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Abstract  

The significance of incorporating indigenous mathematical knowledge to 

facilitate the understanding of school mathematics in the mathematics 

classroom should not be underestimated by the mathematics teachers. 

Oftentimes, secondary school mathematics teachers teach mathematics as 

though mathematics has no link to the learners’ culture in anyway. This 

approach to teaching mathematics does not help the learners to understand 

some certain mathematical concepts. The purpose of the study was to 

explore the prevalence of the use of ethno-mathematics approach among 

secondary school mathematics teachers. Its objective was to find the extent 

to which secondary schoolteachers make connections between school 

mathematics and the learners’ out-of-school mathematics practices. 

Connecting the teaching of mathematics to the learners’ cultural activities 

helps the learners to see the utility of mathematics. Twenty mathematics 

teachers participated in this study, which used a survey research design and 

a mixed approach. It employed questionnaires and interviews to collect data 

from the participants. The major themes that emerged from the data analysis 

revealed that secondary school mathematics teachers believe that 

indigenous mathematical knowledge has no place in the official secondary 

school mathematics; it is very rudimentary. It also emerged that some 

mathematics teachers lack the skills required to identify mathematical 

concepts in the learners’ culture in most topics. The significance of these 

findings is that they assist in explaining why most learners do not perform 

well in mathematics. It was concluded that the majority of the mathematics 

teachers do not make a link between the teaching of mathematics and the 

learners’ culture. 
 

Introduction 

Mathematics is better understood when it is taught from the known to unknown (Porcu, 2017). 

The impact of an ethno-mathematics in improving the learners’ understanding of mathematical 

has been proven by many studies (Fouze & Amit; 2023, Machaba & Dlamini, 2021). According 

to Rosa and Orey (2011), an ethno-mathematics approach is a teaching approach that 

incorporates how people from a particular culture use mathematics ideas in dealing with 

quantitative, relational and spatial aspects of their lives. In simple terms an ethno-mathematics 

approach is a teaching approach, which involves connecting school mathematics and the 

learners’ out-of-school mathematics experience in the teaching of classroom-based 

mathematics Sunzuma (2020), Although Eswatini is a country which is rich in culture the extent 

to which the teaching of mathematics incorporates these cultural contexts is noticeably doubtful 
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(Ngcobo, 2011). From the general principles of teaching, teaching should start from the known 

to the unknown (Porcu, 2017). However, mathematics teachers regard what is known by the 

learners to mean what has been taught at school before (Turugari, 2022), thereby neglecting an 

entire wealth of the learners’ out-of-school mathematics experiences that the learner could even 

bring to bear on the learning of school-based mathematics. When the learners’ out of school 

mathematics experience is not incorporated in the pedagogy the learners are likely not to 

understand mathematical concepts being taught. Unfortunately, some studies have revealed that 

mathematics teachers do not form connections between culture and mathematics. 

The use of an ethno-mathematics approach helps the learner to understand mathematics through 

seeing the relevance of mathematics by being exposed to how mathematics is used in their daily 

lives. In other words, the use of an ethno-mathematics approach helps the learner to be 

mathematically literate. Horsthemke and Schafer (2014), argued that learners taught using an 

ethno-mathematics approach can contribute and participate confidently in the society in which 

they live. Seepe (2000) posts that when learners see part of their daily mathematical practices 

in the curriculum, they are likely to be motivated to perform better in mathematics. Generally, 

learners may become confused in the mathematics classroom because they are not sure whether 

their out-of-school understanding of mathematics is recognised in the mathematics classroom. 

According to Rosa and Orey (2011) the traditional mathematics classroom is confusing because 

learners are required to do away with what they know and start being taught about formulas and 

symbols which the learners are not familiar with. Mathematics concepts are taught as though 

they reside in the mathematics textbook without any connection to what the learners do outside 

school.  Thus, the use of ethno-mathematics approach acts as a bridge between the learners’ 

understanding of mathematics outside school and school mathematics. Also, ethno-

mathematics makes the mathematics teachers to engage the learners meaningfully to generate 

knowledge. Chahine (2013) asserts that ethno-mathematics approach leads to purposeful 

engagement in existential experiences that unfold culturally embedded mathematical 

competences can inspire learners to question enforced imminent boundaries and discover the 

joy and excitement in making transformation real and possible. According to D’ Ambrosio 

(2001), when ethno-mathematics approach is used in the mathematics classroom, learners are 

helped to construct their own personal mathematics understanding and have alternative ways 

to explain their work that may be different from that of the teacher.  

The way mathematics teachers teach mathematics has been described by many as being at 

variance with the ethno-mathematics approach. Mathematics teachers resort to the traditional 

approach where the teachers are the knowers in the mathematics classroom, and the learners’ 

cultural input is disregarded in the creation of mathematical knowledge. The mathematics 

teachers regard themselves as custodian of mathematics knowledge who have the capacity to 

distribute it to the learners whose out-of-school mathematics experience is regarded as 

irrelevant. The teachers regard themselves as transmitters of knowledge while they regard 

learners as empty vessels waiting to be filled. According to Francois and Kekhove (2010), 

traditional mathematics lessons are characterised by drills where learners are required to follow 

given procedures without understanding the concepts being taught. Learning mathematics in 

this way may result in the learners failing to see the relevance of learning mathematics. For 

example, if the learners are drilled on lines of symmetry concepts, the learner will not be able 

to make connections between line of symmetry concepts taught at school and those they 

experience in their daily life , hence they are likely to quickly forget what they had been 

taught. Kline (1990) also argues that “mathematics taught in the schools is detached from its 

rich intellectual setting in the culture of our civilisation and is reduced to a series of techniques 

and has been grossly distorted.” This means that the mathematics taught in the schools lacks 
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connection with real life mathematics found in the learners’ culture, and it is nothing more than 

sequenced techniques and it is quite distorted type of mathematics that the learners can hardly 

recognise as mathematics. For example, in Eswatini the concept of symmetry can be taught 

using several cultural artefacts that are found in every homestead but the mathematics teachers 

may resort to the use of shapes drawn in mathematics textbooks.  

The mathematics teachers do not regard the learners’ out-of-school mathematics practices as 

mathematics. As a result, they do not form any connections between the learners’ culture and 

school mathematics. The failure of mathematics teachers to recognise indigenous mathematical 

knowledge as mathematics was also evident in a study carried out by Alvarez and Aliveras 

(2014) who discovered that mathematics teachers in Colombia do not recognise ethno-

mathematics as mathematics. Closer to home, Mtetwa and Jaji (2006) similarly report that 

mathematics teachers in Zimbabwe do not regard mathematics found in the culture of the Shona 

people of that country as mathematics. They did not recognize mathematics concepts in their 

culture as serious mathematics which can be incorporated in the secondary school curriculum. 

Some researchers for example, (Chikodzi & Nyota, 2010; Madusise, 2014) attribute the poor 

performance in mathematics in secondary schools to lack of connections between the learners’ 

out-of-school mathematics practices and school mathematics. Mathematics teachers teach 

mathematics as though mathematics resides exclusively in the textbooks and in the classroom 

without any link to the real-life situation of the learners, and this results in learners failing to 

understand mathematical concepts. 

The mathematics teachers can integrate ethno-mathematics in a mathematics classroom in 

various ways. In one study in South Africa, Madusise (2014) investigated the mathematical 

concepts found in a cultural village. According to that study, knowledge of properties of shapes 

and different transformations can be used to read and understand the decorations on Ndebele 

paintings and beadings and Venda traditional clothes. This led to a deeper understanding of the 

beading activities at home   in the context of mathematics. Instead of using the abstract approach 

of calculating enlargement scale, measuring the real artefacts (in some cases counting beads in 

a line) learners were guided to discover the used enlargement scale factors, the translation 

vectors and reflection mirror lines (axes of symmetry) (Madusise, 2014). Some learners 

reiterated that they were going to use their school mathematical knowledge in coming up with 

their own different beading designs without being coached. This led to deeper understanding of 

the paintings and beadings. Madusise also developed number sequences from the cultural 

dances observed in the cultural village and this made the learners to understand number 

sequences better.  

In another study Rosa and Orey (2009) studied the symmetrical designs found in freedom quilts, 

making associations that involved geometry and the craft and art of quilting. During their 

analyses of different symmetrical freedom quilts, Rosa and Orey (2009) developed a teaching 

unit for geometrical transformations from the different analysis of symmetrical freedom quilts. 

A number of mathematical concepts which include symmetry, reflections, rotations, and 

translations were incorporated in the topic that was developed. The captured mathematics 

concepts from the freedom quilts were incorporated in lesson plans that enable mathematics 

teachers to design geometry activities that would help learners to understand geometry, 

especially transformation and symmetry concepts. Transformation concepts were viewed as 

abstract by most learners; however, after the use of the freedom quilts real symmetrical freedom 

quilts the learners changed their views about geometry and see the relevance of learning 

transformation (Rosa & Orey, 2009). In another study in Zimbabwe Sunzuma (2020) 

investigated the in-service secondary school mathematics teachers’ integration of ethno-
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mathematics in the teaching of geometry and found that sixty percent of the mathematics 

teachers use various cultural activities in the teaching of geometry. 

Theoretical Framework 

Social Constructivism 

In addition, Kim (2001) points out that social constructivism emphasises the importance of 

culture and context in understanding what occurs in society and constructing knowledge based 

on this understanding. According to Social Constructivism, individual knowledge originates 

from social interaction of individuals with other people and their environment and then the 

individuals internalise that knowledge. In support of this view, Gergen (2004) also affirms that 

in the social construction perspective, explanations of reality are not based on what exists but 

they have their origins in people interactions. This means that people only come to know about 

the world around them through interacting with other people in different social relationships.  

 Moreover, Amineh and Asl (2015, p.13) said, “…knowledge is a human construction that is 

socially and culturally constructed.” This means that people living in a society have their own 

unique interpretation of the world and give rise to reality, which is contextual, subjective, 

localised and suit their own context. Therefore, in this study, the way in which the mathematics 

concepts and activities are presented in the Swati learners’ out-of- school activities represented 

their mathematics reality. The mathematics teachers have to respect that reality and take it as 

the starting point when teaching secondary school mathematics. This view is supported by 

Amineh and Asl (2015) who point out that in a socio-constructivism perspective, reality is not 

something that individuals can discover because it does not pre-exist prior to its social 

invention. This implies that learners take part in creation of the social reality through 

participating in the communities in which they live. The learners are not observers in the society 

they live, but they are active participants, and it is through social participation that shapes the 

way they understand mathematics reality. Although learning may involve the learner’s mind, 

Socio-constructivism argues that learning is highly dependent on the learner’s interaction with 

other members in the community. According to Gergen (2004), constructivism takes into 

consideration social and cultural aspects of acquiring knowledge. This implies that under Socio-

constructivism, knowledge construction by the learner is not independent of the social and 

cultural context. Basing on this perspective, the role of the teacher is to elicit and understand 

the prior instruction knowledge of the learners to help learners to construct new knowledge and 

connect it with what they already know. For example, in this study, the mathematics teachers 

were asked how they elicit from the learners how the mathematics concepts were used in the 

learners’ out-of-school mathematical experience in order to help them to understand 

mathematics knowledge. 

Problem Statement 

Eswatini is one of the countries in the Southern Africa Development Community [SADC] 

region where learners do not perform well in mathematics in secondary schools (Ngcobo, 

2011). One of the reasons why students perform badly in mathematics is because mathematics 

teachers use what Turugari (2008) called ‘go to page x and do exercise y syndrome’. In this 

case mathematics teachers do not check the relevancy of the question to be answered by the 

learners; they are just concerned about the learners answering the questions about a particular 

mathematical concept right. The learners are taught how to solve mathematics problems without 

explaining to the learners the reasons why such problems are to be solved. The learners are 
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starved from understanding the utility of mathematics. When the mathematics concepts are 

linked to the real-life situations, the situations are far detached from the learners’ understanding 

of the concepts. This study thus sought to investigate the extent to which secondary school 

mathematics teachers in Eswatini incorporate indigenous mathematics knowledge in the 

teaching of mathematics. It also sought to identify the factors affecting the use of an ethno-

mathematics approach by the secondary school mathematics teachers in Eswatini. 

Purpose of the study  

The purpose of the study is to investigate the use of ethno-mathematics approach in the teaching 

of mathematics by secondary school mathematics teachers in Eswatini. 

Objectives of the study 

The objectives of the study are to: 

1. determine the extent to which secondary school mathematics teachers use the ethno-

mathematics approach when teaching mathematics; and 

2. identify factors affecting the use of ethno-mathematics approach in the teaching of 

mathematics 

Research Questions 

1. To what extent do secondary teachers in Eswatini use ethno-mathematics when teaching 

mathematics?   

2. What factor affect the secondary school teachers in the use of ethno-mathematics when 

teaching mathematics? 

Methodology  

A survey was employed in a mixed approach methodology study which involved 20 secondary 

school mathematics teachers. The study used questionnaires and semi-structured interviews to 

collect data. A survey design is normally used when participants’ opinion is sought (Choongwa, 

2018, p.98). In this study the mathematics teachers’ opinions on the use of the ethno-

mathematics approach and on the factors affecting the use of an ethno-mathematics were 

sought, hence the use of the survey.   

The sample for this study comprised of 20 secondary school mathematics teachers. Random 

sampling was used to select participants, ensuring that every teacher had an equal chance of 

being included. Firstly, schools were conveniently selected by considering those schools where 

student teachers specializing in Sciences and Mathematics were attached for teaching practice. 

This selection allowed the researcher to efficiently distribute and collect questionnaires and 

conduct interviews while visiting the schools for student teacher assessments. Since all 

secondary schools in Eswatini have equal opportunities to host student teachers, the selection 

process ensured a broad representation of teacher perspectives on the use of ethno-mathematics 

in mathematics instruction. 

Questionnaires were used to collect data in this study.  A questionnaire has an advantage of 

asking a series of questions at a goal. The questionnaires consisted of a 4- point Likert scale 

with responses such as ‘I strongly agree, I agree, I strongly disagree and I disagree. The 
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questionnaires were personally distributed by the researcher. The mathematics teachers 

completed the questionnaires the same day they were delivered to avoid a situation whereby 

the participants may fail to return the questionnaire, the researcher collected completed 

questionnaires from the mathematics teachers soon after completion. The data which was 

collected by the questionnaire was analysed quantitatively 

Another instrument which was used to collect data in this study is the semi-structured face-to-

face interview guide. When semi-structured interviews were used, it was ensured that the 

researcher did not make assumptions about what the interviewees were thinking about the use 

of the ethno-mathematics approach in the teaching of mathematics; he depended on what the 

participants said. Berg (2016) asserts that interviews do not only collect informative data, but 

they enable the interviewees to speak in their own voice and express their thought and feeling. 

Another advantage of face-to-face interview is that the researcher could pick some non-verbal 

cues which may not be possible when other forms of interviews are used (Rosenthal, 2016,). 

The data which was collected by interviews was analysed qualitatively. A pilot study was 

conducted first with five schools to check on the relevance and usability of the two instruments 

before the main study. The analysis of the participants’ responses and the discussions with the 

participants during the pilot study helped the researcher to review the questionnaire and the 

interview questions, and this resulted in some questions being modified.  

Permission to carry out the study from the Director of Education and Training was sought by 

the researcher and the clearance letter to that effect was issued. The participants filled some 

consent forms to document their willingness to participate in the study. The participants were 

also assured of confidentiality by asking participants not to write their names on the 

questionnaire or put any mark that may result in their identity being revealed. In data 

presentation individual respondent’s score was not identified in the presented group data.  

Frequency distributions and percentages were used in the presentation and analysis of 

quantitative data. The tallies of participants who responded in the same way were added to give 

the total frequency for that particular response and this was written in the frequency column of 

the table corresponding to the question. The frequency of the response was then expressed as a 

percentage of total possible frequency. Table 1 presents quantitative data in frequencies and in 

percentages. The qualitative results are presented after the quantitative results. 
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Findings and discussion 

Table 1: Mathematics Teachers’ views on ethno-mathematics approach 

 Frequency Percentage 

1. There is a link between Secondary 

Schools Mathematics and SiSwati 

culture 

Strongly agree 2 10% 

Agree 3 15% 

Disagree 5 25% 

Strongly 

disagree 

10 50% 

2. It is possible to use the SiSwati 

indigenous mathematics knowledge in 

Mathematics classroom 

Strongly agree 3 15% 

Agree 2 10% 

Disagree 8 40% 

Strongly 

disagree 

7 35% 

3. Some topics in the Mathematics 

syllabus have no relationships with the 

learner’s out-of-school mathematics 

practices at all. 

Strongly agree 10 50% 

Agree 2 10% 

Disagree 4 20% 

Strongly 

disagree 

4 20% 

4. There are some Mathematics concepts 

in the SiSwati culture 

Strongly agree 3 15% 

Agree 3 15% 

Disagree 11 55% 

Strongly 

disagree 

3 15% 

5. Teachers’ colleges in Eswatini train 

Mathematics teachers to incorporate 

culture when teaching Mathematics 

Strongly agree 2 10% 

Agree 4 20% 

Disagree 5 25% 

Strongly 

disagree 

9 45% 

6. Connecting culture to the teaching of 

Mathematics makes the learners to 

understand Mathematics better. 

Strongly agree 4 20% 

Agree 2 20% 

Disagree 5 25% 

Strongly 

disagree 

7 35% 

Quantitative data in Table 1 shows that the majority of the mathematics do not use the ethno-

mathematics approach due to the following reasons: they believe that there is no link between 

secondary school mathematics and SiSwati Culture (75%), SiSwati indigenous culture cannot 

be used in the mathematics classroom (75%), some topics in secondary school mathematics 

cannot be connected with the learners’ out of school mathematics practices (60%). The teachers 

indicated that there are no mathematics concepts in siSwati culture (70%), colleges in Eswatini 

do not train mathematics teachers to integrate ethno-mathematics in the mathematics pedagogy 

(70%) and connecting culture to the teaching of mathematics does not make learners understand 

mathematics better (60%). 
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The mathematics teachers’ understanding of teaching from the known to unknown was that the 

known refers to what has been taught in class before it might be in the previous lessons, forms 

or grade. According to the mathematics teachers teaching from the known to unknown concept 

hardly meant to refer to the informal mathematics knowledge that learners brought to school. 

One of the teachers referred to the sequence in which mathematics topics should be presented, 

he said, ‘One cannot teach area before teaching multiplication’. The mathematics teachers’ 

views contradict Rosa and Orey (2011) who opined that mathematics teachers should know that 

mathematical skills that learners learn in school are not logically constructed based on abstract 

cognitive structures, but rather forged out of a combination of previously acquired knowledge 

and skills and new cultural inputs. Hence mathematics teachers should not ignore the out-of-

school mathematics experience and knowledge that the learners bring in the mathematics 

classroom. The mathematics teachers give supremacy to the knowledge learners get at school 

hence disregarding the mathematical experience learners bring into the mathematics classroom. 

The mathematics teachers who took part in this study regarded mathematical concepts found in 

cultural mathematics as very simple to an extent that it does not have any place in secondary 

school mathematics. This finding confirms Mtetwa and Jaji (2006) who studied school 

mathematics and out of school mathematics and Zimbabwe youngsters and conclude that 

mathematics teachers in Zimbabwe regard ethno-mathematics as preliminary mathematics upon 

which school mathematics foundation can be built, however, it does not have any place in the 

secondary school mathematics. One of the mathematics teachers said, ‘Most of the cultural 

activities are done by people who do not know mathematics hence the mathematics is shallow’. 

According to this mathematics teacher, mathematics activities are worth when they are done by 

people who have studied mathematics such as mathematics teachers. According to the teacher’s 

statement, what matters most for something to be regarded as serious mathematics is the person 

who is doing it rather than what is being done. This view contradicts Nyaumwe (2006) who 

studied the geometry in the construction of the Great Zimbabwe monuments which took place 

between the twelfth and the fourteenth centuries AD and found that there are some geometric 

concepts which most of the secondary school learners may find to be difficult.  

Most mathematics teachers were of the opinion that the only way in which learners can 

understand mathematics is through working hard and they believed they were using the best 

approaches of teaching mathematics. The mathematics teachers attributed the failure of learners 

to understand mathematics to the learners’ laziness. It was said that learners do not understand 

mathematics because they do not revise the taught concepts. The mathematics teachers do not 

believe that nothing is missing in their approach of teaching mathematics but it is the nature of 

mathematics that makes it difficult for learners to understand. The findings of this study reveal 

that connection of the learners’ out of school mathematics practices and concepts was not 

regarded as one of the ways of making learners understand mathematics concepts. This 

contradicts Matthew, Jones and Parker (2013) who say mathematics teachers should strive to 

use a cultural approach to improve the learners’ performance in mathematics; they should re-

engineer mathematics classroom content and classroom instruction to support a culturally 

relevant approach.   

Discussion 

The Eswatini mathematics teachers’ view that mathematics is culture free is not alien, this 

finding confirms with Muzangwa and Chindanya (2014) who studied the in-service teachers’ 

views on culture and mathematics education in Zimbabwe in which 27 teachers participated. 

The study revealed that 21 of the teachers believed that mathematics is a culture free subject. 
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Hence such a perception is not unique to mathematics teachers in Eswatini.  Teachers with such 

perception are unlikely to use ethno-mathematics in their lessons. Traditionally mathematics 

teachers in South Africa were found by Madusise (2014) to be teaching mathematics as though 

mathematics reside in the text book. Although mathematics teachers in Eswatini do not use 

ethno-mathematics to generate contents   for teaching their learners, some use ethno-

mathematics as examples to spice up their lessons. This concurs with Mtetwa and Jaji (2006,) 

whose study on school mathematics, out-of-school mathematics and the Zimbabwean 

youngsters which reveals that secondary school mathematics teachers were of the opinion that 

cultural mathematics was trivial that it does not have any place in the secondary school 

mathematics classroom.  The teachers agreed that there were some mathematics concepts in 

cultural activities, however, they were shallow they could only be used as example. The 

mathematics teachers cannot mathematize Eswatini cultural activities hence they can only use 

them as examples.  

The Eswatini secondary school teachers trivialized the mathematical concepts found in ethno-

mathematics.  Trivializing of mathematics concepts found in cultural activities is not new to 

Eswatini mathematics teachers, Alivarez and Oliveras (2014, p.70) who presented their paper 

at the Fifth Conference on Ethno-mathematics in Maputo, hint of the existence of an obstacle 

between ethno-mathematics and school mathematics, because teachers doubt the mathematical 

value of ethno mathematics. The Eswatini mathematics teachers’ view that there are some 

concepts in school mathematics which did not have matching concepts in cultural activities 

confirms with Turugari (2022) who studied the integration of ethno mathematics in the teaching 

of probability in secondary schools in Zimbabwe and found that mathematics teachers believe 

that some probability topics such as Conditional Probability do not have matching concept in 

the cultural activities of the rural Shona people of Zimbabwe. However, this misconception is 

brought about by two aspects. The first one is that mathematics teachers focus on how the 

calculations are performed instead of the how the concepts are applied. Turugari’s study further 

reveals that mathematics teachers expect to find mathematics formulas in cultural activities for 

them to acknowledge the existence of mathematical concepts in cultural activities. The second 

reason why mathematics teachers say there are no mathematics in cultural activities is because 

they may lack the skills required to mathematize the cultural activities because the teachers 

were not trained to do so. Teachers’ Colleges in Eswatini are not the odd ones out, Sunzuma 

(2020) in her study of how mathematics teachers use the ethno-mathematics approaches found 

that teachers in Zimbabwe were not trained to use ethno-mathematics approach in teachers’ 

training colleges and this resulted in them failing to incorporate the learners’ out of school 

mathematical activities in the teaching of mathematics. In fact, there is no way mathematics 

can be culture free because mathematics has histories and the histories have come from different 

cultures.  

The Eswatini mathematics teachers’ failure to see the benefit of integrating ethno-mathematics 

in the mathematics pedagogy is contrary to a number of studies which reveal a lot of benefits 

in using the ethno-mathematics approach. Rosa and Orey (2011) studied the benefits of using 

an ethno-mathematics approach and found that students who were taught using an ethno-

mathematics approach performed better that those who were taught using the traditional 

approach. Horsthemke and Schafer (2014) point out that learners taught using an ethno-

mathematical approach can contribute and participate in society in which they live with 

confidence. Seepe (2000) suggests that inclusion of the African knowledge system into the 

curriculum may enable many students to access mathematics.  
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Conclusion and Recommendation 

Conclusion 

From the findings of this study, it can be concluded that the majority of mathematics teachers 

in Eswatini do not integrate ethno-mathematics in the teaching of mathematics. The 

mathematics teachers attributed their failure to use the ethno-mathematics approach mostly to 

their failure to see connection between school mathematics and cultural activities practised by 

the Swati people of Eswatini. Their message is that where the connection between mathematics 

exists it is not significant enough to warrant its inclusion in the secondary school mathematics 

classroom. Some reasons why mathematics teachers do not integrate ethno-mathematics in the 

teaching of mathematics is not because of their own making but because teachers colleges in 

Eswatini do not teach mathematics students teachers on how to integrate ethno-mathematics in 

the mathematics pedagogy, and this results in the mathematics teachers failing to put into 

consideration the informal mathematics experiences that the learners bring to the mathematics 

classroom when developing the mathematics pedagogy. The mathematics teachers do not know 

that integration of ethno-mathematics in the teaching of mathematics improves the learners’ 

performance in mathematics  

Recommendations 

From the findings of this study, the study recommends that the quality of mathematics teaching 

be improved through integration of ethno-mathematics. The teachers should use the learners’ 

out of school mathematics experience in developing mathematics lessons.  Incorporating the 

learner’s out of school mathematics practices makes the learning of mathematics enjoyable to 

the learners. It is also recommended that learners be engaged in some mini project that involves 

the utility of mathematics in their community to enhance the learners understanding of the 

application of mathematics. This will aid the learners to understand that every society practises 

mathematics. Also, it is recommended that the Ministry of Education and Training embarks on 

in-service training of mathematics teachers to equip them with skills for integrating ethno-

mathematics in the teaching of mathematics. Teachers should be in-serviced in the use of 

learner-centred teaching methods that are appropriate and that make the learning of 

mathematics interesting. Moreover, the study recommends that teachers’ training colleges train 

mathematics teachers on the use of Ethno-mathematics approach. Finally, the study 

recommends that further studies be carried to identify mathematics concepts in Eswatini’s rich 

cultural activities and find how these activities can be integrated in the teaching of various 

topics in mathematics.  
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