refers to the researcher’s sense of self while
epistemology focuses on what counts as knowledge according to the researcher, and axiology
refers to the values attributed to the researcher’s world (Wright, 2010; TerreBlanche &
Durrheim, 1999). According to TerreBlanche and Durrheim the word paradigm is of Greek
origin paradeima which refers to a certain pattern of ideas, values and assumptions which the
study follows and which a researcher can use in defining the nature of the study based on
those three dimensions. The paradigm represents my world view as perceived through the

upheld knowledge and understanding I have about the world.

The paradigm is defined differently by many scholars with the main focus on its structure and

role in research. Chilisa and Preece (2005:21) synthesise these perspectives as follows:

The word paradigm denotes the researcher's worldview (ways of thinking about and seeing
the world), conceptual framework or theoretical orientation that informs the choice of the
research problem investigated, the framing of the research objectives, research designs,
instruments for collecting data, data analysis and reporting of the research findings.
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The definition above suggests that a paradigm comprises the commonly and deeply held
beliefs, the researcher’s values and assumptions; hence the above mentioned components of

the paradigm are largely influenced by the subjective nature of the researcher’s belief system.

Gephart (2004) identifies three main categories of paradigm, namely, positivism,
interpretivism and critical post modernism. My study followed the interpretivist paradigm and

a brief explanation of this follows.

The interpretivist paradigm

The origin of interpretivism has been traced back to the phenomenology philosophy of
Edmund Husserl and the hermeneutics philosophy of Wilhem Dilthey (Chilisa & Preece,
2005). Chilisa and Preece perceive the interpretivist paradigm through both the
phenomenology and hermeneutics theories. In this paragraph, I present their summary

definitions of these two concepts. Their stand is that:

Phenomenologists, use human thinking, perceiving and other mental and physiological
acts, and spirituality ... Hermeneutics involves a reading and interpretation of some kind
of human text (Chilisa & Preece, 2005:8).

From the summary above it can be argued that, for one to understand and describe human
experience, it is imperative to engage with the human being processes in totality. Chilisa and
Preece argue that the definition of hermeneutics requires an understanding of the social
context around the understudied phenomenon. In my study I wanted to understand the
herders’ social context in the veld, and get a full understanding of their experiences from their

perspectives.

Some of the critiques of this paradigm are its i) lack of a scientific rigor and ii) inability to
come to terms with the one common understanding of how knowledge is constructed
(Demetrion, 2005:214). Nevertheless, in this study, the interpretative paradigm helped me “to

illuminate the internal representations....and social interaction as situated contexts of” the
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herders’ life histories (Demetrion, 2005:210). The most appropriate research style for the

interpretive paradigm is a qualitative one, which will be outlined below.

4.1.2  Qualitative style

This is a qualitative study which Gephart (2004:254) identifies as a “multimethod research
that uses an interpretive, naturalistic approach to its subject matter” usually carried out in the
phenomenon’s natural environment. I conducted my study at the cattle posts while the herders,

as my phenomenon, were carrying out their normal herding responsibilities.

Gephart (2004) further states that qualitative research focuses on examining experience and
the construction of its social meaning. This focus and the narrative nature of qualitative
research, as stated in Orton et al., (2013); Rakotsoane and Rakotsoane (2007); Trahar (2006);
and Gephart (2004), helped me to explore and interpret the meaning the herders gave to their

lives and understand how their identities had been constructed.

Some of the highlighted strengths of the qualitative style include the following: It is based on
the assumption that there is no one truth; rather, that truth is based on multiple realities, and
the world is influenced by the personal interactions and perceptions that an individual has on
the surrounding environment. The descriptive nature of qualitative research helped me
construct meanings from the educational life histories and the learning ambitions of the

herders.

Life history and narrative research

Arthur, Waring, Coe, and Hedges (2012) differentiate between the life story as an oral history
and as a life history. On the one hand, oral histories are described as narrative interviews or
conversations. They are stories that focus on the significant aspects in one’s life. It is through
the narration of our individual stories that people are able to share those untold uncomfortable

moments that others can easily relate to. Stories are important memorabilia and a rich source
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of learning and sharing about people’s lives. The National Peace Corps Association (2014:23)

highlights the importance of stories as follows:

Stories matter. Many stories matter. Stories have been used to dispossess and to mal-align,
but stories can also be used to empower and humanize. Stories can break the dignity of a
people, but stories can also repair that broken dignity.

Life histories, on the other hand, are a narration of a personal “account” of events that
happened chronologically over time and space in an individual’s life (Arthur et al., 2012:324).
The origin of life history as a research method dates back to the twentieth century from the
collection of autobiographies that were used to document the lives of American Indian chiefs.
Following this, many scholars and sociologists adopted this approach as a research strategy

(Goodson & Sikes, 2001).

Some scholars commend the life histories approach because it is a way of getting to the
personal and real life experiences (Goodson & Sikes, 2001; Arthur et al., 2012). Others argue
for its ability to record an individual’s story of their development and capture the ability of
that individual to adapt to their changing socio-economic environment (Rule & John, 2011;
Arthur et al., 2012). In this study the recording of life histories enabled me to record a
combination of personal life experiences and individual adaptations to changing socio-

economic circumstances.

Life histories refer to personal histories in the form of conversations that are documented

based on the person’s life and constructed over time. Reid and West (2015:6) argue that:

We are all ‘storied’, to an extent, by powerful and normalising myths: to think and feel in
particular ways, and oftentimes to construct our experience in a manner acceptable to the
gaze, and forge more of an authentic, self-authored account ... our narratives may be
riddled, for worse rather than better, with family and cultural myths that bind and
constrain; and which imprison us rather than provide the means to live a more fulfilled life.

Stories therefore have a social and cultural perspective (Trahar, 2006, 2008; Smith & Sparkes
2008). This means that the myths surrounding us and that people hold about us, play a very
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important role in the construction of our identities so that we usually endeavour to fit in within
those prescribed accounts of our lives. In the process, those cultural aspects can also have a
constraining influence on what we can do with our lives. The herders’ stories provide
examples of how they see the ‘gaze’ of wider Basotho society, but also reveal another gaze of
their herding colleagues. Their storied cultural myths or narratives bind and constrain what

they do in different ways.

The findings on the herder descriptions of their life histories (Chapter 5) were constructed by
myself as the researcher from various forms of data sources (as stated in Arthur et al., 2012)
from which I collected the personal histories from the herders about their herding and other
experiences and their educational ambitions. This resulted in a rich source of data which
captured what Dhunpath and Samuel (2009:viii) explain as the “insights of the [herders’] lived
experiences”. These histories were then contextualised and filtered through the theoretical

frameworks of my study in subsequent chapters.

In my study, the narrative approach gave the herders an opportunity to express their personal
experiences in their own words. The approach allowed me “to see different and sometimes
contradictory layers of meaning ... and to understand more about individual and social

change” (Reid & West, 2015:97).

My study aimed to establish a more in-depth understanding of the herders’ life-world from
their subjective experiences as individuals. I therefore encouraged them to focus on the
significant learning experiences or significant influences on their learning and knowledge
construction. This understanding was established primarily through interviews with the
herders within their natural environment. Individual stories of their herding and educational
experience were documented alongside their educational ambitions. I used the photovoice and
the transect walk to supplement the interviews in order to get a deeper understanding of the

herder contexts.
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4.2  POPULATION

My study participants comprised primarily the male Basotho herders, or balisana, as they are
commonly known in Lesotho. The characteristics of the herders conformed to the
specifications of the phenomenon under study as reflected in Polit and Hungler (1999). The
phenomenon investigated in this project is the male Basotho herders. Brewer (2000) highlights
the importance of triangulation in research as another form of validating the field data. In my
study I therefore also interviewed the NFE Inspectorate and the NFE service providers to

triangulate my findings.

4.2.1. Sampling procedure and sample selection

The cattle post livestock owners or the community leaders did not participate in the selection
of the herders for my study. This was to avoid what Honji in the SAQMEQ survey report
(2011:2) describes as “selection bias” from the owners who might have had a particular
interest either to stop or allow the herders to participate in the study. In sampling the herders,
care was taken that, firstly, the participants’ characteristics were in line with the objectives of
my study to ensure the validity of the collected data (Rakotsoane & Rakotsoane, 2007).
Secondly, the selection considered cost effectiveness, ease of access and manageable

procedural demands which are the pre-requisites for selecting a good sample for a project

(Ekaju, 2011).

I took into account the time frame of my doctoral study and ensured that, given the financial
constraints under which the study was conducted, care was applied to making maximum use
of the available time and resources to support the field work. I also had to consider the
seasonal shifting nature of herding and cattle post locations to ensure that I was able to reach

them while they were nearer to the communities and before the harsh winter conditions set in.

My study is qualitative in nature and in order to explore my theoretical perspective in-depth, I
adopted a purposive or theoretical sample rather than a representative one. The following
paragraphs discuss the sample selection in more detail.
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My study employed snowball and purposive sampling techniques. I used snowball sampling to
identify the herders. Through the partnership that I established with the Monna ka Khomo
Herdboys Association as a civil society organisation which had connections with the
participants, I was able to identify the key informants who were members of the herders
associations. These key informants helped me to identify and locate other herders with similar

characteristics.

My sample comprised a group of thirty herders and former herders. The two groups of herders
were selected based on the following particular characteristics. Group one comprised herders
who were currently serving in their herding role. Group two comprised herders who were no
longer looking after the animals and had gained some form of social and economic
empowerment either through education or through the implementation of the Indigenous

Knowledge skills that they had acquired.

Their accessibility to Lesotho’s FPE programme was also a factor taken into consideration.
That is, the younger age group (group one) was likely to have benefitted from FPE (available
since 2000), while the older group (group two) would possibly not have. The sample of the

herders was representative of the three main physical divisions of Lesotho as follows:

1. Lowlands — 10 herders (5 of whom were no longer looking after
animals)

2. Foothills — 8 herders ( 7 of them were still herding)

3. Highlands — 13 herders (all of them were still herding)

The initial plan was to distribute the number of the participants equally in the three
geographical areas. However, three reasons justify the deviations in the numbers. Firstly,
during the data collection process I observed that there were no cattle posts in the lowlands,
hence there was a need to increase the numbers of the participants in the highlands. Secondly,
the richness of the data collected and the time spent in the highlands justified the increase in
numbers. Thirdly, the highlands herders seemed more open to participate in the study and
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have their voice heard because the remoteness of their location meant that opportunities of

being heard were rare.

The foothills herders were a mix of cattle post herders and village herders due to the proximity
of the cattle post to the community. The data collection in the foothills took place in October
when the animals were confined to a zone of grazing land which is closer to the village while

the other zones were closed for rotational grazing reasons.

Different geographical locations provided a variation in the lifestyles of the people living in
these three locations. The lowlands are characterised by arable land where the majority of the
population engage in crop farming activities. The foothills and the highlands on the other hand
are mostly the mountainous area which is good pasture land for animals. The people in these
areas are mainly engaged in animal husbandry with minimal crop husbandry and hence have
cattle posts categorised into both summer and winter cattle posts. As opposed to the lowland
region, natural resources are also found in abundance in these areas in varying forms: trees,
plants and medicinal herbs and a few wild animals, which could be a good source of income

generation for the herders.

The eligibility criteria for selecting participants

The eligibility criteria highlight the characteristics that the study participants had to have been
in possession of in order for them to have been included in this study (Polit & Hungler, 1999).

For the purposes of this study, the criteria for the herder participants were as follows:

1. Age— 18 -30 (group one) and 31-45(group two)
Sex — male

Cattle post life background (for both current and former herders)

Sl

Half of them were considered based on their experience of NFE

programmes intended for the herders in Lesotho
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Earlier on in this section I mentioned that the NFE service providers participated in the study
for triangulation purposes in relation to what provision was currently available and who
participated. I therefore interviewed one (1) NFE inspector and two (2) NFE providers — one
from the Lesotho Distance Teaching Centre (LDTC) and one from the Lesotho Association
for Non-Formal Education (LANFE). Since my motive for their participation was to serve a
specific purpose, I employed purposive sampling in identifying the staff members from
LANFE and LDTC. This purposive sampling technique helped me to identify those officers
who were actively involved in the provision of NFE targeting the herders. They brought into
my study the richest data that added a significant value in answering my research questions as
highlighted in Cohen and Manion (1989). Generally stated, the participants and other data
sources were identified in such a way that they would add some purposeful insights to the

problem being investigated.

The assumption here was that the providers had different perspectives from the herders
regarding the nature of any NFE provision that had been made available and would be able to
provide important background information regarding NFE policy decisions that had affected
the NFE services. In Lesotho, it is crucial to observe protocol both at community level and
official level. In observing this protocol, I met with the senior officials of both LANFE and
LDTC to present my intent to seek their participation in the study. Following this presentation,
I was directed to the implementers who were actively engaged with service provision at the

grassroots level and I set up appointments.

The eligibility criteria for the service providers was their experience in coordinating and or
facilitating programmes aimed at empowering the herders with basic numeracy and literacy
programmes and or some form of income generation skills. For LDTC and LANFE the
participants were hand-picked by the senior officials based on the level of experience of the
staff members in relation to my study objectives. While for the NFE inspectorate, it was a

given, as the office had only one member of staff.
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43 LIMITATIONS

In my study I experienced both political and structural limitations which in a way impacted on
the planned time frame for completion of the data collection. Firstly, the scheduling of the
interviews with the service providers was greatly affected by the political instability that took
place in Lesotho in 2014. As a result, the interviews were delayed until later after the General

Assembly Elections of February 2015.

The poll results inaugurated the new government which called for introductory meetings
between the Ministers and the various departments. As a result, on numerous occasions, the
appointments had to be rescheduled. To mitigate the challenge, I had to modify the interview
guides for the providers and the inspector into a shorter version while ensuring that they still
covered the most salient areas of the study and leaving room for further probing where the
need arose. | also had to leave a copy of the shortened version with the participants while I
kept a longer one with the probes. This approach helped because their worry was that the

interviews would be time consuming.

LANFE had also introduced some restructuring following the retirement of the then Executive
Director which created another challenge of having to reintroduce the study to the new

Executive Director.

44  GAINING ACCESS TO THE PARTICIPANTS

Before embarking on the data collection at the field level, it was crucial to develop a checklist
of the activities that needed to be undertaken in order to guide the inception of the project to
help in the monitoring of the process against the time frame. The key points in the time frame
started from the proposal development, inclusive of the presentation and approval of the
proposal by the university review team, ethical clearance, data collection, analysis, report
writing and the final report submission. For the purposes of this study a detailed data
collection plan outlining the ground-work activities for the empirical data collection phase,
was developed.

99



4.4.1 Approval and access

I presented my proposal to the ethical clearance committee of the University of KwaZulu-
Natal as part of the University protocol for conducting research. I received ethical clearance to
continue with my study in February 2014. Among the ethical considerations stipulated by the
committee was the need to follow proper protocols for access to the participants and to
develop data collection instruments that were non-threatening for my participants. The need
for trust and communication was also highlighted in the university’s ethical protocol for

securing the participants.

In response to the requirements of the ethical clearance committee, I developed the research
instruments: firstly, an interview protocol which is a set of rules or instructions that was
followed in the administration and the implementation of the tool to ensure consistency. This
was followed by the development of two interview guides for the two separate audiences who
participated in my study with a list of questions or issues for the interview, including the
informed consent form. The questions and consent form were translated into Sesotho for the

herders since this was their first and sometimes their only language.

Ekaju (2011) emphasises the need for researchers to critically analyse the process of
community entry in doing research. In my study, care was taken regarding the need to liaise
with the appropriate gate-keeping authorities to level the ground for the data collection
process. The process was multi-faceted and included communication with Monna ka Khomo
herdboys association as an NGO responsible for the herders, and the relevant government. The
last category of gatekeepers was at the grass-root level through the community leadership

structures.

Firstly, I organised a meeting with Monna Ka Khomo Herdboys Association in its capacity as
the only formally recognised organisation advocating for the rights of the herders in Lesotho. I
presented my intent and sought their support in the identification of the participants and the

consent was granted. Monna ka Khomo was very pleased that somehow the voices of the
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herders would be heard and that there was someone interested in replicating their advocacy

work. In their own words they said:

You know what ’M’e [Madam] we really appreciate that you want to conduct a study
among these [the herders] guys. We have been advocating for the education to be legally
binding in Lesotho so that they can also have an opportunity to attend school but the
progress is very slow.

Secondly, I set up introductory meeting appointments and meetings with the senior
management of the respective organisations who had been identified in the study for
triangulation purposes to seek the consent for their staff members to participate in my study
and to nominate staff members who would meet the selection requirements. The service
providers whom I met were the office of the NFE Inspectorate, the LDTC and LANFE. All
three consented to participate in the study and nominated relevant staff members to be

interviewed.

Thirdly, I arranged meetings with the chiefs and the livestock owners as the key entry points
and the gate-keepers of the information at the community level. The purpose of this activity
was to set the tone for the study and seek their consent. The outcome of which was a detailed

schedule of dates, times and places for data collection.

I had heard many stories about how unruly the herders could be, especially on a face to face
encounter with females. While of course my instincts kept telling me that what really mattered
was the approach - making them feel appreciated and treated with humanity and respect - a
part of me was conscious that I needed to be extra careful for my own safety and security
around the herders and for the success of my data collection. Therefore, for safety and security
reasons, I initially solicited the support of a male work colleague as a companion and
protector so that he could be available if I needed his support. However, it will be seen later

that this did not materialise.
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45 DATA COLLECTION

The data collection process started in April 2014 and ended in March 2015. In the preceding
section, I highlighted the use of the key informants as a strategy that helped me to understand
the issues of the herders. It was through the same strategy that I was able to identify the cattle
posts that were within reach to conduct my study without compromising the purpose and
objectives of my study. Gephart (2004) identifies face to face interviews as one data collection
method. My study employed unstructured and semi-structured interviews which were
administered through a face to face method. I also collected data through photovoice and

transect walk.

Chilisa and Preece (2005) assert that the findings of good research come from individualised
rather than generalised responses. This notion informed the choice and use of interviews
which are categorised among the central data collection methods as stated in Arthur et al.
(2012). Arthur et al. caution that in choosing this method, the researcher has to be familiar
with the advantages and disadvantages of the tool beforehand. I selected the interview method
because it enabled me to ask probing questions of my respondents, with the opportunity to ask

for clarification or elaboration if required.
4.5.1 Interviews

Herders

The herders came from the three geographical locations of Lesotho, namely, the highlands, the
lowlands and the foothills. The tool was pilot tested in the lowlands and amended accordingly.

I designed unstructured interview guides for the herders with a total of nine questions.

The interviews were conducted while the herders were on duty in order for me to, as Orb,
Eisenhauer, and Wynaden (2001:94) state, “listen to [their] voice or observe them in their
natural environments”. This gave me an opportunity to observe the social interaction amongst

the herders, their sense of belonging within the herder group and the roles carried out by the
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herders while herding as Reid and West (2015) state. This approach further enabled me to

informally observe some of the salient ‘unsaid norms’ that came with the herding activity.

Service providers

There were three service providers who participated in my study coming from the following
offices: the NFE Inspectorate, LDTC and LANFE. I designed semi structured interview
guides for this group with a total of thirteen questions. The service providers’ perspective
provided information on the alternative learning opportunities that were currently available for
the herders other than the conventional education system used in Lesotho. These interviews
also afforded an opportunity for further probing of the responses. Ekaju (2011:100)
emphasises the credibility of data generated from “interactive interviews”. This technique
provided an opportunity to get the herders’ perceptions of their own life histories, and their
educational ambitions, as well as validating the data collected from the herders with that of the
service providers. The face to face method also gave me an opportunity to observe and
document the emerging non-verbal cues that added a valuable source of information in my
qualitative study. These nonverbal cues helped me probe further in order to understand the
inner feelings as well as the deeply held beliefs, values and perceptions that the participants

had on the subject under study.

Employing face to face interviews in my study enabled me to structure the questions in such a
way that I could gather data about the specific aspects that took place in the lives of the
herders. However the questions did leave flexibility for further probing of the participants
which was done within the confines of the research questions. The responses were audio-
recorded using a digital tape recorder, then transcribed verbatim and coded. (The coding

process is discussed later in section 4.7).

In each of the two cases, the interviews aimed at allowing the respondents the freedom to
express their personal views about the reality of the problem as they experienced it within

their local context. Additional informal conversations and observations with the herders, for
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example during transect walk and photovoice discussions, enabled me to probe further on
some of the incidents that the herders mentioned during the interview, while at the same time

enabling them to participate freely in the conversation.

4.5.2. Photovoice

Photovoice as a research tool came into play in 1995 through the innovation of Wang and
colleagues (Palibroda, Krieg, Murdock, & Havelock, 2009). Photovoice is a Participatory
Action Research method tool that can facilitate community change with the focus on three key
areas: strengths and concerns, promoting a dialogue on critical issues, and informing the
policy makers (Wang, 2006; Ritchie, 2009; Wang, 1999; Adams et al., 2012; Palibroda et al.,
2009).

The goals of the photovoice method, therefore, are three-fold. First it provides a record of
issues of concerns and community strengths. Second, it opens doors for a critical dialogue
about issues of importance to the respondents. Third the information gathered has the potential

to inform policy change and/or decision making (Wang, 1999; Adams et al., 2012).

Each of the thirty herders who participated in my study was requested to provide a photo of
something that mattered most in their lives. The initial plan was to purchase the disposable
cameras and leave them with the herders to allow them to take pictures that were to be
discussed at a later date. However, due to financial constraints the plan deviated and I used my
Blackberry phone and my digital camera. Following the interviews in each of the three
geographical regions, the herders were gathered together and given a crash course on how to

use the devices.

After the training, each herder was allowed to take a sample picture which was deleted until
the correct sharpness was achieved. This tool generated a lot of interest for two reasons:
firstly, the herders had not held a digital camera or an i-phone before and, secondly, for the
sample, they were allowed to take their own pictures which were later processed and handed

to them.
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Each herder was allowed to take a picture of the things that mattered most in their herding
experience, for instance, their houses, the important things they had learnt through herding,
the commonly used herbs, etc. Each picture was then numbered against the name of the
herder. The majority of the herders were very happy when they received their ‘sample’
pictures. While some commented that it was the first picture taken in their lives, some said

they never knew how they looked until they saw themselves in the picture.

In order to inform the life history approach, the respondents got an opportunity to discuss
what was captured on the picture and the discussion was recorded. The photos were also

downloaded on my computer in folders with the names of the herders for future reference.

Some of the pictures presented included their universal identity— thegrey blanket’ which will
be presented in Chapter 6. While the assumption and the common experience is of a dirty
blanket, the herders are slowly changing this negative image by perceiving the blanket to be a
resource for income generation. Other pictures included the herding terrain in Figure 4 and a

motebo in Figure 5.

A picture of the researcher taken by a

herder during the transect walk in the
highlands to portray the steep and rugged
nature of the herding terrain which made
access to social services, including education
and primary health-care, a huge challenge
for the herders.

Figure 4: Cattle post terrain
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A picture of a motebo taken by a herder.

The size and height of the house were stated as
key regarding cattle post life as a rite of passage.
The herders argued that the size and the

height was not comfortable. They also stated
that if snow fell, the risk of the roof falling
inside the house was very high.

Figure 5: A picture of a motebo cattle post house

The interview process and the photovoice seemed to facilitate a better understanding of the
purpose of the study among the herders. More importantly the tools built a closer relationship
between me and the herders. Once the photovoice discussions were completed, a different day
was set for the transect walk. It was emphased that it had to be conducted with people who

were familiar with the place and that the route did not necessarily have to be linear.

4.5.3. Transect walk

The Transect walk is among the Participatory Rural Appraisal’s (PRA) resources of visual
tools data collection. PRA was developed in the 1970s in response to the need to shift away
from “Western top-down...development” (Campbell, 2002:20) strategies to an approach that
was engaging and empowering the local communities with sustainable skills in solving their
own problems, as cited in Shar, Kambou and Monahan (1999), Mompati and Prinsen (2000)
and Campbell (2002). The World Bank (n.d:1) defines the transect walk as a guided tour

which gives a visual and narrative presentation of the local resources “along a given transect”.

When used in descriptive research, the transect walk can help the researcher to probe into the
historical background of how local resources are used and distributed from the perspective of
community members and on how they foresee the future of their land use. This would include,
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for instance; the natural vegetation, farming activities, schools and the residential area (Fauna

& flora, 2013).

In this study I conducted three transect walks — one per geographical region. In each of the
transect walks I was in the company of one herder who was very familiar with the place being

toured.

In linking the transect walk to the rest of the techniques — interviews and the photovoice - |
explained that the purpose of the transect walk was to see the reality of what had been
discussed about the herding environment during the interviews and to be more familiar with
their work places. CARE (2002) identifies the transect walk as one of the potential ice-
breaking tools to kick-start a research process. However, in my case, being female, care had to
be taken of my safety and security around the herders. This therefore called for establishing a
more solid rapport with them before going out into the isolated environment known to them

alone.

In each of the three transect walks the herders as a group nominated one of them who had
either been around the place longer than the others or was eloquent and willing to share
knowledge and information particularly about the environment and the resources that were
available for use by the herders. Before beginning the walk, I asked the larger group of
herders to provide input on the route ensuring that the direction that we would be taking with
their peers would enable us to cover and or see: 1) as much as possible of their herding land; i1)
the main resources and or interesting things that they would like to be known by the outside
world; and iii) that the route would be walkable and safe for both of us. Here I did not want to
put our lives in danger and secondly, the foothills and the highlands are known notoriously for
initiation school sites. Therefore, assuming that most of the herders had gone through that rite
of passage, I had to protect my male colleague as well, in case he would be attacked for

infiltrating their secret locations.
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The walks started from the lowest point to the highest where we could see most of the
resources such as nearby cattle posts, grazing areas, dams, forest trees, just to mention a few
examples. During the walk, I paused and probed on anything emerging that might have not
been discussed prior to the tour. I drew a sketch of the route we took, reported the

conversation in my field journal and also audio recorded it.

At the end of each route, the herders would reconvene as a larger group. I advised that we
gathered around a flat area near some small stones to discuss the route. I asked the herders to
use the available natural resources to create a pictorial representation of the route using the
tour guide as the lead facilitator or presenter. The reason I used the natural resources was to
cater for the low literacy level of the participants and also to bring it into their context — most
of them used stones and animal droppings to learn numeracy. This activity usually generated a

lot of discussions and input which revealed how much they knew about their area.
A brief overview of the routes

1) The lowland route was in the company of Matukeng, an adult male who was an ex-miner. It
started approximately 100m above the Caledon River and extended upwards towards the main
North 1 route covering approximately lkm. Different types of small and large livestock

together with the herders were visible along the route.

The items located during the walk included the Caledon River which forms the boundary
between Lesotho and the Republic of South Africa. The river is mainly used by the herders as
a drinking place for the livestock. However, there were reported illegal crossings for stock
theft. During the rainy season the water seeps out from the river to form dams that that are
also used by animals for drinking. An enclosed area was reportedly individual fields bought
by the Ministry of Agriculture and Food Security. However, the delayed payment for them
had led to a petition by the owners to recover their land. It was at this point lying fallow and
used for animal grazing on a rotational plan of three months. There were also bare patches on
the land which were said to be the places regularly struck by lightning, called maphaka tlali in
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Sesotho, which are believed to have incubated the eggs of the lightning. These places are the

first points of contact when lightning strikes and are hence very dangerous for the herders.

South Africa

Figure 6: Transect walk — lowlands (bordering South Africa)
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2) The foothills route started just a few metres below Ace’s cattle post and two other visible
cattle posts were visible and extended up towards the road to Thaba Tseka covering
approximately 200m in total. The tour guide was Ace and the route was visible throughout.
Although there were no animals around, there were some dogs around the cattle posts and the

Thaba Tseka road was busy. There was a huge gorge with the sound of splashing water
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separating the two cattle posts. The gorge was forested and I was told that the trees were used
to make the beds for the herders and the roofs for the motebo. Some were used for fuel by the
herders. We did not get close to the gorge at all. Many dogs kept for herder protection were
visible on leashes. There were also papasane, an indigenous plant used for relish, and
hloenya, a traditional medicinal herb, around the cattle posts. On the left-hand side of Ace’s
cattle post there was a burnt motebo where the story was that nothing was left except the
owner who was suspected to have been drunk the previous night and did not take the

necessary safety precautions against fire hazards before going to bed.
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Figure 7: Transect walk - foothills
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3) Under section 4.4.1, I mentioned the isolated nature of the highlands environment
characterized by long distance walks which was affirmed by the nature of the highlands route.
The tour guide was Linakaneng 2. On this particular route, the estimated distance from start to
finish was approximately 3km and it was a hike uphill mainly covered by sharp pointed rocks
of different sizes and shapes. The ground was mostly bare from erosion. The dirt road between
Sehlaba Thebe and Thaba Tseka was visible on the left hand side of the route but it was
generally quiet because we had passed the last taxi to Sehlaba-Thebe on the Qacha’s Nek side

of the mountain range. There were no animals around and the place was generally very quiet

and peaceful, but scary for a female.

Figure 8: Transect walk — highlands
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The use of images, photovoice and transect walk in this study helps to explain and give

meanings to things that cannot be easily explained using language (Machin & Mayr, 2012).

4.6 RESEARCHER POSITIONALITY IN THE DATA COLLECTION

The significant impact that positionality can have on the study cannot be over-emphasised.
Positionality refers to “a space in which objectivism and subjectivism meet” (Bourke, 2014:3).
Different scholars have reiterated that positionality can manifest at different stages during the
research process; namely, knowledge construction, perception of the participants and the
researcher and others’ standpoint (Morojele, 2009; Bourke, 2014). Bourke further argues that
individual researchers also have multiple identities which may potentially have a bearing on
the findings of the research and that these identities may vary from gender, socio-economic

status, culture, sexuality, age, etc. (Bourke, 2014; Hopkins, 2007; Mullins, 1999).

The argument further alludes to other theories which have played a role in supporting this
stand. Morojele (2009) cites Griffiths (1998) who used feminist theories in order to strengthen
this argument. In Morojele’s view, feminists reiterated that researchers have their personal
politics which they bring into the research study and it ends up playing a paramount role in the

way that the knowledge is produced by the researcher.
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The key to this is that, the nature of the power relations between the researcher and respondent
greatly depends on “the inculcation of the dominant values, beliefs, norms and discourses”
that are socially perceived as appropriate between the different participants” (Bowl et al.,
2012). Being a Mosotho woman, I may also have brought into the study my own socially
constructed identity of the herders which has been informed by the way I have been
socialised, and which has implications for ethical considerations in terms of addressing any

bias.

That said, it is crucial for the researcher to re-examine this power level and harness it in such a
way that it does not create bias in the knowledge construction (Morojele, 2009) resulting from
the data. In this study, I am bringing in my position as a female Mosotho, who was brought up
living with the male herders and considered them as brothers and friends. I was also socialised
by my community to have a high regard for the males, respecting the unequal gender power

relations as manifested through their male physique and control over resources.

Nevertheless, I also grew up to have a negative perception of the male herders, because of the
impolite approaches that they subjected me to as a teenage girl, when they expressed their
feelings of love. All these values and perceptions have a great possibility of affecting my

study.

My upbringing has been characterised by a large rural family which comprised both the
nuclear family members and the extended family members. This background is also part of
my world view, and has influenced my interest in herders and their education. My close
association with the life of herders was also likely to have had a positive impact on my ability

to interpret and understand their experiences from their position.

My professional and academic background as a Peace Corps worker who inducts volunteers
into remote areas in Lesotho, and as an educated individual who already has a vested interest
in the value of education for personal development, could impinge on how the uneducated
men would react to me. In other words, my positionality had both positive as well as negative
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contributions to make in my research analysis. My aim ultimately, was to listen to what was
said, read and re-read the texts, looking for meanings that the herders were conveying but
drawing on my own cultural reference points, as a resource that may help me to understand
the herders’ background and thereby, also contribute to a more culturally relevant

understanding of where they were coming from.

Nonetheless, I was careful of the power relations — male/female but also educated/uneducated
— both of which could hinder what they revealed to me as an educated Mosotho woman. The
establishment of rapport from the outset of my study on their terms, and being able to relate
my personal history as a woman who grew up amongst the many herders and brothers in my
family, partly indicated that I knew their backgrounds, even though I needed them to spell it
out for the purpose of data collection, and partly contributed to breaking down barriers with

my research participants.

477 DATA ANALYSIS

In this study, pattern coding was used for qualitative data analysis. Scholars define pattern
coding as “explanatory or inferential codes ... that identified an emergent theme,
configuration or explanation” in (Miles & Huberman, 1994:69). I engaged in an inductive
analysis, to look for my own interpretation of themes that emerged from the data as a result of
reading and re-reading the data. I also used deductive analysis, to identify themes which
correlated with my theoretical frameworks. This dual process provided me with an
opportunity to create more meaning out of the data while also, enabling me to compare

findings with relevant literature.

This method of analysis helped me to break down the collected data into smaller chunks for
ease of the analysis process. It involved engaging with the data analysis early during the
research process. Starting from the early stages of data collection, each night I transcribed the
day’s interviews and at the same time, I identified themes from the collected data which in

turn enabled me to focus my fieldwork during subsequent data collection exercises. The
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transcription was very time consuming because: i) all the interviews were conducted in
Sesotho and therefore needed to be translated; and ii) some herders had provided a lot of rich
data which needed to be carefully captured. The transcribing and translation of the thirty

transcripts took me two months.

This was followed by engaging in an intensive and comparative reading of all the transcripts
in order to identify the common links that tied the responses from the herders. At first the
process was challenging because it was not easy to come up with the relevant themes.
Therefore, a list of words was generated which were later collapsed into what Hesketh (2004)
and Arthur et al. (2012) define as a theme based on the emergence of patterns or overlaps, and
which Miles and Huberman (1994:70) refer to as “recurring threads” in formulating “ideas

and key concepts”.

Since my study was conducted in three geographical areas of Lesotho, I categorised the data
in a way that enabled me to make comparisons between the three regions and the herders’
different regional characteristics. I then identified similar quotes emerging under a similar
theme across the three geographical areas and presented them using tables. In order to link my
study to the theoretical framework which guided my study I identified the quotes that tied the

thematic quotes together, as presented in the subsequent chapters.

In the following section I have outlined the ethical issues that were taken into consideration
for this study. These included the steps I initiated in order to gain access to the herders as well
as securing access to interview the NFE staff member and the Lesotho Distance Teaching

Centre staff.

4.8 ETHICAL CONSIDERATIONS

Miles and Huberman (1994:289) define ethics in terms of the crucial attention seeking issues
which the researcher must take care of throughout the research process. My study followed the
utilitarian ethical theory which is a more traditional approach to conducting research. Miles

and Huberman outline three characteristics of this approach as: “recruitment of respondents
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via informed consent; conduct fieldwork so as to avoid harm to others and extend this stance

through protection of confidentiality in reports”.

The University of KwaZulu-Natal mandates all the researchers to submit their research
proposals for ethical clearance prior to the data collection process. Care had to be taken that
the research process went beyond mere data collection and analysis of the collected data. It
was also important for the researcher to respect the rights, needs, values and desires of the
participants (Orb et al., 2001). The ethical guidelines therefore helped the researcher to uphold
the participants’ privacy, confidentiality, dignity, rights, and anonymity. Miles and
Huberman’s (1994) view of the research is of a process that extends beyond the data
collection stage. They caution the researchers of the issues to be aware of before, during, and

after the research had been conducted as follows:

Miles and Huberman identify the issues that researchers must consider during data analysis:
worthiness of the project, competence boundaries, informed consent, benefits, costs, and
reciprocity, harm and risk, honesty and trust, privacy, confidentiality and anonymity,
voluntary participation, intervention and advocacy, research integrity, quality and ownership

of data and conclusions.

A detailed outline of how these ethical issues were considered is presented in the paragraphs

below.

Worthiness of the project

The key questions that I was aware of in consideration of this guideline were the following.
What was the potential project significance in contributing to the needs of the intended
beneficiaries, and was the project congruent with my values and principles as a researcher? In
order to ensure adherence to this principle, I made sure that I conducted the study in a way
that did not use the project as a personal opportunity and negated the broader significance that
it could play in the enhancement of the MDGs of Lesotho, or the subsequent Sustainable

Development Goals which will replace these in 2016. I made sure that I devoted all the
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necessary care in the design and data collection methods employed in this project. My
ultimate aim was to collect data that could inform NFE policy in Lesotho and directly benefit

the herders.

Competence boundaries

This issue was concerned mainly with the capacity of the available human resource to conduct
the study. The key question that I had to answer was whether I had the necessary skills and
expertise to carry out the research and produce an academically accredited outcome. The
willingness of the researcher to undergo some form of training and supervision also had to be

looked into.

In observance of this guideline, I used all the available opportunities provided by the UKZN
in sharpening my research skills to enable me to produce a good research report. I also kept
close contact with my supervisor for further guidance in the development of this research
study. I ensured that I reviewed the necessary literature that guided me throughout the
research process. | also shared my study with my peers such as: Randi Helgesen, a Peace
Corps Volunteer who had an extensive background in conducting research studies; Mrs
Lebohang Ranooe who is a former colleague holding a B.Ed in Adult Education from the
National University of Lesotho; a work colleague, Doctor Clement Lephoto who had just
graduated from the University of Free State (UOFS); and Doctor Setoi who was a lecturer at

the National University of Lesotho and who had a vast experience in research.

Informed consent

Orb et al. (2001) emphasise the importance of observing the ethics of gaining access to the
participants. In Lesotho it was crucial to observe protocol especially at the community level
through community gatherings and individual meetings. I conducted introductory meetings
with the chiefs, the community councilors, and the herders to explain in detail the purpose,
nature, data collection methods, and extent of the research prior to commencement. In line

with this, I obtained their informed consent in writing.
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For those herders who could not read and write, I gave them an opportunity to identify a
confidante who could read the consent form on their behalf and decide whether they wanted to
place a thumb print or an X or preferred their confidante to sign on their behalf. Since the
herders spoke Sesotho, the consent form was made available in both English and Sesotho as

these were the two official languages in Lesotho.

I also ensured that the signed consent forms were kept safely and separately from the
interview schedule. This made sure that none of the consent forms could be easily matched to
any of the interviews in order to ensure confidentiality and anonymity. During the study, I
sought the participants’ consent to take notes and for recording during the discussions using a
digital recorder and took pictures explaining that the note-taking was for the purposes of
compiling the research report. Consent was obtained for conducting the study from the

following:

e Monna Ka Khomo Herdboys Association
e Lesotho Distance Teaching Center
e Lesotho Association for Non Formal Education

e Research and Ethics Committee of the University of KZN

Benefits, costs and reciprocity

It was important to look at the benefits that the research participants gained from their
participation, how much they had to invest in the study in terms of time, energy and
financially. In observing this principle, I stated from the onset that the study was intended to
inform the NFE programmes offered to the herders in Lesotho. Rather than calling them I met

them in their natural environment.

This strategy was however challenged in one of the interviews that I had in the highlands
where a group of participants did not show up for an interview. Instead they left a

‘representative’.
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Upon arrival I thought the other members were delayed but the representative asked me who
was the intended beneficiary of the study. I stated that the intention was to inform the NFE
policy on issues that mattered most to the herders. He in turn responded that many people
keep coming to them for information but nothing is implemented in their interest. Instead the
very researchers conduct research to get a qualification to serve as civil servants who, in turn,
oppressed the herders. They have therefore decided not to participate. From this response I
sensed research fatigue. He concluded that the others would not show up. Before I could
respond he left me to look for his colleagues. To compensate for this, I moved to other cattle

posts and renegotiated my entry with other herders who willingly participated.

Harm and risk

In this research study I ensured that no participants were put in a situation where they might
be harmed as a result of their participation, physically or psychologically. The questions to be
asked were not designed to stimulate stressful memories. Whilst it was not possible to
guarantee that no participant experienced stress as a result of taking part in the study, all
efforts were made to put them at ease and make them feel comfortable about the answers that

they gave.

Honesty and trust

Care was taken in ensuring that the trust of the herders was not compromised with regard to
the information they provided. I asked them to give me the pseudonyms which they wanted to
be called during the interviews so that during the recording, there was no personally
identifiable information that linked them to the information provided. I also ensured that I was
punctual for our meetings. When I could not arrive on time, I always made sure that they were
notified ahead of time. For those who could read, I showed them my student card. I also made
nutritional provisions for the meetings to compensate them for participating in my study. |
also took care to adhere to cultural dress code by wearing clothes that were not too tight or

revealing. I ensured that I addressed them as Ntate translated as ‘father’- an acceptable way to
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address a male Mosotho - or Khaitseli translated as ‘brother/sister’ — another acceptable way

of addressing someone, as consented to by the participants.

Privacy, confidentiality and anonymity

Orb et al. (2001:93) posit that “the protection of human subjects or participants in any
research study is imperative”. I ensured that the confidentiality of the participants was
observed and that the personal identifying information of the participants remained
anonymous by removing any of the possible identifying characteristics before the information
was disseminated. Their names have not been used or shared, in order to conceal the identity
of the participants. I began by an inquiry on whether they wanted to be anonymous or not and
the response was that since some of the information that they might provide might be

sensitive, and to allow them freedom of expression, they preferred to remain anonymous.

Voluntary participation

Despite all the above mentioned precautions, it was made clear to the participants that the
research was only for academic purpose and their participation in it was absolutely voluntary.
No one was forced to participate. It was emphasised that the participants were free to

terminate the interview at any point without being subjected to any further repercussions.

Intervention and advocacy

I was aware that, if, during the research, I came across potentially damaging experiences, I
needed to take care that I remained the researcher and did not become a counsellor or play
other advisory roles. In one case in the highlands, a discussion on education raised a poignant
moment to the participant as he had never been to school in his life. At this juncture I paused
the interview until he calmed down. Then I asked him if he still wanted to continue with the
interview and he said yes. This was to ensure that I did not conduct my study in a manner that

caused emotional harm to the participants.

Research integrity
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I have made sure that I have not withheld any information that might have meant my study has
given a lopsided report. For instance, some of the interviewees who were not very

forthcoming were still included.

Quality and ownership of data and conclusions

The key concerns here were on the ownership of the field notes and the data analysis. Care
was taken that once I had transcribed the interviews alterations would not be allowed. I also

disclosed that I was conducting the study as a requirement to complete my Doctoral degree

with the UKZN.

Trustworthiness

In qualitative research, the purpose of trustworthiness is to ensure that the findings of the
study are “worth paying attention to” (Lincoln & Guba, 1985:290). Lincoln and Guba posit
that trustworthiness in qualitative research means that attention was paid to four aspects,
namely: credibility, transferability, dependability, and confirmability. Credibility refers to an
evaluation of the credibility of the data; transferability would be the degree to which the
findings were applicable beyond the bounds of the project; dependability looks into quality
assurance of the data collection methods; and confirmability measures how closely related the

findings were to the data collected.

I used triangulation as a means of ensuring the trustworthiness of the data. For the purposes of
my study, I collected data from different sources and used different data collection methods to
ensure the potential for the transferability and the credibility of findings. The section below

outlines the steps that I took in ensuring the trustworthiness of my study.

During the data collection process, I requested the consent of the participants to audiotape the
interviews. I also requested their permission to take notes during the process. This was to
enhance dependability and confirmability among the participants reducing what Miles and
Huberman (1994) refer to as threats to the data quality that could have been presented by note-

taking and audio recording. The taped interviews were transcribed verbatim. In addition, I
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spent a considerable amount of time in the field during the data collection process to ensure

credibility.

This was followed by the codification of the data during the analysis stage. The three
geographical locations of my study were identified for comparison of the data collected as a
way of addressing the transferability of the findings. I further triangulated the data, to see if
the findings were verifiable from different sources. The generalised findings are reflected as
themes that can be used to inform the NFE policy recommendations for Lesotho, especially in
the areas of education provision for the herders. Similar recommendations may also be

applicable in similar contexts outside of Lesotho.

4.9 ANTICIPATED PROBLEMS/LIMITATIONS

In this study I had anticipated four key challenges. The first challenge was in relation to the
context under which the study was conducted with particular reference to the scattered nature
of the cattle posts. The second challenge for my study was the climatic conditions, particularly
the harsh winters, which could have delayed the data collection process. The third challenge
was concerned with the level of literacy of the herders which could have influenced their level
of comprehension. The fourth challenge was more related to the researcher’s logistical
arrangements in term of accommodation facilities while conducting the study in view of the
scarce financial resources that were available. Therefore, before the data collection process, 1
employed 3Ps — ‘proper, prior, planning’, in order to devise some strategies to apply in
counteracting the challenges mentioned above. It is also worth mentioning that I had earlier
recruited a male Peace Corps Lesotho work colleague who had previous experience of
research. However, we had schedule conflicts during the onset of my data collection. As a
result, the work colleague was never part of the data collection in the lowlands and the

foothills and I collected that data by myself.

Firstly, to overcome the scattered nature of the cattle posts, I solicited partnership with the

Monna ka Khomo Herdboys Association and LDTC to identify those cattle posts that were
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easy to reach without compromising the scope of the study. I also developed my work field
schedule such that it could be flexible for data collection purposes. In this way, I had an
opportunity to be accompanied by a male driver during the field trips who, by default, became

my counterpart in the highlands area.

The latter outcome proved very efficient in many ways. Firstly, it was economically efficient
in that less money was spent on refreshments for the colleague as it became part of his travel
budget. Secondly, it was socially efficient in that the training of the male colleague was done
during the office breaks and during the travel. Thirdly, the newly acquired skills were a
motivation to a male who had never ventured into research, let alone entered a cattle post.
Lastly, it became culturally efficient in that having him around, especially in the highlands,
was part of his cultural masculinity responsibility - to protect a ‘minor’, as women are

regarded in Lesotho.

The second challenge mentioned earlier was the climate, where the winters become extremely
cold with snow falls and a potential threat to access to the herders. I made sure that the
interviews were done before the winter season set in. I also wanted to give myself time to go
back and fill in any information gaps and collect data with the participatory tools once the

rapport had been established with the herders.

The third challenge was the language barrier which I overcame by translating the data
collection instruments and the transect walk into Sesotho. The discussions were then recorded

using a digital tape recorder, translated and transcribed into English.

The fourth challenge of accommodation was overcome concurrently with the first challenge of
the scattered nature of the cattle posts. I did not have to spend time in the communities as had
initially been expected. The combined activities enabled me to secure reasonably safe and
affordable accommodation in the nearby towns to be able to attain both the work and the study

objectives.
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410 CONCLUSION

This chapter outlined the research design and methodology. The study was qualitative and
based on an interpretivist paradigm due to its descriptive nature and the desire to focus on the
subjective reality of the participants. I used the life history methodology to collect the
educational and herding life history of Basotho herders, supported by photovoice and transect

walk.

The narrative nature of the study enabled me to identify the deeply held educational values of
the herders and their educational and life ambitions. The NFE providers and inspectorate
provided data about the programmes that were available to herders. Their input helped to
triangulate the herders’ interviews. The reason for doing the study in this way was because I
wanted in-depth, rich data that provided insights into the herders and their lives. The ultimate

purpose of this research was to inform the NFE policy for the herders.

The chapter also discussed the data collection and data analysis methods that I engaged in, to
facilitate the production of the final research report. Needless to say, emphasis was placed on
the need to observe the code of conduct that guided the research process. Of paramount
importance in this chapter was my position as a researcher in the whole study and the potential
risks that my position could bring into the knowledge construction emanating from the

findings.

Chapter 5 presents the largely descriptive, narrative herders’ life history findings that
informed my study. The preceding section on data analysis mentioned the emergence of
themes and sub-themes during the data analysis phase. Some of the sub-themes have been
used in Chapter 5 to organise the herders’ life histories. Subsequent chapters analyse the data

more thematically and refer more directly to the theoretical frameworks.
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CHAPTER 5: FINDINGS OF THE STUDY: HERDER LIFE HISTORIES

“Personal stories are not merely a way of telling someone (or oneself) about one’s life;
they are the means by which identities may be fashioned.” (Clark and Rossiter, 2008:62)

5.0 INTRODUCTION

In this chapter, I have framed the findings of my study using the life histories of Basotho
herders. I summarise each of the herders’ stories and then provide a general commentary on
common life patterns and experiences. The herder stories are subdivided according to four
sub-headings namely: livestock as a source of income for male Basotho; informal learning as
a coping mechanism and a livelihood source; income generation through arts and crafts; and
socially constructed herder identity. The findings presented in this chapter are largely
descriptive and address the following research question: what were the learning life histories
of the adult male herders in Lesotho? The findings of the study were analysed using the
interpretive analysis which was conducted in stages. Sosulski, Buchanan and Donnel
(2010:30) assert that the use of the interpretive “methods help” the researcher to provide a
holistic description of the phenomenon under study. The first stage involved an inductive
analysis process by which the life histories of the herders “were constructed using a narrative
approach” (MclIntyre, 2012:612). The following chapters will illustrate how the herders’
identities have been influenced by public perception, the herders’ private perceptions and the

more detailed knowledge acquired through herding.

The different herder biographies evidenced difficult beginnings for many. The older herders
comprised two levels: the level one herders had never gone through the classroom door in
their entire lives; while level two herders had gone to school but dropped out at the low
grades. The younger herders, who were more likely to have had access to free primary
education, generally presented higher literacy rates, with a few who had completed either high
school or tertiary education. I have named the herders using their pseudonyms followed by a

brief explanation of their geographical location. The herders’ life histories follow.
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5.1 LIFE HISTORIES

Dhunpath and Samuel (2009:30) emphasise the “coherence of the story” as one of the
important aspects of the life history approach, in that the story has to neatly unfold and that
the language becomes key in conveying the messages in the stories. In this study I was
translating the findings from one language into the other which could potentially lose some
meaning. To compensate for the loss I engaged a language teacher to check the translation of

the findings and a language editor to ensure coherence.

The herders’ identity forms part of the herders’ life histories as echoed by Clark and Rossiter
(2008:61) who state that: “human beings are the creatures who tell stories ... and those stories
serve a function, namely to make meaning of our experience”. The coherence of the facts in
the story makes the story meaningful to the reader (Clark & Rossiter, 2008; Trahar, 2008).
The brief life histories of the herders presented in this section will enable the reader to follow

each herder as they are mentioned in the study.

Table 3 below presents the profile of the herders who contributed to my study, in order to
know who they were and their future aspirations. The findings of the life histories in Table 3
revealed that, there were two main literacy levels amongst the herders: one of complete
illiteracy and that of dropping out of school. The findings evidenced that the higher the age,
the less the herders were to remember the age at which they started herding. Out of the 31
participants, two of them who were self-employed were from the lowlands. Twelve herders
looked after the family livestock; out of which seven were from the highlands while eight
came from the foothills. Some of the older herders from the lowlands were still hired herders.
There were also ten herders who owned their livestock (either partially hired or solely having
their own) and this cut across the three geographical zones with the majority coming from the

lowlands.
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A larger number of the study participants were single with a few who were married with
children and this also cut across the three geographical regions. On average, the older

participants were less educated across all three geographical regions.

Table 3: Profile of the herders

Herder name Age Educatio | Marital status | Livestock Herding Geo zone
nal level ownership age
Comrade 30yrs Std. 7 Single with no Family 9 years FH
children
Taiwan 25yrs Form C Single with no Family 14 years FH
children
Lekhala 23yrs None Married with no Own 6 years LL
children
Mosuoe 31yrs Std. 4 Married with 2 Own 14 years LL
daughters
Meks 35yrs Tertiary Married with 1 Own 12 years LL
son
Ocean 25yrs Form E Single with no Hired 10 years LL
children
Doctor 43yrs None Married with 3 Self - 5 years LL
children employed
using IK
Nyakosoba 35yrs None Married with Own - LL
children
T-man 22yrs Currently | Single with no Own Tyears HL
in Form D children
Semonkong1 29yrs None Married with no Own 14 years HL
children
Linakaneng 2 35yrs Std.4 Married with Own 13 years HL
children
Semonkong 3 28yrs None Single Uncle 3 years HL
Semonkong 4 22yrs Std. 7 single Family 3 years HL
Linakeng 5 32yrs Std. 3 Single with no Family 16 years HL
children
Linakeng 6 28yrs Std. 3 Single Family 16 years HL
Linakeng 7 24yrs None Single with no Hired - HL
children
Linakaneng 8 24yrs Std. 2 Single with no Family 3 years HL
children
Linakeng 9 20yrs None Single with no Hired and 6 years HL
children own
Sups 35yrs Vocationa Married with Hired now Syrs FH
1 skills one child own
Ducks 361s Std. 3 Married with 2 | Grandfather l4yrs FH
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children and now
own
Gift 38yrs None Married with 2 | Family now 3yrs FH
children hired
Alex 27yrs Std. 5 Single Family 3yrs FH
Ace 27yrs Std. 6 Single Family Young FH
Masda 27yrs Std. 3 Married with Family Not FH
child mentioned
Linakaneng 10 35yrs Std. 3 Single Family 16yrs HL
Linakeng 11 30yrs None Single Family 6yrs HL
‘MatSooana 28yrs None Single Family Not known HL
Malimong 38yrs Std. 3 Single Hired 14yrs LL
Matelile 42yrs None Widower Hired Not LL
mentioned
Matukeng 45yrs None Married with Hired Not LL
children mentioned

The findings of the herders’ life stories reveal difficult educational beginnings for many of
them which affirmed the literature discussions of individual experiences as presented by
different authors (Pitikoe, 2012; Mohasi, 2006; Lefoka; 2007; Mahe, 2009). This also reflects

the fact that free primary education was only introduced in 2000.

Based on the findings in Table 3 above, the herders’ educational experiences can further be
categorised under 4 levels with specific statistics of herders under each level. Level I:
complete illiteracy represented by 12 herders, 8 of whom came from the highlands while 4
came from the lowlands. Level 2: Primary education which is represented by 13 herders — 5
from the foothills, 6 from the highlands while 3 came from the lowlands. Level 3: post
primary education represented by 3 herders distributed across the 3 geographical regions.

Level 4: tertiary education was represented by one herder from the lowlands.

From these findings, it was evident that the majority of the herders with little or no education
came from the highlands. This indicated that, regardless of Lesotho’s efforts to ensure

universal access to education through the FPE programme, there is still social injustice where
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boys are unable to either attend or complete formal education (Lefoka, 2007). The following

section presents the findings on livestock as a source of income for Basotho.
5.1.1 Income generation among Basotho herders

5.1.1.1Livestock

In Lesotho, boys who drop out of school are either absorbed into the mining industry in South
Africa or become livestock herders either looking after the family livestock or being hired by
other livestock owners (Morojele 2009; Lefoka, 2007; Setoi, 2012;). Many herders preferred
being hired in order to be compensated for their job and to secure their own livestock.
Livestock is seemingly the most common form of payment for the herders. Livestock was also
perceived as a safety net or ‘a bank’ to resort to during times of adversity. Other males were
actively engaged in livestock sales and made a reasonable income out of it, while others

benefitted from the livestock products such as the sale of wool.

Matelile was a retrenched mine worker who had only been in Khubetsoana as a hired herder
for one month. He was 42 years old. He explained that there were cases where a herder could
indeed negotiate the payment method with the employer, choosing between monthly cash and

an annual livestock payment:

kese ke holile haholo hore nka emela ho lefshoa ka selemo re lumellane hore a mpatale ka
khoeli : 1 am too old to wait for an annual payment we have agreed that he will pay me on
a monthly basis.

This showed that with maturity came wisdom and assertiveness that could be applied in salary
negotiations with the employer. This also showed that not all the employers were regarded as

bad.

Matelile was a widower with a son who stayed with an uncle back home and attended school.
Matelile’s motive behind taking this job was to be able to meet his financial needs to buy
Christmas food and clothes for the children. In the patriarchal African culture like Lesotho’s, a

family is perceived collectively (Lekoko & Modise, 2011) and extends beyond the nuclear
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family so one has a social obligation to care also for the extended family members. Therefore,
even though Matelile had only one son, he mentioned children in the plural because he had an
obligation to care for the nieces and nephews back home. Matelile also mentioned that, in
order to hire a herder, it was mandatory for the herder to produce some form of identity as a

security to show they were not pretending to be someone else:

ke tlile le lengolo le mpakang hotsoa ho morena oaka: 1 brought my chief’s letter of
reference to be presented to the chief of the employer for verification of my original
whereabouts. Lengolo lena le bolokoa ke mohiri hake ntse ke mosebeletsa. Ha re
khaohana le khutlela ho ‘na.

The letter was kept by the employer until either of the two parties terminated the contract. He
also commented that of late the children no longer wanted to look after the animals: “our
children do not want to look after the animals even though they have been brought up

supported by the animals”. As a result, the older men have returned to herding.

Matukeng came from the Southern parts of the Maseru district and had been living in
Khubetsoana for half a year hired to look after the animals. He was 45 years old and a
retrenched mine worker. Back home he had a wife and children and also kept some livestock
as a form of savings. He explained the difficulties that the herders endured especially when it

came to nutrition:

Rele balisana reja habeli feela ka letsatsi eleng hoseng le mantsiboea. Ha ho bonolo
haholo ho tloaela mokhoa oo haholo ha u gala ho lisa: As herders, we eat twice a day only
- in the morning and in the evening...

He further illustrated that herding was more challenging for new herders as they had to adapt
to the new eating schedule. Therefore the herders devised alternative dietary means: “reja
limela tsa naha hobane liea nyorisa ebe mpa e ea tlala: we resort to eating the natural herbs
so that we can be thirsty and drink a lot of water to fill up our stomachs”. This also had its
own challenges especially if they got back home still full of the water that they had drunk
during the day. If they got home and did not eat due to being full from the water and the herbs,

130



they were suspected of committing petty thefts in the village. This indicated the lack of trust

accorded to the herders. They are labelled the ‘notorious members of the society’.

For him, his late mother was important to him, so much so that he annually slaughtered some
animals to appease the ancestors in order to maintain the relationship with his mother. His
belief was that the spirit of the mother was looking over him. The Basotho’s belief in
spirituality through worshipping the gods and the ancestors was common before the arrival of
the missionaries (Wells, 1994). However this has become less common of late due to the

advent of Christianity.

Matukeng and Matelile were both older herders who had rejoined the herding role after their
mining service. They were also family men, albeit Matelile was a widower. Both of them were
illiterate and had a strong attachment to their ancestral beliefs. Their future ambitions, as
stated in Table 4, indicated that they had no intention of moving out of the herding role as
hired herders; instead they planned to explore the role further in South Africa. Unlike Matelile

who did not mention having any livestock, Matukeng kept some livestock back home.

Malimong was aged 38 years and originally came from Malimong Ha ‘Matjootjo in the
highlands of Berea in the Eastern parts of Lesotho. Besides herding, he seemed to have a side-
line project of planting dagga for sale back home. The place where he originated from is
highly reputed to be notorious for the illegal plantations of this drug as a livelihood source
despite the various efforts which the police are said to be taking to prevent it. He was a
bachelor and lived in a rented house in Khubetsoana, within walking distance from Maseru

city centre where he had been hired as a herder.

His lengthy herding experience qualified him as someone who had ‘seen it all’ especially
when it came to the bad treatment that the herders got from their employers. His story ranged
from commenting on the food that they sometimes had had to eat to the clothing that they had
received from their employers. His story illustrated that the herders did not have much of a
choice regarding what they ate at their employers’ homes which signalled the inhumane
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treatment that the employers sometimes subjected the herders to. They were treated more like

animals or ‘things’ that did not have a say in life:

I have been in Maseru to look after the animals. I have been hired here and have been
doing this job for a long time now. I do not like eating papa without relish at all (khilik)
(feela nkile ka eja hobane neke lapile) 1 have eaten it before because I was hungry but I
was told to season it with some salt but it was still not tasty with salt so I ate it with sugar
and added some water and it is very delicious. (Rubbing his woollen hat on his head to
wipe off the sweat streams generated from the heat....) Herding is tough.

He went on to reiterate the unpleasant repercussions of questioning the food that was

provided:

You do not have to question this but just eat (hahaha...laughing) if you do not eat, they
tell you that you are full therefore you will be instructed to drive the animals to the veld on
an empty stomach.

As with the cases of Matelile and Matukeng (lowland herders and former mine workers),
Malimong was another relatively older herder with a very low literacy level and hired to look
after other people’s livestock. Despite the challenges he faced in his herding career, he did not
seem to have intentions of moving out of herding, or even as a hired herder. Looking at these
three herders, the assumption would be that their vast experience would enable them to make
better and more diverse decisions in the choice of the jobs that they wanted and their future

ambitions about them.

Mosuoe was 31 years old and originally from MantSonyane Ha Long in the highlands of
Thaba Tseka district. He lived in a rented room in Ha Abia, within a 10km radius of the
capital city Maseru. He voluntarily dropped out of school after completing Standard 4 because
of his love of animals. Perhaps for him education was seen as a long road to wealth, whereas
animals were easy to obtain without education and had more value than education. Mosuoe
started herding at the age of 14 years looking after the family livestock, after which he got
hired by other livestock owners. He aspired to be rich with his own livestock. His former boss

had contributed greatly to his life because after seven years of service Mosuoe owned his
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livestock and the boss allowed him to join his livestock with the boss’s and look after them
together. Back home he had a wife who had gone up to Form A (equivalent to grade 8 in
South Africa) and two daughters aged 10 and two years respectively:

I wanted to have my own livestock and be like rich people. For me with my education, the
only way to become rich was to be hired so that I could be paid with livestock and be an
owner too and have my own cattle post.

He singled out the wool shearing as one important project for him because from the earnings
he was able to open a bank account “I bank the money from the wool sales” (kena le bukana
ea banka). The wool shearing enabled Mosuoe to establish a safety net to fall back on outside
the herding role. He also sold cattle which seemed to be a good alternative business for him:
“in a good month I make R14 000.00 for selling two cattle”. This seemed to be a good income

from the business.

In comparison with Matelile and Matukeng, former miners, and Malimong, this long serving
hired herder came across as really falling within the older age group of the herders. Like
Matukeng and Matelile, he also had a family. However his ambition to own livestock
compelled him to drop out of school voluntarily unlike Matelile and Matukeng who were
completely illiterate. Similar to Matukeng, Matelile and Malimong, he was still hired as a
herder though he also owned livestock like Matukeng. He, like the other three herders, did not
seem to be looking forward to moving out of the livestock business as he aspired to own a

cattle post in future.

Ocean, at 25 years, was originally from the Southern highlands of Lesotho in the district of
Qacha’s nek, one of the coldest districts, frequented by snow falls in winter. He also lived in a
rented room in Ha Abia like Mosuoe as a hired herder. He started looking after the family
livestock at the age of 10. Ocean was the second boy in the family of three boys and three
girls and quite a critical thinker. It is worth-mentioning that he was one of the herders whose

hygiene was amazingly poor.
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The uniqueness of Ocean from the other four herders was that he had completed his high
school education and had intentions to further his studies in South Africa. He aspired to marry
someone in the future who had gone through tertiary education. Ocean equated livestock

ownership to a personal savings account:

I am looking after these animals so that I can have mine, upon encouragement from my
father [who said] that I should have my own animals as a savings that can help me to
further my studies. I have gone as far as Form E in high school and want to study with the
University of  Kwazulu  Natal to study either Metereology or
Zoology...(Hehehe...laughing) 1 want to know more about the [animal] behavior and the
weather conditions. I like the UKZN very much because I believe that it will give me an
international perspective to education which I feel is lacking from the National University
of Lesotho.

Although not much is known regarding how he came to know about UKZN and his decision
that it was a better university than NUL, his educational ambition brought in an unusual level
of discernment. His mother seemed to have played a significant role in constructing his
identity and or attitude towards life: “she taught me never to let the sun go down angry; for
she did not believe in holding grudges”. Ratau (1988) links this philosophy back to the Bible
in Ephesians 4:26 “ekare ha le halefa le seke la etsa sebe; letsatsi le seke la phirimela bohale
ba lona — in your anger do not sin; do not let the sun go down while you are still angry”. This
showed that he had spent a great amount of time learning from his mother some of the salient
values and attributes in life. Additionally, Ocean’s tertiary ambitions reflected a thirst for
knowledge and understanding about the relationship between the animals and their

environment.

Unlike Matelile, Matukeng — ex-miners, and Malimong - the hired herder with a vast herding
experience and Mosuoe - the voluntary school drop-out, Ocean was relatively young.
However he was also a hired herder who aspired to have his own livestock like Mosuoe. He

was still a bachelor like Malimong.

Sups came from the village of Ha Seoehlana in the foothills of Lesotho. Sups owned

livestock, like Matukeng the ex-miner and Mosuoe the voluntary school drop-out, and he kept
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them at one cattle post where he had partnered with Ducks. He was aged 35 years and started

looking after the family livestock at the age of five years.

Similar to Mosuoe — a voluntary school drop-out, Sups had decided to get hired in order to
own livestock through payment from his employers as his family had not being compensating
him for the job. He was also one of the older herders and a family man like Matelile (the ex-
miner), Matukeng and Mosuoe. He shared a similar characteristic with Matukeng and Matelile

in that he was completely illiterate.

Sups closely linked his inability to negotiate payment with the employers to his illiteracy:
“However, we accepted anything given to us because we have not gone to school”. In other
words, lack of education placed them in a compromised situation where they were unable to
advocate their rights and negotiate payment. However, he benefitted from the social contacts
where he worked closely with Ducks in the cattle post: “We have a partnership with Ducks”.
He later attained vocational skills at Itjareng Vocational Skills Training Centre (a vocational
skills training centre located in Masianokeng village in the lowlands in Maseru district which
provides vocational training skills for Basotho youth who present with any form of disability,

with the purpose of future economic empowerment).

Although he identified himself as having an undisclosed form of disability, none was detected
during the interview. Nevertheless he was admitted at the Itjareng where he met his wife who

is stated to be physically disabled. They have a 5 month old daughter. He continued:

Some of the challenges that we come across at the cattle post include babang ba inkela le
ho itjella liphoofolo tsa rona ka mahahapa: others take and eat our animals by force. The
other challenge is that the place that we graze the animals at is not ours so they are
sometimes confiscated.

Sups was a trained welder with a strong ambition to embark in a metal yoke manufacturing
project to sell to the highlands farmers in exchange for sheep. This was a strategy that he
wished to employ in rebuilding his flock which unfortunately had died following a recent

thunderstorm that occurred in their area.
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Lekhala originated from MantSonyane Ha Moriana in the highlands of Thaba Tseka which is
characterised by snow falls in winter. He lived in a rented single room in Ha Leqele, within a
10km radius of Maseru, the capital city of Lesotho in the lowlands. At the age of 23, back
home he had a wife but no children then. His wife had gone to school up to Form C. His
herding career started at the age of six years when he was hired to look after sheep for five
years, before graduating to look after the boss’s cattle. Lekhala came to Maseru because of

poverty and wanted to explore the possibilities of making a living out of livestock sales:

I came to Maseru because I was unemployed and wanted to see if I could make a living
through selling livestock. I have a special love for animals which I developed at a very
tender age of six years when I was hired to look after the sheep.

Back home he also used his cattle as a means of connecting with others and a form of income:
“I also use them for ploughing to produce food for the family or for share-cropping (ho lema
seahlolo)”. Lekhala was doing very well in livestock sales and believed that he owed his
success to his friend and mentor, Sephali, who introduced him to the business and kept a

check on him to monitor his progress.

Among the herders that have been discussed thus far, Lekhala is the youngest. Similar to
Matelile, Matukeng — ex-miners - and Sups, a trainee from Itjareng, he had never been to
school but was hired as a herder. The herding job helped him to secure his own livestock, like
in the cases of Matukeng, Mosuoe — a voluntary school drop-out. He was also a family man.
Other than establishing a cattle post, he was engaged in a livestock sales project where he
bought and sold livestock in order to generate income and increase the ones he had already

collected.

Nyakosoba, at age 35, came from the Maseru district not too far away from the lowland area
of Roma valley where the National University of Lesotho is located. He had quite interesting
questions regarding the study. His first one was: who is going to benefit from the study — “is it

you or us as herders?” After my responding to his question, he raised an insightful response
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that, in the past, they had been interviewed by many; however, they have not benefitted from

those studies as herders:

We have never seen any improvement or any implementation of our recommendations.
Therefore we have lost faith in researchers like you [researcher] because the studies are
mainly intended to benefit you [researcher] alone.

Nyakosoba was within the older herders’ age range and he kept some livestock back home. He
stated that he had been in the livestock sales business for a long time following his resignation
from a retail shop in Quthing — one of the ten districts of Lesotho located in the Southern
region. He was able to build a house with the profits from the livestock sales. Unlike Doctor
who wanted to make a decent living by coming to Maseru, Nyakosoba mentioned that there

was lack of support for the herders who came to Maseru to earn a living:

There were many herders who came from all the different districts leaving their homes and
their livestock back home to come here and make a living out of the livestock sales. They
have since left due to lack of support from the government. We seem like we are selling
dagga: ekare re rekisa matekoane because we do not have a specific place to sell from.

This is a real contrast to the case of Doctor — the herbalist who sells crafts (see informal
learning section 5.1.1.3). Doctor had a more focused perception that through his skills he
could make money for himself. Instead Nyakosoba desperately looked up to the government
to provide some form of support to enable them to break the barriers and be successful in their

endeavours:

We would like the government of Lesotho to identify some places where we can sell our
livestock. There are times when the Police 