
University of Fort Hare 
Together in Excellence 

AN ASSESSMENT OF THE IMPLEMENTATION OF TECHNICAL VOCATIONAL 
EDUCATION OF KHAMI DISTRICT SECONDARY SCHOOLS IN THE BULAWAYO 

METROPOLITAN PROVINCE IN ZIMBABWE. 

By 

MAB 

University of Fort Hare 
DO~:;-;~,'::i"~ l'L,t.~--~ u.~i:;."'r-''"i' .,,..,"'e· 

In the Faculty of Education 

at the 

UNIVERSITY OF FORT HARE 

Promoter: Prof. S. Rembe 

November 2010 



DECLARATION 

I declare that this thesis is my own work and has not been submitted in any form for 

another degree or diploma at any university or other institution of tertiary education. 

Information derived from the published or unpublished work of others has been 

acknowledged in the text and a list of references is given. 

Mpofu M. 

Date: ................... . 

University of Fort Hare 
Together in Excellence 

( 



ABSTRACT 

The Zimbabwean Government, after independence, tried to transform the lives of its 

citizens through skills development. It therefore viewed technical vocational education 

as a panacea for servicing the developmental needs of its society. Its aim of 

implementing technical vocational education in its secondary schools was based ·on the 

premise that students, after graduation, can contribute towards the economic growth of 

their country through attained technical skills. It hoped to develop students' positive 

attitude towards labour as well as their technical and self-reliance skills .. The above 

assertion prompted the researcher to engage in this study whose purpose was to 

assess the implementation of technical vocational education in Zimbabwean secondary 

schools. The study sought to assess: 

• how students are selected to the vocational path way. 

• the capacity of teachers in delivering vocational education in secondary schools. 

• the availability of resources in the implementation of technical vocational 

education in secondary s h o 

• support and monitoring m 

to schools. 

ed by schools, government and SDCs 

To achieve these objectives, the _______ ted for the mixed met~od methodology 

which is embedded tJhe. post-pasitivist{ Epearch f{radigm. Post-positivist research 
paradigm attempts to l~~fl~tYun<J~~~ ~~g orJ;,~ way things are· and that 

1 Ogetner zn l!,,XCelience 
objectivity is an ideal that can never be achieved, and research is conducted with 

greater awareness of subjectivity. By combining qualitative and quantitative 

methodology, it assisted the researcher to strike a balance and avoid being subjective 

on issues like selection · of students, teacher capacity, funding, monitoring and 

availability of resources. The researcher had to opt for questionnaires, interviews, 

document analysis and observations. 
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In general, the methodology was appropriate in that it produced the desired results. The 

survey alone would not have given the researcher the chance to analyse some 

documents related to students' performance as he compared what was said with what 

was happening, hence, arriving at a true picture of the implementation of technical 

vocational path-way. Below are the main findings of this study. 

The study established that implementation of technical vocational education was faced 

with a number of problems. There was inadequate professionally qualified teachers. As 

such, schools were manned by tempo ry, t h r this affected the implementation 

process as well as acquisition of t 

rooms, equipment and materials a 

emanated from poor funding by gov 

'Jf students. Shortage of specialist 

of students' work and all this 

ents. It also emerged that there 

was inadequate quality control supervis" n from th ttistrict offices as well as in-service 

training programmes cond~~d by district offici,a~ H u n1vers1ty or .l:fort are 
Toaether in Excellence 

Nonetheless, the study revealed lhat there was in site in-service training mainly 

conducted by school subject committees and school management team. The study 

further established that the schools used old and new syllabuses and this affected the 

national examination average pass rate. The average pass rate was low for all school 

categories. Generally, private schools had better results than government schools and 

the farm school had the worst results. Overall, the findings of the study have shown that 

the problems encountered by schools in implementing technical vocational education 

was multifaceted. 

The study among other things recommends that: 

• the government should include technical vocational education subjects for pre-

service teachers in each of its training colleges for secondary schools so as to 

increase the output of trained technkal vocational teachers. 
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• the government should improve the capacity of teachers currently in the field 

through in-service training courses for teachers who trained long ago, to develop 

their instructional skills in line with the new technology and global trends. 

• in order to avoid a high rate of internal and external brain drain among teachers, 

the responsible authorities should improve teachers' remuneration and conditions 

of service. The salaries of technical vocational education teachers should be in 

line with those of their counterparts in the private sector. 

• the government should increa 

schools are to achieve the 

vocational education in secon a 
with modern 

research 

, f technical vocational education if 

es of implementing technical 

schools must be fully equipped 

nt, text-books and libraries for 

University of Fort Hare 
• the study revealed that ~"P,g~r ~pr~ ~tJ!lzl!WBBical vocational education in 

creating jobs and contributing towards economic growth. It therefore, 

recommends that research be conducted with the possibility of adding 

indigenous skills, associated with manufacturing artifacts and craft to be 

implemented in secondary schools. This might expand the existing range of 

technical vocational education subjects offered .. Traditional artifacts and crafts 

could be exported, thus foreign current could be earned. In turn this might create 

employment and also contribute towards economic growth of the country. 
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CHAPTER ONE 

BACKGROUND OF THE STUDY 

1.1 Introduction 

Worldwide secondary schools continue to implement technical vocational education with 

the aim of addressing issues of youth unemployment, poverty and economic growth of 

their countries (McGrath, 2005). He ational education has to be seen 

to cater for a variety of knowledge, 

scientific skills. It should nature talen , 

Nonetheless, complaints and cancer 

sectors on the way technical vocatio 

this study seeks to assess how techrn 
Zimbabwe. It focuses spec•rr 1'rr.;i 1 11 1n.,11W1 

of technical vocational educatiorTtJ 

. 

• t , i culcate love and appreciation of 

and aptitudes among learners. 

ed by parents, media and other 

ils to meet its objectives. Hence, 

presents the overview 
-1ltl\4:!i,.,~1',,.k'1N-rround of the study, statement 

of the problem, research questions, objectives, the purpose of the study, assumptions of 

the study, definition of terms, limitations and delimitations of the study. 

1.2 Overview of technical vocational education 

The global economic recession of the 1970s and 1980s led to unprecedented levels of 

unemployment among the youth and this demanded change in the education system so 

that students should be trained to be self reliant (Mahdmed, 2001; Mooko, Tabulawa, 

Maruatona & Koosimile 2009). Mupinga, Burnet and Redman (2005) postulate that 

technical vocational education (career and technical education) has been seen by many 

governments as a panacea for servicing the developmental needs of society. 

On the other hand, education philosophers, who believe this, feel that the social, 

political and economic world outside the school can be changed, partly or completely, 

by introducing technical vocational education in the content of education (Mandebvu, 
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1991 ). Because of this, vocational and technical education programmes at secondary 

school level serve numerous purposes. Purposes range from narrow skills training, 

aimed at providing individuals with occupational skills for employment in specific jobs, or 

a cluster of jobs, to enhance general education (Mahomed, 2001 ). Technical vocational 

education also assists students to be trainable as well as to be aware of what is 

expected of them in their special and varied technical jobs (Hawk 2000; Lynch 2000; 

Ministry of Higher and Tertiary Education (MoHTE), 2005; Shavit & Muller, 2000). 

Hence, many countries have introduced technical vocational education as part of the 

formal secondary school curriculum, a view shared globally (Hawke, 2000). 

Globally, policy- makers have viewed 

economic development. By improving 

technical skills could be assets in 

al education as a crucial tool of 

ical skills, it is assumed that these 

t of their country's economic 

performance as well as solve social p _____ as poverty and unemployment 

(Akoojee, Gewer & McGrat 005~TMcG~Yh 20~~Mao_d u~1991 ). 
n1vers1[ or .ror[ ai.e 

Together in Excellence 
However, this is contrary to the assumption of vocational advocates who argue that 

students who engage in technical vocational education contribute immensely towards a 

country's economic growth as compared to academic subjects. Research evidence 

does not indicate higher rates of return to the investment in vocational secondary 

education than in academic secondary education. Studies by Zidderman (1997) in Ivory 

Coast (West Africa), Indonesia (South East Asia), and Peru (Latin America) confirm that 

there is no significant difference between the earnings of vocational and academic 

graduates. Rather, it is more common that net returns for vocational education are lower 

than those for academic education. When the capacity of vocational schools to produce 

a work force exceeds that of the labour market to absorb them as workers, 

overproduction of vocational graduates leads to wages lower than the cost of education 

or unemployment (Mahomed, 2001 ). 

Furthermore, lack of skills at the individual level is generally viewed as a major 

contributing factor to poverty. If students or employees have no skills to provide to the 
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labour market, or to make a living in subsistence or self-reliant projects, they are most 

likely to be living in poverty (McGrath, 2002). It has been revealed in cross-national 

studies of social stratification and labor market sociology, "that in countries with an 

extensive vocational education system, youth unemployment is lower, poverty is lower, 

and school leavers' chances of unskilled work are reduced" ( Van de Werfhorst, 2007: 

1) 

In the past 35 years, technical vocational education in countries like Germany, Australia 

and many British colonies in the 1970s implemented it with the expectation to solve the 

growing problem of youth unemplo he , , 2001 ). By so doing it was 

assumed that this could prevent scho I e 

unemployed teenagers could indulge in 

McGrath, 2005; Van de Werfhorst, 

ing a threat to social stability as 

ous activities (Akoojee, Gewer, & 

re, these global perspectives 
influenced countries like the then Rho sia (now imbabwe) to implement technical 

vocational curriculum in thei1y5ychools. ·t f F t H un1vers1 yo or are 
• Together in Excellence 
1.3 Technical vocational education in pre-independence Zimbabwe 

Transformation in the school sector in technical and vocational education occurred in 

the then Rhodesia ( now Zimbabwe) after the Education Commission Report, chaired by 

Professor Judges in 1962. This commission recommended the introduction of an 

'ecological curriculum' which led to the implementation of technical vocational education 

in secondary schools referred to, as F2 during that time. Students from this system 

wrote examinations which • were locally set and obtained the General Certificate in 

Education (MoHET, 2005; Moyana, 1986). 

This was mainly practical curriculum running parallel to the more prestigious F1 stream 

which was mainly academic where students obtained Cambridge School Certificate. 

This type of technical vocational education was only provided to black students, not the 

white, coloured and Asian populations. It was seen as being inferior, not only to the F 1 

system, but also to the technical vocational education system offered to whites, Asians 
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and coloureds at Salisbury (now Harare) Polytechnic and Bulawayo Polytechnic College 

( MoHET,2005; Moyana, 1986; Zvobgo, 1994). 

It was made even worse by the introduction of The New Education Plan of 1966 which 

advocated that, only 12.5 per cent of black students who completed primary education 

(Grade 7) each year were admitted to academic secondary education ( F1 ). Thirty-

seven comma five per cent of these students were to be admitted to (F2) and the 50 per 

cent were to join the labour force either as farm labourers or factory workers 

(Chinyamunzore, 1995; Moyana, 1986; Mupinga, Burnet & Redman, 2005; Zvobgo, 

1994 ). This meant that students who ,,__,_...._,, technical vocational secondary 
schools F 2 were those who had not e 7 level; ( only those who had 

obtained division three and four), whil 

were admitted to the prestigious F1. It 

five were considered to have failed and 

t passed with division one of two 

.·~~~~~
1

T~Pj
1 that those who obtained division 
,tted to secondary education. 

Un~·versitv o~Fort Hare The students that enrolled in nrncal ioca naTz aucaffon were taught skills in ogecner zn xce ence . 
building, wood work, home economics and food and nutrition. This was mainly to curb 

unemployment as well as create self reliant skills for developing their rural communities 

(Moyana, 1986). Most of these subjects were mainly gender- biased as boys did wood 

work, building, metal work and agriculture while girls did food and nutrition and fashion 

and fabrics. This only applied to black students (MoHTE, 2005; Moyana, 1986; Zvobgo, 

1994). 

This type of education was a dead end whose products could not proceed further with 

education after four years of secondary education, while those in F 1 could further their 

education. The system itself looked down upon its own products since they could not 

train as teachers or nurses at the time. They were just meant to go to the rural areas 

and develop those areas using the acquired skills (MoHET, 2005; Nziramasanga, 

1999). Consequently, because of the above cited reasons, that system became 

unpopular among parents and students and they developed negative attitudes towards 

technical vocational education ( MoHTE, 2005; Moyana, 1986). 
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However, despite the fact that the system had some short-comings, especially 

politically, it also had some good aspects. Firstly, that system was well supported in 

terms of infra-structure, equipment and other resources. Secondly, students were taught 

by qualified personnel and the classes were manageable as the teacher- student ratios 

were low (MoHET, 2005; Nziramasanga, 1999). Finally, according to Nziramasanga 

(1999), many graduates from that system are now running their own businesses. 

Zimbabwe's aim of implementing te~~r,f~;tc 

schools after independence was bas 

could contribute towards the economi 

secondary 

ise that, students after graduation 

ountry through attained technical 

skills. Hence, Barker (1 986: 161) outli d the ai of technical vocational education 

after independence as: U . . ff rt H 
d I . d' .d 1,v1vers1tv o1 . o are • to eve op an m IvI ua s attitua~ or-self-r,.e Ianc:i . . . 1oae Fier zn ~xcet ence • to develop his/her ability to actap 'fo tecnnolog1cal change, 

• to develop his/her basic understanding of Education with Production (EWP), and 
• to develop adequate manpower resources related to the needs of the economy 

Therefore, when Zimbabwe attained independence in 1980, the government had to 

change its education policies so as to have a multiracial education system in line with its 

socialist ideology (Zvobgo, 1994 ). It has to be noted that the dual education system 

during the colonial era divided people on racial lines; with the Ministry for African 

Education and the Ministry for European Education. This type of education system was 

then abolished (Moyana, 1986; Mungazi, 1986; Zvobgo 1986). This was a move by 

government to achieve racial equity among its schools. Parallel technical vocational 

secondary schools were also phased out and converted into conventional schools in 

1981 (MoHET, 2005). Those students who had done F2 and had passed were given a 

life line as they were admitted to colleges like their counter parts who had done F1, but 

instead of five ordinary level passes they were supposed to have six passes. Previously 

these students were not admitted into training colleges. 
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Nziramasanga, (1999) however, argues that the act of converting technical vocational 

education secondary schools into conventional secondary schools was a political 

gimmick to please the electorate and it was counterproductive. He further argues that 

those resources could have been used as a good base for developing technical 

vocational education. Kanyongo (2005) concurs with Nziramasanga (1999), in that, 

technical vocational education policies immediately after independence were politically 

motivated as goals and targets were not well defined or focused. 

The phasing out of the F 2 system aft r • e 

of the philosophy of Education with P od 

1999; Zvobgo, 1994). This was to be i 
ideology (Zvobgo, 1986). 

as replaced by the introduction 

(MoHTE, 2005; Nziramasanga, 

roposed government's socialist 

University of Fort Hare 
1.3.2 Education with Producti , gether in Excellence 

· Conditions of severe want in refugee camps in Botswana, Zambia and Mozambique 

during Zimbabwe's liberation struggle where students in refuge schools had engaged in 

agricultural production, leatherwork, and sewing led to the philosophy of Education with 

Production (EWP), (MoHTE, 2005; Nhundu, 1997; Nziramasanga, 1999; Zvobgo, 1994). 

In this type of education learners were involved in active participation activities from 

which they acquired and improved their skills through practical and productive activities 

(Nhundu, 1997). Therefore, the introduction of EWP in Zimbabwean schools was to be 

in line with the proposed government's socialist ideology (Zvobgo, 1986). The major 

objectives of EWP as stipulated by Nhundu (1997:52) were to: 

• promote socialist values and attitudes in pupils; 
• assist in the mental decolonisation of the learner; 
• overcome the gap between mental and manual work, theory and practice, and class 

work and real-life situations; 
• work towards the reduction of the education budget by making schools self-reliant; 
• develop attitudes favourable to agricultural production; 
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• supply the economy with worker-intellectuals with a strong bias towards industrial 
and technical skills. 

These objectives are an extension of those objectives outlined by Baker (1986) in 

section1 .2.1 (page 5). The implementation of EWP in Zimbabwe was directed towards 

the development of human capital for both traditional and modern sectors of the 

economy. To achieve this objective, students in schools were not only taught how to 

produce and develop positive work attitudes, but also acquire a broad-base general 

education (mathematics, social and natural sciences, literature etc), (Nhundu, 1997). 

production gives vocational educatio 

improving the productivity of masse 

that the slogan education with 

s cialist character in that it aims at 

training. Education with Production w __ the concept of education for self 

reliance but the emphas· was on k.ills d~ QR_m_e t It borrowed heavily from n1vers1tv or urr are 
Nyerere's philosophy of "Education fofz.Se1f .Reliance'z' <MoHTE, 2005). Basically, EWP Toge Her zn-.Bxcet ence 
emphasised the combination of theory and practice in the curricula. 

Van Ransburg (1984:8) a proponent of EWP as development concept, postulates: 

The assimilation of knowledge, especially science, and the ability to 
conceptualise, are generally best served by the active linking of theory 
and practice, with the attention of time to both as a means of 
systematically guiding the learners ... Education is thus recognized as a 
whole social process involving action and reflection across the range of 
human experiences. 

Education with Production was thought to be a better policy for social-transformation 

and development but it was inhibited by unclear implementation strategies. Different 

schools understood it differently and as such, implemented it differently because the 

implementers were not conscientised, or given in-:-service training on its implementation 

(Nhundu, 1997). Zvobgo (1986) said it was unfortunate that EWP was identified with 

agriculture as some schools produced a lot of maize, . groundnuts and some reared 

rabbits and other animals. 
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Education with Production was never successful as schools tended to move towards 

their conventional counterparts ( those doing academic subjects) and became more 

academic in order to enable their subjects to compete with others in advanced level ('A' 

Level) and university education (MoHTE, 2005; Nhundu, 1997; Ndebele, 2007). The 

philosophy of EWP did not receive widespread support from the implementers and the 

general populace who could not be moved from their desire for traditional academic 

education, hence, it was abandoned (MOHTE, 2005; Nziramasanga, 1999). This shows 

the power implementers hold over the implementation of a programme. For successful 

implementation of a programme, the 

(Mazmanian & Sabatier, 1995). Th s 

policies or top-down policies. Educ 

misconception. Its failure however, le 

(MoHTE, 2005). 

nsultation with the implementers 

zards which may befall unclear 

u tion is a living example of this 

of technical vocational education 

University of Fort Hare 
1.3.3 The two-pathway syste ogether in Excellence 
After the failure of EWP, the Ministry of Education Sports and Culture had to re-

introduce vocational education. This was introduced by the Education Act of 1991 which 

made a commitment to move from quantitative expansion to quality and relevance in 

education through vocationalisation of schools (Raftopoulos, 2003). Zimbabwe's 

education reforms from 1990 to 2001 were more qualitative in nature and focused on 

the relevance and quality of education and training through new approaches to content, 

technologies, and skill provision (MoESC & MoHET, 2001; Mumbengegwi, 2001 ). 

Zimbabwe's technical vocational education was then outlined to address people's 

concerns on the need to equip pupils with survival skills and competencies (Zvobgo, 

1994). According to Barker (1986) and MoESC (2002), technical vocational education's 

major objectives were to: 

• develop students' abilities to adapt to technological change 
• develop adequate manpower resources related to the needs of the economy 
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• re-orient the nation's attitudes to view dignity in labour and develop an 
individual's attitude of self reliance. 

Therefore, technical vocational subjects such as design and technology, technical 

drawing, physical and health education, accounts, music, art and drama were offered as 

part of a broad-based curriculum at basic education level (MoESC,2002).The new 

education structure put great emphasis on vocational skills and provided progression 

lines to higher levels. 

These new changes were included 1 's Circular Number 3 of 2002, 

Director's Circular Number 3 of 200 rcular Number 77 of 2006 and 

Director's Circular Number 39 of OG7--:tJ'Q't©"m£f:lTii, 002; 2006; 2007). The above 

mentioned policy circulars gave guide i ~::!!~~:!!.I lementation of the two-pathway 
education structure in Zimbabwe. Th __ ays are: the general (academic) 

education pathway and skill~(._noo acadeDJic) te9J,nical vo-vq.tional education pathway. un1versrty ot Fort ttare 
Together in Excellence 

The two-pathway Education structure is meant for post Form 2 (9 years of schooling) to 

cater for the learner's varying aptitudes, interests and abilities (MoESC, 2002; MoESC; 

2007). This entailed giving learners at Forms 1 and 2 levels a broader curriculum which 

included: Sciences, - Mathematics, Humanities, Computer Studies, Languages, 

Business/Commercial subjects and Technical-vocational subjects. At Forms 1 and 2 

levels all students were to take at least two technical subjects (MoESC, 2007). This type 

of education provided quality, holistic and relevant education. At Form 2 students were 

to write examinations used for selection at Form 3 level where they choose either the 

technical vocational education or the academic pathway suitable for that individual. 

A student who chooses the academic pathway has to follow this route up to University 

level provided he/she passes Advanced level ('A' Level). He/she has to complete eight 

subjects of own choice, excluding technical/ business subjects. However, he/she has to 

do core subjects which include: Mathematics, English, Ndebele or Shona, Geography, 

and History and then any other two academic subjects. At Lower sixth (Form 5) the 
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student is allowed to select three subjects depending on the career to be pursued. For 

example, if one wanted to do Law, there is a need to take English Literature, History 

and Divinity and to be a Medical Doctor, one had to study, Biology, Chemistry and 

Physics. The student has to pass these subjects at Upper sixth (Form 6) where they 

write the Zimbabwe General Certificate in Advanced Level (ZGCE A-Level). The 

requirement for a student to qualify for entry at university was that the student has 

obtained two points from two subjects (MoESC & MHET, 2001 ). It has to be noted that 

all academic subjects at secondary level are examined by Zimbabwe Schools 

Examination Council (ZIMSEC) and for one to qualify for entry into University, one 

should have first passed five subjec at el (Form 4) with 'C' or better, 

including English . 

The technical-vocational path inclu subjects: English Language, 
Ndebele/Shona, Mathematics, Scienc nd one subject of own choice and 

two major subjects off ere ff i{P~r§1lfl91 df f 8'¥l ~f~ional education. The 
technical subjects include: MetaT~e -~w:Ji~J ~fl~&gy, Building, Fashion and 
Fabrics, Agriculture, Horticulture, Technical Graphics and Computer Studies. One has 

to follow this route up to 'A' Level where an individual may choose three subjects from 

Art and Design, Agriculture, Clothing and Textiles, Food Science, Textile Clothing and 

Design and Geometric and Mechanical Drawing. However, it has to be noted that for 

one to advance to this level, he/she should have passed five 'O' level subjects with 'C' 

or better including English for him/her to proceed to 'A' Level and to be admitted to the 

University. At the university, one may either do Engineering, Draughtsman, Architecture, 

Food Science and Textile Clothing or Design (MoESC, 2007). 

The business and commercial side which is also considered under the non-academic 

path way has its own subjects like Commerce, Principles of Accounts, Business Studies 

and Computers (MoESC, 2007). One has to do the five core subjects if one opts for 

business and commerce. 
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The choices by students to either pathway should be based on students' observed 

attitudes, interests and aptitudes (students' natural talent should be considered 

(MoESC, 2007). These should be observed by class teachers or subject teachers 

throughout the student's junior level phase, that is, Form 1 and 2 levels. The teachers 

should conduct continuous assessment in their subjects for students' selection to 

technical vocational education (MoESC, 2007). This continuous assessment should be 

reinforced by the junior examinations conducted at the end of the junior course, that is, 

final year of Form 2. At the end of Form 2, each school will be expected to administer 

formal school-based fu ll examinations covering all subjects offered at that level 
(MoESC, 2007). This is done for the u· 

to the relevant path way. However, the 

idea about the need for continuous as e • 

el ting students fairly and correctly 

s hat schools seem not to have an 

For successful implementation of the ____ I vocational education subjects, 

teachers had to follow the f etable and ~e/iods sfp ted in MoESC (2002) (See n1vers1Ly or or are 
Table1 • 1 ). Together in Excellence 

Subject Period Subject Period 

Economics 4 Business Studies 4 

Principles of 4 Commerce 4 
Accounts 

Computer 4 Metalwork 6 
Studies 

Woodwork 6 Agriculture 6 

Tech/Graphics 6 Building 6 

Food 6 Fashion & Fabrics 6 
&Nutrition 

Computer 4 
Studies 
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Source: Adapted from Secretary's Circular 3 of 2002: 3 
Table 1.1: Technical vocational education time tables and periods 

Table 1.1 above shows the number of technical/vocational subjects and periods per 

week which teachers have to follow. Each period has a duration of 40 minutes. 

Students are also required to take core subjects with vocational subjects as alluded to 

before. The core subjects are: (a) English Language (5 periods) (b) Ndebele/Shona (5 

periods), (c) Mathematics (5 periods), (d) Science (6 periods), (e) History (4 periods). 

According to MoESC, (2002) stude 

Ndebele/Shona, Mathematics, Scien e 

three from either Business/Commerce o 

Level all students are required to do CPOOt:Dlll'l 

technology and modern tre 
Fashion Fabrics syllabuses wereI'cUGEUila:erl 

._.._,~~!'-1-f t subjects, English Language, 

the core subjects) and choose 

nical subjects. However, at 'O' 

intended to suit new 

........ '4,IQI.L. l'QA.Atrition as well as the 

eJ/rP~6Ebasis which kept abreast of 

developments in modern science and technology. This allowed students to follow 

different careers in life as they could train as textile and fashion designers, nutritionists, 

food analysts and caterers or become small scale entrepreneurs (MoESC, n.d). 

Technical vocational education had to change from the labour- specific, skill-oriented 

technical programs to technical education of a general nature, with an emphasis on 

design and technology in line with the demands of industry. These reforms were from 

1990 to 2001 (Kanyongo, 2005; MoESC, 2002). For example, the content of the 

subjects became both theoretical and holistically practical. The 'O' Level studies, for 

example, Building Studies, included all the aspects of construction for bungalows from 

soil, foundations to roof, including plumbing and finishes, and these are treated in theory 

with some aspects in practice. Students sit for examinations in both theory and 

practical. 
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However, people have raised concerns that the staff appointed to implement this new 

technical vocational program were the same professionals trained for the labour-

specific, craft-based programs and despite the fact that in-service workshops were held, 

not all technical education professionals were retrained in line with the new focus 

(Mupinga et al., 2005). There were also concerns raised from the section of the media, 

especially newspapers that technical vocational education has failed to achieve its 

objectives as students performed badly and teachers left the teaching profession. It was 

also highlighted that the available staff was demotivated because of low salaries and 

most of them were less qualified and lacked experience (The Chronicle Reporter, 1998; 

Financial Gazette, 8 December 2003; it~ ). The media has indicated that 

there was general consensus among 

a shortage of learning facilities, equ p 

December 2003; Nziramasanga, 1999 

e nical vocational education faced 

r ry books (Financial Gazette, 8 

Some complaints were also.JeweUed ~fill~IJ.st tecJ.l -i al_x_o ional education teachers as un1ver~1Ly or OrL are 
there was poor coverage of sylla 5J~flf~?W mmre'ne'Jhools used the old syllabus 
(Zimbabwe School Examination Council, 2004). It is further argued that, in the absence 

of set performance standards, the course objectives from which teachers derive the 

content for the various technical subjects are open to different interpretations, resulting 

in producing students lacking uniform competencies. The Herald of 13 June, 2006 

confirmed the concerns raised by its sister paper, The Financial Gazette, 10 June, 2006 

when it reported a case where students were incited by parents to boycott classes in 

protest against the poor standards of teaching in schools. It was also alleged that there 

was public outcry about the uncultured school graduates in the country's education 
system {The Sunday Mail, 20 February, 2006). 

While concerns have been raised about the teaching fraternity, teachers have also 

alleged that parents have a negative attitude towards technical vocational education 

(Nziramasanga, 1999). If teachers' allegations were founded, they could impact 

negatively on the implementation of technical vocational education as the parents are 

the main funders of this curriculum as Policy Circular 77 of 2006, clearly states that 
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parents should provide infrastructure and learning materials and equipment. This policy 

stipulated that there is parental involvement in the implementation of technical 

vocational education in secondary schools. The School Development Committees 

(SOC) in non-government schools and the School Development Associations (SDA) in 

government schools are the custodians of schools. They manage school affairs on 

behalf of parents. According to Policy Circular No. 77 of 2006 the SD Cs, SD As are 

expected to take part in providing infrastructural development and are also mandated to 

collect school levies for technical vocational subjects from students. 

However, despite the fact that the SD 

the system, there was no circular dir 

these issues, but only to school hea 

(MoESC, 2007). 

ffi 'i lly recognised stake- holders in 

o SDC/SDA chairpersons about 

m8j®fEITT10 other government departments 

The media acknowledged t Jrr,_Rlemfi;atiorc t~_g_h i al vocational education in n1vers1 or or1 are 
secondary schools was faced wit_tis~~ ez'h8El8~ eYl~[l exposed by the country's 
leading financial newspaper (Financial Gazette, 2003: 8) which noted: 

The malady plaguing the local education system is fed by under-funding 
from the state budget; high inflation which topped 525.8 per cent 
continued to eat into grants provided by the state to schools. Low morale 
within the teaching profession had led to staff exodus from the teaching 
profession. 

This inflation has continued to haunt Zimbabwe and has caused most of the 

professionals to leave the country; to countries like South Africa and Botswana. 

Presently,(2008) Zimbabwe's currency is the lowest in the world. It only matches that of 

Germany in 1924. The Z$10 million note could not buy a banana in May, 2008 (Daily 

Sun, 27 November, 2008;The Sunday Times, 21 May, 2008). The situation which 

prevailed in Zimbabwe led to demotivation among the teaching fraternity. This led to 

teacher migration as well as industrial action by the remaining professionals. Students 

and teachers did not attend classes during third term. Teachers in 2008 earned less 

than 2$ 100 000 a month (about R70) as indicated by Raymond Manjongwe the 
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Secretary General of Progressive Teachers Union of Zimbabwe (Daily Sun Reporter . 

27 November, 2008). 

It is under such circumstances that the researcher embarked on the assessment of 

implementing technical vocational education in Khami District secondary schools, with 

the view of establishing the situation in the schools. Khami District was selected 

because it is a peri-urban district and could project a balanced view on the 

implementation of technical vocational education. The district is one of the five districts 

which constitute Bulawayo Metropolitan Province. It has eight secondary schools which 

all implement technical vocational edu 

Kha mi District had an enrolment of 41 , 4 

totaled 8706 students from all the 8 s 

s and 4672 female students which 

o s. The district had 2289 Form 4 

students of which 932 were boys and 1 were gi . These statistics show that Khami 

secondary schools had mar male stud~nts th_e~al~ s.. ents. These students were n1vers1Jy or .1:1 or1 are 
manned by 82 male teachers an Jgi/ ~~1z a complement of 253 staff 
members. There were two thousand, two hundred and eighty-nine Form 4 students who 

wrote final national examinations at the end of 2008. 

1.4 Statement of the problem 

The above discussion shows that although the Ministry of Education, Sport and Culture 

in Zimbabwe has recommended the implementation of technical vocational education in 

secondary schools, there are some problems facing its implementation. Zimbabwe's 

education system, once a beacon of shiny hope in Africa, is collapsing fast (Daily Sun, 

27 November, 2008). There are complaints that there is acute shortage of syllabi and 

some schools use old syllabi. Concerns have been · raised that teachers use poor 

selection criteria and students' performance is not pleasing (Gora, 2007; Ministry of 

Education, Sport & Culture Quality Assurance Division 2006; The Sunday Mail, 20 

February 2006). 
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There is general consensus that, there is shortage of learning facilities, equipment, 

library books and computers (Financial Gazette Reporter, 27 November, 2003; Gora, 

2007; Maunze, 2007). Shortage of qualified staff, poor qualification of teachers and use 

of untrained teachers, migration of teachers to neighbouring countries, poor salaries 

and lack of motivation among the remaining staff has been indicated as factors which 

could affect the implementation of technical vocational education (Daily Sun, 2008; 

Financial Gazette Reporter, 27 November, 2003; The Sunday Times, 21 May, 2008). 

Lack of transport or shortage of vehicles at District offices as well as lack of active 

standard control unit for technical vocational education subjects has been highlighted as 

a cause of concern (MoHET, 2006). e e , c rns that parents have negative 

attitudes and perceptions about techni al cation cation (Gora, 2007; Mupinga, et 

al., 2005). It is against this back study seeks to assess the 

implementation of technical vocational 

the Bulawayo Metropolitan Province, Zim 

mi District secondary schools in 

University of Fort Hare 
1.5 Research questions ,.,..., th . E ll 

1 oge er zn xce ence 
1.5.1 Main research question: 

How is technical vocational education implemented in secondary schools? 

1.5.2 Sub-research questions 

1.5.2.1 How are students selected to the vocational path way? 

1.5.2.2 What is the capacity of teachers to deliver technical vocational education in 

schools 

1.5.2.3 What resources have been made available in secondary schools by school 

heads, government and SDCs to implement technical vocational education? 

1.5.2.4 What are the perceptions of teachers, parents and students regarding 

implementation of technical vocational education? 

1.5.2.5 What support and monitoring mechanisms have been put in place in schools to 

enable them to implement technical vocational education? 

1.5.2.6 What can we learn from the findings of this study regarding curriculum 

implementation models? 
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1.6 Purpose of the study 

The purpose of this study was to assess the implementation of technical vocational 

education in secondary schools. Specifically, the study sought to assess the extent to 

which schools implement technical vocational education in Khami District. 

1. 7 Research objectives 

The study sought to assess: 

1. 7 .1 how is technical vocational educ tiA1+-1-mA-1-AmflfA 
1, 7.2 how students are selected to th v '3"!::l~,,,~i.vr't.,6• 

in secondary schools? 

ay. 

ucation in secondary schools. 1.7.3 the capacity of teachers in deli 

1. 7.4 the availability of resources Dfe1m'le~ntation of technical vocational 
education in secondary schools. 

1. 7.5 what are the perceptions s, parents and students regarding 
implementation of technical • ti ?Fort Hare 
1.7.6 support and monitoring meJ~fs~f~/~Jfjcf't,ge~N@ols, government and SOCs 

to schools. 

1.8 Assumptions 

The study assumed that: 

1.8.1 schools have inadequate resources for successful implementation of vocational 

education. 

1.8.2 most of the teachers who offer technical vocational education are not qualified. 

1.8.3 student selection to vocational streams does not use Form 2 results. 

1.8.4 there is lack of monitoring of vocational education in schools by the district offices 

and SOCs. 

1.9 Significance of the study 

This study is of great importance in that its findings might contribute to the existing world 

debate on the benefit of implementing technical vocational education in secondary 
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schools. The study further shows the relationship between human capital theory and 

technical vocational education at the secondary school level. Furthermore, this study is 

of great benefit to the Ministry of Education, Sports and Culture, Bulawayo Metropolitan 

Provincial Education and Khami District as it unravels the importance of the capacity of 

teachers in the implementation process of technical vocational education and the impact 

of shortage of the material resources on the implementation process. 

The District Education Officers will benefit as this study provides knowledge and insight 

on how schools in different environments implement technical vocational education and 

also solutions on how the implement t ' vocational curriculum could be 

improved within the schools. The stu eneficiaries in this study, as it 

unfolded to school authorities the need••Tli'\,flr--f"'n UJiW~ und counselling of students before 

the selection process. This study is o the SDC/SDA as it revealed 
challenges faced by schools in terms ____ nd as such, government may 

propose better funding polici as. the curr~nt onis.fiailecj t reduce desired results. n1vers1Iy or ~ort are 
Together in Excellence 

Teachers also benefit from the findings of the study as poor conditions of service were 

observed to have a negative impact on the learning process. Also, design and the 

implementation of a more appropriate strategy could begin to be considered in 

implementing technical vocational education curriculum. It would also assist all the 

departmental officials responsible for the implementation of technical vocational 

education to focus on monitoring and staff development programmes to improve 

implementing technical vocational education. The findings of the study would provide 

vital reference material for other researchers who may want to carry out similar studies 

in the implementation of technical vocational education in secondary schools from a 

Zimbabwean perspective. 

1.10 Rationale of the study 

The field of Technical Vocational Education and Training in Southern Africa has been 

badly neglected. It is very difficult to find an article in the international journals on the 

topic, and it is even less likely to find one written by a national from the region (McGrath, 
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2005). Hence interest in this study was piqued as a national from this region, to 

investigate the implementation of technical vocational education in Zimbabwean 

secondary schools. Technical vocational education is supposed to engage students in 

lifelong work skills that ensure that they are able to interact meaningfully in the changing 

world and also create self- employment. Teachers as implementers of this curriculum 

are supposed to increase their knowledge base, skills and have a better range of 

knowledge, which may be used when required. 

Teachers need to be motivated and recognized for their hard work to reflect upon their 

teaching and implement new effect 

concerns were raised on the quality 

resources for its implementation. Th r 

out how teacher capacity and reso 

learning practices. A number of 

ional teachers and availability of 

a a need for this research to find 

t the implementation process of 

technical vocational education in sec ols. Because as implementers, if 

teachers lack motivation, ~quate re~urceSfofl:O m_2t r'alst faci litation skills, sound un1vers1tv or .11orl a e 
knowledge of policy documents ood so.unct'kno ledae,of classroom practice; they might 

1 ogerner zn xceuence 
find it challenging to successfully implement technical vocational education. 

There was a need to hear the views and opinions of education officials, teachers, 

students and school development committees on how technical vocational education is 

being implemented. Their views were considered to be of great importance for informed 

decisions on policy making in terms of implementing technical vocational education in 

secondary schools. In the study assessment means all forms of written and practical 

tests used to measure students' performance. 

1.11 Delimitation of the study 

The study focused on the implementation of technical vocational education in secondary 

schools. The research was confined to eight secondary schools in Khami District in 

Bulawayo Metropolitan Province, Zimbabwe. The population the study comprised eight 

secondary schools, heads, technical subject teachers, Form 4 students, parents and 

School Development Committee chairpersons and secretaries in Khami District. 
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1.12 Limitations of the study 

Any research study has its own limitations and so this study was no exception. 

However, measures were put in place to safeguard against any demeanours that might 

have had adverse effects on the outcome of the study. The researcher anticipated that 

not all questionnaires distributed to the teachers might be returned to the researcher. 

This problem was sorted out by making frequent follow-ups with the school heads who 

were involved in the distribution of the questionnaires to HODs, teachers, students and 

SDC/SDA chairpersons and their secretaries. Good communication between the 

researcher and the school heads . 

advantage in sorting out this problem. 

cation officers was an added 

Some respondents found the study a l::f that they did not want to reveal 

some valuable information on the implem of technical vocational education in 

their schools. This was tak ads of data collection. 
The researcher took time and exoJa(ill[J!«Atl£1fleJ ~m'!M'l't~•4:t,e aim for the research and 

why their contributions were important to the research. Serving respondents with an 

introductory letter from the regional office and the university also made the respondents 

to be at ease. Adherence to the research ethics also set the minds of the respondents 

at ease. 

This study was limited by the financial state of the researcher to cover all the incidentals 

such as costs of materials and transport. Nonetheless, the researcher used his budget 

to cater for some of these costs. Time was another limiting factor as schools were busy 

with their normal school programmes when data were being collected but this was 

addressed by making appointments in advance. 
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1. 13 Definition of terms 

1.13.1 Assessment 

Assessment is the process of documenting, usually in measurable terms, knowledge, 

skills, attitudes and beliefs. Assessment can focus on an individual learner, the learning 

community ( class, workshop, or other organized group of learners), the institution, or the 

educational system as a whole. Academic Exchange Quarterly (2009) say assessment 

include portfolio studies, or experimental work that address learner's work. It also 

addresses the learner's aptitude and preparation, motivation and learning styles. 
Assessment looks at learning in achit:tiXTl~:snt-~rl"l-i:~·sfaction in different educational 

contexts and also addressing issues o a dards and benchmarks. Lin and 

Gronlund (1995) concede that assess ted process for determining the 

nature and intent of student learning a L!:':::!!~~l:!~~1t1 as well as obtaining information 
on which to base educational decisions. 

1. 13.2 Implementation 
University of Fort Hare· 

Together in Excellence 
Ham and Mill (1984: 104) define implementation as "those actions by public or private 

individuals (or groups) that are directed at the achievement of the objectives set forth in 

prior policy decisions". Implementation is "the process of putting an idea, programmes, 

or set of activities new to the people attempting or expected to change" (Fullan, 

1982:56). 

Implementation in this study means activities conducted by civil servants and the public 

to achieve objectives set by the public policy of vocational education. 

1.13.3 Vocational education 

According to Shavit and Muller (2000), vocational education (or vocational education 

and training, also called career and technical vocational education prepares learners for 

careers that are based in manual or practical activities. Learners directly develop 

expertise in a particular group of techniques or technology, hence sometimes referred to 
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as technical education. Nziramasanga (1999:414) views vocational education as 

"vocational preparation offered in schools that devote at least half of their curriculum to 

occupationally specific theory and practical courses". 

Vocational education in this study was used interchangeably with technical/vocational 

education, meaning education given to students at secondary level which include theory 

and practice. It involves technical subjects. 

1.14 Organization of the study 

The study consists of six chapters as o · 

1.14.1 Chapter 1. Background of the 

This chapter discusses the backgrou ere concerns and complaints by 

stakeholders are raised on the impleiiiet11fat~~~-rflJ echnical vocational education in 

Khami District secondary schools. This her discusses the statement of the 

problem , the purpose of t e search questions. The 

objectives , assumptions, signifi _ _,,,.L,,~--·" 

this section. 

1.14.2 Chapter 2. Literature review 

This chapter discusses human capital theory and curriculum implementation models 

used in this study. It also discusses literature on issues such as: teacher capacity, 

selection of students to technical vocational education stream, financial and material 

resources and monitoring of technical vocational education curriculum. 

' \ 
1.14.3 Chapter 3. Methodology 

This chapter, presents and justifies the research methodology used in the study. It also 

discusses the philosophical assumptions underlying various methodologies and the one 

which the study is placed. The research design, population and sampling procedures, 

research instruments used to collect data and ethical considerations are discussed also. 

1.14.4 Chapter 4. Data presentation; analysis and interpretation 
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In this chapter ,the researcher presents and analyses all the data collected through 

questionnaires, interviews, focus group discussions and document analysis as well as 

observations. Data are presented using frequency tables, pie charts and graphs. 

1.14.5 Chapter 5. Discussion of findings 

This chapter discusses the findings of the research. The discussion in this section 

includes the comparison of the findings with data found in the literature. The objective of 

this chapter is to bring the findings into the fold of the existing knowledge in the 

implementation of vocational education in secondary schools. 

1.14.6 Chapter 6. Summary, conclusio 

This chapter gives the summary of th a on to the problem, the methods 

used to reach the findings and how th esearch questions. Conclusions 
and recommendations reached and thei ·mplicatio for the policy makers and further 

research required in the area,.~nclude thefychapt.Glr.F rt H u n1vers1 or o are 
Together in Excellence 

1.15 Summary 

This section discussed the background of the study where concerns and complaints by 

stakeholders were raised on the implementation of technical vocational education, 

statement of the problem and the purpose of the study were viewed. The research 

questions, objectives, assumptions, significance and limitations as well as, the chapter 

outline are presented in this section. The following chapter will discuss literature review. 
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CHAPTER2 

REVIEW OF RELATED LITERATURE 

2.1 Introduction 

This chapter is divided into two parts. The first part focuses on theoretical framework 

used in this study. Part II focuses on the related literature on major aspects or issues in 

the implementation of technical vocational education. The literature enabled the 

researcher to have an insight into what other researchers have written on technical 

vocational education. The review 

understand what other people have 

vocational education. 

ure assisted the researcher to 
.,..=,=.-=a on implementation of technical 

Literature by researchers such as enson (2006) Bowels and Gentis 

(1976), Lingard and Ozga ~2,P0Q), Sha~it and .. }'1uller ~000), Schulz (1997) have been 
reviewed. Some of these re~JMi~fl~tra.&>Q'1-..Qti91£111~) and Shavit and Muller Toge'ther In Exce1lence 
(2000), have shown in their studies that technical vocational education is inundated 

with a number of problems such as poor qualification and shortage of human, material 

and financial resources which has impacted negatively on its implementation. The 

literature on issues such as teacher capacity, students' selection, and availability of both 

material and financial resources in the implementation of technical vocational education 

in secondary schools is reviewed. Furthermore, the researcher reviewed literature on 

monitoring of resources by school heads, district education staff in relation to the 

implementation of technical vocational education in secondary schools. The literature 

on Continuous Professional Development was reviewed in this section as well. 

PARTI 

The study has adopted a number of theories which have been used to explain the data 

collected. The theories include; the Human Capital Theory, Overcoming Resistance to 
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Change Model, Concerns-Based Adoption Model, Educational Change Model and the 

Rogan and Gray~on's Implementation Theory. The Human Capital Theory is discussed 

first. 

2.2 Human capital theory 

The Human Capital Theory works on the premise that educated or skilled individual's 

contribute much towards the development and economic growth of society or a country, 

by contributing to national income over the entire working of that individuals' lifetime 

(Psacharapoulos & Woodhall, 1985; Shavit & Muller, 2000). Scholars who believe in 

Human Capital Theory view educatin 

investment project. 

They believe that the years spent in s """._.~,,CTL.l'Vvasted years as one may learn a 

number of skills during that time and those'S,KUtS.JJ\rould be beneficial in the near future. 

Educated and skilled worker II & Stevenson, 2006; 

Johanson & Adams, 2004; Shavit 7). For example, a student 

who leaves school at Grade 7 and goes to work at an early age will earn less than one 

who furthers his/her education and gets a professional qualification. As a skilled 

professional he/she will be paid a higher salary for his/her knowledge and skill. 

The perception is that an educated and skilled worker is more productive than an 

uneducated and unskilled worker (Bell & Stevenson, 2006; Blaung, 1985; Johanson & 

Adams, 2004; Psacharopoulos & Woodhall, 1985; Shavit & Muller, 2000). In terms of 

production, it is assumed that a specialist agriculturalist can produce more than an 

ordinary farmer because he/she is able to use modern methods of farming and new 

technology as compared to his/her uneducated counterpart. 

Schools, by engaging in technical vocational education, are preparing students for the 

world of work. Economists in Education consider the investment in people as a way of 

creating human capital which is as important in development as physical capital. For 

example, government spends money on individual students who do technical vocational 
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education with the hope of getting returns/benefits. These returns are called social 

benefits (Bell & Stevenson, 2006; Forojalla, 1993; Psacharopoulos & Woodhall, 1985). 

Social benefits returns are benefits received by government after educating an 

individual. In this case, these benefits can be creation of employment by the graduates 

through job creation such as self-help projects like poultry, bakeries and small welding 

shops or services provided. These projects contribute directly towards the economic 

growth of the country. 

The researcher feels this is difficult to achieve as this is not a linear process or as 

simple as that. It is a complicated situ ti ic i Y/e rmined by a number of factors. 

The implementation of technical voca OA , educ r n schools which is designed to 

inculcate the desired technical skill students to be employable is 

determined by the capacity and compe s and their attitudes towards the 

curriculum. Attitudes of learners and t availab" • y of both financial and material 

resources can act as an i(\l~diment tat the ~\J ess{ul,. iJ:n_plementation of technical un1vers1cv or art ttare 
vocational curriculum. Hence, it cai;1

1 
ne_aa_ti\/'etv_affect the skills development of students • ogernermExceltence 

and their chances of employability. The interest groups such as SDCs/SDAs, parents 

and local government authorities can also act as a barrier to implementation of technical 

vocation education. 

The present wave of human capital, in arguing for a relationship between education and 

training and economic growth, sees technical vocational education primarily in 

economic terms. Its analysis includes the adoption of competency-based education and 

training models that see people as objects to which value is added through education 

and training (Samson, 1996). It can be observed that if students are given technical 

skills and knowledge, they become more valuable to their employer as they can be 

more productive than an individual without those technical skills. The employer may 

waste more money in training an individual without the required skills. 

Seemingly, a number of countries like Zimbabwe implement technical vocational 

education in secondary schools to equip students with the desired skills and knowledge. 
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The underlying emphasis on vocational education is the assumption that training for the 

type of skills which match the demand of the labour market will increase the productivity 

of individual students and, as a result, contribute towards national economic growth. A 

country with a good economy is assumed to have less unemployed citizens ( Johanson 

& Adams, 2004 ). 

It could be assumed that by implementing technical vocational education, it is hoped 

that timbabwe would not only lead to higher work productivity but also facilitate 

workers' contribution to the economy and becoming self reliant. Unterhalter, Wolpe, and 
Botha (1992:10) concur with this idea , .. .,..,,,,,..., ... that, "education and training in 

schools must serve directly to produce tt-1 i Is required by the labor market." 

However, the view of Unterhalter et l~~~~~yman Capital Theory is silent on 
issues of how these students get empl __ may just speculate that this is a 

smooth transition from sch tG> work •qS Ion "P.s the udents have acquired the n1vers11y o rort are 
requisite skills and knowledge. T'l8oW~t ~ffYffl ~@ etlel?ins of industry in selecting 
.these new graduates who are to join the labour force is overlooked, yet they are the 

major determinants. Hence this study will look into how schools equip students with 

these skills and how they are absorbed by the industry or get employed. 

The major objectives of vocational and technical education in Zimbabwe is "to provide, 

along with general education, knowledge and skills in technical vocational fields in order 

to meet national manpower requirements in agriculture, business, industry and other 

technical services" (Kibera, 1993: 12). While the researcher agrees with the above 

assertion, he feels that for schools to meet the demands of these sectors, there should 

be a manpower forecasting approach. This approach can assist in identifying the 

number of skilled personnel needed in each sector; failure to do that there can be an 

oversupply of skilled manpower who may roam the streets due to lack of employment. 

The study will go further to explore whether what is stated above have been achieved 

by schools in the implementation of technical vocational education in secondary 

schools. 
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Psacharopoulos (1998:275) basing his evidence on studies in Tanzania and Columbia 

discovered that: 
the expense of schools [which introduced practical subjects] was considerable 
more than that of the conventional academic schools... [However,] graduates 

from [vocationalized] secondary schools do not find employment quickly than 
graduates from conventional schools and ... do not demonstrate higher initial 

earnings than those from traditional academic schools. 

t get employment is confirmed by 

ti nal education using data from a 

ich revealed that there was no 

positive correlation between investm l'flldl~!\Hti'!ti nal investment and economic 
growth. This means that although stu_\_~~~:f!i:~~ teal vocational education, it was 

Bell and Stevenson's (2006) studies in te 

survey of 10 _c_ountries over a period o,"',JlvV~~9':.\! 
,' 

economy of a country beca1M1e.a. :v.v~&N- t i ;,M1H::\::11-.ii,.J,:e;Ople. This is a clear 

indication that technical vocationar~Yfl~Hi Yfbfft! ~6WdI~uence the economy of the 

country as there are number of factors that have to be considered. The skilled worker 

needs to be absorbed by industry before he can contribute meaningfully to the country's 

economy. On the other hand when the economy of a country is low, skilled workers 

cannot be absorbed by industry as business will also be low. 

Therefore, technical vocational education in Zimbabwean schools should be seen to be 

improving students' attitudes towards labour in making them see dignity in manual work. 

It is meant to assist students to acquire technical skills that may be productive and 

contribute meaningfully towards the economic development of the country as well as 

increasing their chances of employability (Nziramasanga, 1999). Human capital helps to 

determine the earning capacity of individuals and the,ir contribution to economic 

performance of the state in which they work (Psacharopoulos, 1998). While this view 

could be true, sometimes when there is recession it is difficult even for the educated 

individuals to get employment; thus creating unemployment of the educated. It is the 

,vork of this study to find out if the students attitudes have changed against manual work 
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as well as establish whether the conditions in schools are favourable for producing 

employable graduates. 

Development of human capital does not only lead to higher productivity but also 

facilitates the absorption of workers into the economy and improves their job mobility 

(ability to move into more productive jobs and sectors) (Johanson & Adams, 2004; 

Middleton, Zidderman, Van Adams, 1993). However, for workers to be absorbed it is 

dependent on their requisite skills. These skills should be relevant to posts where one 

has to be absorbed. Moreover, the economy of a country is also a determinant factor. 

While human capital reduces skills bot I a tly and enhances the efficiency 

of the labour market (Shavit & Muller ~I to be seen whether it has the 
same effects in a country like Zimb b\ATa--'('K,l"ltrn~,,.-~,e high unemployment. It can be 

further argued that while equipping w r increases their demand, at the 

same time it also increases competition i 

Universitv of Fort Hare . 
Bell and Stevenson (2006) arQ.Ue IhaI, 1he re1atfQnsti1p -6eKNeen expenditure on 

- -1 ogetner zn ..fixceuence 
education and the economic performance of any particular country is largely one of 

correlation rather than of cause and effect. A study in Turkey revealed that up to half of 

all high school students enrolled in vocational and technical high schools, male 

graduates of vocational and technical high schools have not only higher probability of 

wage employment but also significantly higher wages and rates of return than general 

high school graduates (Zidderman, 1997). There may be intervening variables at work 

such as investment in infrastructure or in research development. However, the 

connections between implementation of vocational education for employability, training 

and economic performance are complex and by no means clear. 

The organizational principles on which the relationship between the human capital 

theory and education rest tend to be based on the technical-rationalist approach to 

education in general and to the organization of schools as institutions in particular. This 

gives little consideration to the benefits of technical vocational education other than 

economic utility (Psacharopoulos & Woodhall, 1998). Mahomed (2001) has argued that, 
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this emphasis on economic rationalism has meant that education values have become 

marginalized, thus distancing education from the social and the cultural environment. 

The application of Human Capital Theory has a limit therefore, the wider benefit that 

may be gained from a more liberally-based vocational education may marginalize the 

ethical dimensions of education that might shape both the nature of educational 

institutions and the totality of the educational enterprise (Bell & Stevenson, 2006). Then, 

questions can be asked about the context from which vocational policies emanate and 

the extent to which vocational education grounded in Human Capital Theory can 

achieve its stated goals. One may ev 

interest and at the same time when t k 

colleges and universities can bring ab 

tba it is meant to develop students' 

e els such as technical vocational 

What is of paramount importance to t ____ apital Theory is the understanding 

that individuals and govequ;r'!eflt decisi~ s t Peen~ ff education are based on 
. 'd d h UDIVefSWl P d Of ad rte. . .1 + • investment, prov1 e t at sucf1-acqu1sr o o e.c uca n an raining enta1 s ,oregomg 

1 ager er in ~xce ence 
present consumption for expected monitory and non-monitory benefits (Blaug, 1976). 

Although this theory has its limitations, the researcher will draw some aspects to explain 

his data. The researcher will assess through the use of human capital theory whether 

students have managed to acquire technical skills which render them employable by 

engaging in technical vocational education. 

Furthermore, it will be used as one of the researcher's lenses to see through how 

technical vocational education is implemented and as the basis for the researcher's 

argument and validation of the results. Finally, the findings by other scholars will be 

used as a foundation and a guide in analyzing data as well as to validating the 

researcher's findings. The significance of the implementation stage in education reforms 

is discussed before some implementation models of change so as to understand the 

curriculum implementation process. 
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2.3 The significance of implementation stage in education reforms 

Decision-making is a complex and crucial event in the policy process. It is preceded by 

analytical and/or political activities and followed by equally significant planning activities. 

Although types of activities are crucial in developing and realizing education reforms, 

more attention has often been given to policy formulation at the expense of 

implementation stage. This is particularly the case in developing countries contexts 

(Haddad, 1995). Rogan (2007) concedes, the attention and energies of policy-makers 

are too often focused on the 'what' of desired educational change and neglect the 'how'. 

Referring to the experience of USA and Australia in educational change, Porter (1980) 

notes that those who are concerne 

legislation hardly ever pay attention t 

king and enacting the relevant 

ion stage. It should be noted that 

such omissions by policy-makers poor implementation of some 

programmes. For example, in Zimba~W;J~ ~ S!:~~ ot yield the intended outcomes 

because of poor implementation strategi ~==-""" e, 2007; Zvobgo, 1994). 

University of Fort Hare 
Implementing change in any • .. : fl "ni ~ N,,~~111ools, requires a multitask 

approach. Regardless of the approach one takes, implementation has three initial 

stages: initiation, implementation and maintenance (Ornstein & Hunkins, 2004: 312). 

Initiation of change refers to setting the stage for the implementation process, getting 

the school culture receptive to the planned innovation. At this stage, planners raise the 

essential questions about who would be involved, what the expected level of support is, 

and what the state of readiness of people for the innovation is implementation stage, 

therefore, involves presenting innovation and getting people trying it out in their 

classrooms. It is the "doing" phase of implementation (Ornstein & Hunkins, 2004). This 

stage is mainly concerned with teachers as the classroom practitioners. The success of 

the innovation (technical vocation education) depends on financial and material support 

as well as on teacher capacity. 

Successful implementation is a process that should have some novelty. It should 

encourage curriculum implementers to be creative. Considering the total process of 

curriculum activity can help teachers to use a particular approach or a combination of 
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approaches to implementation. The teaching methods used by the teachers have a 

great impact on the learning situation. However, their selection depends on their 

philosophical preferences and the implementation is also determined by the model 

used. 

There are a variety of curriculum implementation models which one can choose from. 

Among the many are the Overcoming Resistance to Change Model (ORC), 

Organizational Development Model (OD), Concerns-Based Adoption Model (CBA) and 

Educational Change Model (EC) (Ornstein & Hunkins, 2004). 

The Overcoming Resistance to Chang ests on the assumption that the 

failure or success of planned organizati arts is basically a function of the 

ability of leaders to overcome staff resistan•""'""-'"•-._.. 

the time of the introduction ot"M • HDJlllillfifS::2004). 
Together in Excellence 

Ornstein and Hunkins (2004) concede that to implement a new program, that is, to 

introduce change, people must get advocates for the new program. It needs people who 

are willing to engage in something new, to push boundaries, to explore new territories. 

There is need for individuals who welcome diversity of thoughts and ideas, who 

embrace ambiguity of views, and who accept creative conflict to correct present notions 

regarding the nature and value of a particular curriculum (Ornstein & Hunkins, 2004). It 

is further argued by Ornstein and Hunkins (2004) that to establish a community of 

supporters for a new program, people must address their fears, misgivings, 

apprehension, and other factors that could inhibit the acceptance of change. The 

implementers must be convinced that all their values, assumptions, beliefs, visions, are 

included in the new program proposed. The implementers must be convinced that their 

ideas will be treated with honest and humility. 

According to this model, one of the strategies to overcome resistance to change is 

power equalization between management and organizational members-school 
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administrators and teachers in the case of implementation of technical vocational 

education. The leaders of the innovation accept that the subordinates will initially be 

negatively predisposed towards the innovation and hence, will resist it. Therefore, 

curriculum leaders using this model should be mindful of dealing with the concerns of 

the staff. Hence, some term it a concerns-based adoption model (Ornstein & Hunkins, 

2004). 

An assumption of this approach is that individuals must change before an organization 

can be altered. Also, change is a very personal experience, and we must allow for 

individual personalities to shine thro ·n t • e e or implementation process. 

Furthermore, the introduced change needs of teachers and othe·r 

interested players as seen by those s cited in Ornstein & Hunkins, 

2004). Hall and Loucks (1981) as q and Hunkins (2004) in their 
research on the implementation of chools and colleges, noted that 

concerns could be classified • o four broag_d_eveJo entaWag_~s: 
n1vers1Ly or orr ttare 

Stage 1: unrelated concerns, ,.,.... th . E ll 
.i oge er zn xce ence 

Stage 2: personal concerns, 

Stage 3: task-related concerns 

Stage 4: impact-related change. 

They further argued that when dealing with the ORC model, educators must deal 

directly relate with concerns on stages 2, 3 and 4. If these are ignored, people will deal 

with it in ways that are not intended in the program's conception. Therefore, such 

concerns can by addressed by school heads or heads of departments through staff 

meetings, keeping teachers informed about the new innovation. When concerns are 

shared, often people with some insecurity regarding the program find out that they really 

have nothing to worry about, and do not necessarily have to make changes. Perhaps 

teachers could find that they do have to change their strategies and that they do not 

have to teach different content. By sharing concerns, they may realize that they are 

capable of making any changes necessary in order to deliver the new program in its 

intended fashion. This leads us to a similar model of change which also views concerns 
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as of paramount importance in the implementation of an innovation, the Concerns-

Based Adoption Model. 

2.3.2 Concerns-based adoption model 

Very closely related to the ORC model is the Concerns-Based Adoption model. This 

model views all change as originating with individuals, individual change, and, through 

their changed behaviours, institutions change. Change occurs when individuals' 

concerns are made known. All change is personal, and for individuals to "buy into'1 

change they must have ownership of the concern as a process. Furthermore, they must 

view the result of the implementation ac-, .,.Hj,'l:11--4~J11f' .. r'~, r anal impact on their professional 

lives. Because change starts with in ~A olves individuals throughout the 

change process, one needs to realiz s a slow process; it needs time to 

take shape; individuals need time to IAM¼?n=r~~mti~-" formulate new attitudes (Marsh & 

Willis, 2003). 

University of Fort Hare 
According to Marsh and Willis ( I t M"o~rCfei/M.~'f!on the adoption phase and 

implementation phase. It does not centre on the curriculum development and design 

phases of curricular activity. It assumes that the teachers and other educational workers 

have already created or selected a curriculum for the school. The focus here involves 

enabling the teachers to adopt this curriculum and to view it as their own. The model is 

solely an implementation model. It reviews the curriculum as a resource for use and the 

teachers as a part of the user system. To get the users ready to teach the resource, the 

curriculum, those charged with curriculum implementation must find out _and address 

teachers' concerns. One wonders if teachers' concerns are addressed in the 

implementation of technical vocational education in secondary schools. 

A study by Fuller (1969) cited in Marsh and Willis (2003) on evolution of preservice 

teachers to experienced teachers revealed that preservice teachers had a sequence of 

concerns about self, teaching itself and students. Lieberman and Miller (1991) in their 

work with teachers, found a similar pathway of teachers' concerns. Others have even 

found that there are even two stages before the concerns for self. The first being aware 
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of the innovation and the second possesses the levels of information that trigger in 

people some interests in learning about the innovation, while not realizing that the 

innovation may have a direct impact on them (Ornstein & Hunkins, 2004). 

If one accepts these two stages, then Fuller's first stage (concerns about self) becomes 

stage 3. Here, teachers wonder whether they have the skills and knowledge to 

implement the innovation. At a fourth stage, teachers have the reservation about how to 

manage their time and resources to implement the program successfully, and actually 

how to teach the program. Fuller's third stage, the fifth and final stage of the model 

( concerns about students) is where 

curriculum influences students' learn n 

innovation, awareness of information le 

concerns for students (Ornstein &Hun 

r s are raised as: awareness of 

f r self, concerns for teaching and 

Once the concerns of th~achers arttdd ed ts . essfully, the curriculum is n1veri o or are implemented. However, wit lflJ.s. mo one Js in rested in the level of its use. 
1 oge er zn .fixce ence 

Hopefully, teachers would not take the new curriculum and then do nothing different. In 

this model also, teachers should not simply take the new curriculum and act solely as 

technicians with it, teaching it as curriculum notes. The teachers should be creative with 

the curriculum and modify it where necessary, and make it uniquely appropriate for their 

students. This model allows for curriculum modification by both teachers and heads of 

school as seen fit and gives room for in-service training for teachers. 

In this study, the Concerns-Based Adoption model will be adopted in looking at the 

implementation of the technical vocational education because it draws on 'systems 

thinking'. It is based on the Systems Model that everything acts within a certain 

environment. Implementation of an innovation takes place within an organisation which 

has its own systems and people within that organisation constitute the system. People 

in the organisation are in relationships and have to work as teams. In school, there are 

parents, students, teachers, school heads and district education officers from the 

districts; all these people have to work as a team in implementing technical vocational 
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education. Each member of this system has a role to play. If one component of the 

system malfunctions, the whole system fails. An interplay or overlap exists among these 

groups (Ornstein & Hunkins, 2004). 

According to Likert (1996), people in these overlapping position act as "linking pins". 

The notion of linking pins coincides with the ideas of teamwork and organisational 

development. The "linking pins" play a major role in changing attitudes and behaviour 

among people within their operational areas (Likert, 1996). In this case, heads of 

technical departments and chairpersons of working teams as well as education officers 

act as linking pins. 

For example, the model assumes that f . i higher work teams treat those 

in the lower work teams with respec port, it is likely that the same 
behaviour will be rubbed on to those on t ___ Ions of the organisation and they 

will exhibit the same behavi94I" when deqling ~tb, th~if ~leagues. This assumption u n1vers11v or ~·on are 
applies to all people whether pfa.cea on st'ai:iau;ic:1 or1-.aa oc committees. The entire 

1 ogecner zn .fixce tence 
culture is affected (Ornstein & Hunkins, 2004). This is also relevant in the 

implementation of technical vocational education which leads us to the next model 

which will be discussed, the Educational Change Model. 

2.3.3 Educational change model 

Just as schools differ from one another, so do notions of how to bring about changes 

within schools. Current efforts to implement technical vocational education is based on 

the assumption that all schools are essentially the same and will therefore benefit from 

the same kind of in-service training (INSET) and implementation strategy. Hopkins, 

Ainscow and West (1994:56) concede, 
It is almost always the case that centrally imposed (or top-down) change 

implicitly assumes that implementation is an event rather than a process; that a 

change proceeds on autopilot once the policy have been enunciated or passed. 

This prospective ignores the critical distinction between the object of 
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change ... and the process of changing-that is how schools and local agencies put 

the reforms into practice. 

This study will look into how technical vocational education is being implemented as an 

innovation and the change model propounded by Fullan (1991) will be used. According 

to Fullan (1991 ), successful implementation of change involves need, clarity, some 

complexity, and quality of programmes. The key players to successful implementation of 

curriculum are administrators, teachers, students, and school board, community and 

government members. All these key players have to play their roles effectively. 

People who wish to implement t 

characteristics of the change being co 1 1991) has discussed key factors 
IN 

IJ...MINE BIMUs that affect implementation. There sho I t,uo; mm i• ation and support from all stake 

holders. Often, people will resist the inn vation bee . se the need for the change is not 

communicated to them or, if cqmmunic;ated~ ot acce~ d by those people to be 
affected by the change. NeeYil ¥fH h9zr,t 1ue ~lo~ le hold. When people 

Toaettz'//i~~\n xce ~fence 
view change to coincide with their varues, they are more willing to accept the innovation 

being suggested (Ornstein & Hunkins, 2004). This can also apply to technical vocational 
education since it is also an innovation. 
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Table 2.1: Factors affecting implementation 

Characteristics of the change 

1. Need and relevance to the change 

2. Clarity. 

3. Complexity 

4. Quality and practicality of program 

B. Characteristics at the school district level 

5. History of innovative attempts 

6. Adoption process 

7. Central administrative suppo 

8. Staff development (in-servic 

9. Time line and information sy 

10. Board and community char 

C. Characteristics at the school level 

11. Principal characte.111·; :ii1.-
0

1,q.ia~ 

13. Student characteristics and needs 

D. Characteristics external to the local system 

14. Role of government agencies 

15. External funds 

Source: Adapted from Michael Fullan, The New Meaning of Educational Change, 2nd 

ed. (New York: Teachers College Press, Colombia University, 1991 ). 

2.3.3.1 Characteristic of the change 

When implementing vocational education, parents, teachers and students should know 

what it will do and what it will involve. There are two questions that people raise 

regarding innovations. People want to know the purpose of the innovation and how it is 

going to be conducted and its benefits. There should be clarity about the objectives of 

the programme or innovation. 

38 



 

 

Clarity about goals and means is always an issue in any change of activity (French & 

Bell, 1990). The implementers of any innovation according to this model, should be clear 

from the outset on its goals and it has to specify their involvement. Above all, they 

should know its private benefits. Often, people are not clear as to why a particular 

innovation is actually different from what they are doing. Teachers and parents should 

be clear about why technical vocational education is being implemented as well as its 

gains. 

Complexity refers to the difficulty, which is relative to many factors. For staff 

experienced in curriculum developm 

inexperienced staff, the same chang 

idea is to remember the KISS theory -

2004). However, simple changes may 

ange can be rather easy. For 

ging. In most organizations, the 

nrYm1b-mb-~1nd simple .. (Ornstein & Hunkins, 

• pie changes often do not make 

much difference. The implementers of t hnical vo tional education need to recognize 

the innovation for what it is 9Q,d have a realistic ei;>!i_oq. 9f its difficulty level. Ornstein 
. un·~~rs1tv o .orr nare . and Hunkins (2004:313), arguel t 'fot .acceo1 an mn vat1on people need to accept its oge ner rn ~xceL ence 

quality, worth, and practicality. . 

Although we would hope that any curriculum innovation would have evident quality, 

developers often miss the mark when it comes to practicality." The ideas are sound, but 

teachers simply do not have the time to carry out the suggestions. Sometimes, 

curricular are wrongfully implemented but could be practically implemented if those in 

charge make sure that the necessary materials are available for teachers. Technical 

vocational education curriculum could face some problems if teachers are not provided 

with relevant equipment for students. Parents and responsible authority should make 

sure that they provide teachers with all needed support as well as learning materials. 

2.3.3.2 Characteristic of the school district level 

The process of curriculum implementation needs to be monitored or supervised to 

determine what is taking place within the schools, whether the curriculum is 

implemented according to the set objectives or policy. At district level, the DEOs provide 
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direction and guidance and make sure teachers and school heads have the skills to 

implement technical vocational education. Those charged with supervising curriculum 

development and implementation are responsible for overseeing or directing the work of 

others (Ornstein & Hunkins, 2004). The DEOs have to understand the history of 

technical vocational education in the Zimbabwean context and consider that during the 

pre-independence era, people had a negative attitude towards its implementation 

(Moyana, 1989, Zvobgo, 1994). 

The teachers' capacity or level of training have to be considered and as such, conduct 

in-service training courses to boost th r; k o I , teaching strategies as well as 

clarify the goals and objectives of the e o ational education syllabi. They 

have to realise that some innovation 

misconception among its implementer 

1994). The school environment where 

d because of lack of clarity and 

; Nziramasanga, 1999; Zvobgo, 

takes place has to be taken into 

consideration. University of Fort Hare 
Together in Excellence 

2.3.3.3Characteristics at the school level 

There is a need to take into consideration the community where technical vocational 

education is being implemented, the characteristics of the school and other key players. 

Schools in the studied area have different characteristics as some are peri-urban and 

others are urban. They also belong to different responsible authorities, some are 

gov~rnment, some are private and others are farm schools. Hence, these different 

characteristics may have an influence in the way they implement technical vocational 

education. In curriculum development, regardless of the approach one has taken; 

attention must be given to understanding the students' needs to be addressed by the 

programme as suggested by the constructivist curriculum paradigm. In this case, the 

selection of students to technical vocational education path-way. 

In curriculum implementation, one must also attend to teachers' requirements for them 

to accept the new curriculum (Fullan, 1991 ). This include their professional qualification, 

specialisation, experience and their attitudes as well as motivation. Failure to attend to 

40 



 

 

students' and teachers' needs by programme planners of any innovation can lead to 

unsuccessful implementation of the desired innovation. Hence, this study will also focus 

on whether teachers have the capacity to implement technical vocational education 

curriculum. Their professional qualifications, specialisation and experience would be 

considered as an important factor in the implementation of technical vocational 

education. 

The Educational Change Model would be used to assess how technical vocational 

education curriculum is being implemented in schools considering the role played by 

administrators as supervisors (HOD 

controllers (DE Os), teachers, student , 

eads) and quality assurance 

nd parents as outlined by the 

model. This model has a high measur H w u 11n~1 the Zimbabwean scenario, as 

education officers, parents, SDCs/SDftls1£~~~~ are cited as key players in the 
implementation process of technical cation. This is as stipulated by 

Zimbabwe Ministry of Educ n S~ort ant d Cu[itu Dir_e r's Circular Number 77 of n1ve1 s1 y or or1 are 
2006. ,.,... h • E ll 1oget erzn xce ence 

There are a growing number of researchers who feel that in order for school to survive, 

the decision that impacts school operations must be shared with the school community 

at the local level (Hargreaves, 1994; Battery, 2001 ). Also to be assessed is how these 

individuals can promote or inhibit successful implementation of technical vocational 

education in schools. The study sought to find out the support schools get from parents 

in terms of material and financial resources. A third theory discussed is the theory of 

curriculum implementation by Rogan and Grayson (2003). 

2.3.4 Rogan and Grayson's implementation theory 

Within this study, in order to explore how schools implement technical vocational 

education, the researcher adopted the implementation theory that was developed by 

Rogan and Grayson (2003). The framework draws on the school development, 

educational change, and science education literature, and attempts to overcome some 

of the shortcomings of earlier frameworks developed by Beeby (1996), and Verspoor 
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and Wu ( 1989). Beeby ( 1996) categorized schools and educational systems according 

to four developmental stages (Dame School, Formalism, Transition and Meaning), and 

assumed that schools progress from 'lower' to 'higher' stages ( Rogan & Grayson, 

2003). 

However, Beeby's model neglects the complexity of an educational system and focuses 

only on teachers, making no reference to other aspects of the school context. The more 

comprehensive model, which was developed by Verspoor and Wu (1989) and later on 

adapted by De Feiter et al. (1995) broadens the focus of development by including 

factors related to teachers, curriculum n 

model neglects students. Similar to 

pecial note is the fact that this 

. d I, it proposes four stages of 

development: Unskilled, Mechanical, o , f ssional. This model also implies 

a linear view of curriculum change, stage to the next higher stage. 
Therefore, both models tend to obscur .__. • x and idiosyncratic nature of the 

process (Rogan & Grayson, 3. ·t f F rt H n vers1 y o o are 
Together in Excellence 

Rogan and Grayson, (2003) base their theory of implementation on three main 

constructs: profile of implementation, capacity to support innovation, and support from 

outside agencies. The 'support from outside agencies' describes the kinds of actions 

undertaken by outside organizations, such as provincial and district education offices, to 

influence practices, either by support or sanction. The role of the District Education 

• Officers (DEOs) is to see that standards are maintained. They are there as quality 

assurance officers, to provide schools with expertise and professional development 

courses. In many developing countries like Zimbabwe, outside agencies may also 

involve international development agencies such as World Vision and local or 

international NGOs like Plan International Zimbabwe. These usual provide students with 

food provisions and learning materials like text-books. 

According to Rogan and Grayson (2003), the sub-constructs are divided into two: 

material support and non-material support. Material support may include infra-structure 

such as specialist rooms and material resources such as student text- books, facilities 
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and other equipment used in the learning process. Non-material support is mostly 

provided in the form of professional development. These involve in-service training 

where teachers' skills could be upgraded. This is probably one of the most visible and 

obvious ways in which outside agencies attempt to bring about change in schools. 

Literature on 'learning organization' suggests that teacher professional development 

can also be promoted through co-operation and support among teachers (Karsten, 

Voncken & Voorthuis, 2000). 

Therefore, it can also be regarded as a sub-construct of school capacity. To bring 

about change, there is also need for ts to monitor the implementation 

process. This is mainly the duty of the r ,t ict officers. They have to inspect 

schools at least once in two years s , feedback to teachers on their 

performance. It is their duty to see t ~ ~~~~~;ational education curriculum is 
being implemented according to the polic 

University of Fort Hare 
The construct 'capacity to supporttm-f ~n\iE9p'i ~ _mpJffe'rfbWith factors that are likely to 
support or hinder the implementation of new ideas and practices in the new curriculum. 

This construct recognizes that schools differ in terms of their capacity to implement 

innovations. Possible indicators fall into four categories: physical resources, school 

ethos and management, teacher factors, and student factors. Physical resources are 

crucial as poor conditions and limited resources can limit the performance of even the 

best teachers and students (Fullan, 1991 ). The school ethos and management are not 

the same, yet they are considered together as they are closely intertwined, particularly 

in schools in developing countries. If the school is in disarray and not functioning well, 

innovation cannot or will not be implemented. This could be determined by the school 

head's qualification and experience. 

The leadership role of the school head is critical in reform implementation as he/she 

has to supervisor teachers with varying qualifications and give them feedback (Fullan, 

1991 ). Teachers play a pivotal role in reform processes, and factors such as their 

background, training, subject matter knowledge, motivation, commitment to teaching, 
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and attitudes towards proposed innovation influence their capacity and willingness to 

implement change. Likewise, the background of students, and the kind of strengths and 

constraints they might bring to the school are crucial. A range of issues influence 

student attitudes to learning and responses to change, such as their home 

environments, parental commitment to education, health and nutrition, and proficiency 

level in the language of instruction. The contribution of these four factors to the capacity 

of school to support innovation is likely to be dynamic and changing over time. 

The third construct, 'profile of implementation' assists in understanding, analyzing and 

expressing the extent to which the 

practice. It recognizes the fact that th r 

into action. However, it assumes that s- o monalities of what constitutes 

excellence will emerge. In addition, tH I izes that there can be different 

levels at which implementation might be r. Therefore, implementation of a 

new curriculum involves a ft41]ber of trams th~ rse it may take is hardly un1vers1Ly or art are 
predictable. Together in Excellence 

In this study, the Rogan and Grayson's (2003) theory of implementation was used 

because of its relevance to the areas of enquiry. Regan's theory takes into 

consideration current realities that exist in different institutions of learning. There is 

diversity in various institutions created by different reasons like funding policies of the 

past government and socio-economic conditions that exist in different communities. The 

theory builds on the strengths of various educational components present in the 

education system like District education personnel, teachers, students and the school 

environment. 

It considers issues such as: support given to schools by outside agencies, capacity 

factors and profile of implementation of technical vocational education. These are the 

main areas which the research seeks to answer. The Capacity to Support Innovation 

attempts to "understand and elaborate the factors that are able to support or hinder the 

implementation of new ideas in a school system". Support by outside agencies focuses 
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on the monitoring system, professional development provided by district education 

officers to teachers, and provision of physical resources from the district, parents and 

other stakeholders. 

The capacity factors include: physical resources, that is, school infra-structure such as 

specialist rooms, furniture and other equipment used by students which are procured by 

parents and responsible authorities. It is important for schools to have adequate 

specialist rooms and equipment for use by students in technical vocational education 

classes in order for students to develop technical skills as suggested by the human 

capital theory. It is these skills which a e s mployable and create self-help 

projects. Capacity factors also include ity that is, teachers' qualifications, 

specialisation, experience and teachin 

factors focus on their selection to tech i 
use in the classroom. Student 

lasses, their attitudes, class size 

and their willingness to learn technical ski . 

TTniversitv of Fort Hare 
Then the last construct, profile ot,bmr1r$1mti x~ ~e9-re~ with coverage of learning 
areas, the nature of classroom interaction, examinations and items made by students 

(curriculum issues). This is what happens in the black box, that is, the interaction of 

students with teachers and their use of teaching strategies as well as the learning 

materials to produce the outcomes or the throughput. The quality of the product 

depends on the quality of the teachers, equipment and student factors. 
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PART II 

STUDIES CONDUCTED TO ASSESS IMPLEMENTATION OF TECHNICAL 

VOCATIONAL EDUCATION 

2.4 Capacity to support innovation/Implementation 

The capacity to support innovation is an attempt to understand and elaborate the 

factors that are able to support, or hinder, the implementation of new ideas and 

practices in a system such as a school. It should be understood that not all schools 

have the capacity to implement a Ii e ... :•-r_~""_;_,':'_;-;•':I Ti • nl in the same way, especially 

considering their different environment ·. gan an r yson (2003) cite four indicators 

of the capacity to support innovation urces, teacher factors, learner 

ncial and parental support are 

discussed in detail under different 
factors, and the school ecology and ma~l~ffilj~~ 

other factors which cannot be neglected. 

subsequent sub-headings. Uniyersity of Fort Hare 
Together in Excellence 

2.4.1 Learner factors 

Implementation of technical vocational education can be affected by a number of factors 

such as student factors which relate to the background of the learners and the kind of 

strengths and constraints that they might bring to the learning situations. Students 

might, for example, come from a home environment where there is no place for them to 

do homework, and no one to support them in their studies (Rogan & Grayson, 2003). 

The other factor like students' selection can also have a bearing on the implementation 

of technical vocational education. For example, research has shown that, besides 

individual background characteristics, the student composition of classes can also affect 

the achievement of students. It has also been found that student composition and 

classroom and school practices are to some degree related to each other (Opdenakker, 

2004; Van Damme,&_ Minnaert, 2005 cited in Opdenakker &. Van Damme, 2006). 
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Different countries use different selection criteria in placing students to technical 

vocational classes. 

In Zimbabwe, students are allocated to vocational classes using mainly examination 

results and continuous assessment by class teachers. The selection of students using 

examinatio,ns or tests is confirmed by (Kellaghan & Greaney, 2004; Linn & Gronlund, 

1995; Mehrens & Lehman, 1984 ). They view the purpose of any standardized 

achievement test as to provide the user with the information concerning an individual's 

knowledge or skills so that the user can make decisions-of selection and classification 

for academic and vocational counselin . 

Ogunniyi (1984: 102) posits that m ri...C!---.-i;~r:1:, "provide objective criteria for 

assessing students' performance and tudents in identifiable groups." 
These students are placed in different c ,__.. ding to the way they would have 

performed in a particular J$SL Mehr~ an ehr{!apy (1984) argue that while un1vers1 o orr nare 
achievement test can be imoortanth i .vocational and educational guidance, 

·1 oget er in .fixceuence 
achievement test data by themselves have limited meaning. They need to be 

augmented by other information-data about interest, and aptitudes- to arrive at the best 

decision possible. 

Mehrens and Lehman ( 1984) further argue that test results are fallible. People do 

change and future predictions can and do go away. Ogunniyi ( 1984) acknowledges the 

views of Mehrens and Lehman (1984) on the fallibility of examination results when he 

posits that, there is no mark or grade which is perfect as different people can award 

different marks on a given essay. He also argues that marks given to students usually 

reflect the teacher's performance rather than the student's potential. It has also shown 

that some students who under-performed in some schools went on to do well in 

comparison to their colleagues who had been referred to as "intelligent". 

Having observed these limitations of marks, there is a great danger of using public 

examinations in the selection of students to vocational education. Examinations 
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sometimes are not a true reflection of an individual's capabilities as they are dependent 

on the mood and circumstances when one writes them. Kellaghan and Greaney (2004) 

point out the limitation of public examinations as being testing only narrow areas of the 

curriculum. 

However, using examinations and pre-vocational evaluation to select students with a 

flare in the vocational education track is a noble idea as students with the right aptitude 

and ability for technical subjects can be channeled to the correct track. For Doll 

(1993:62) Hilgard and Goodwin theory of learning states that, "learners engage in an 

activity most willingly if they have hel 

and Goodwin's theory of learning one e 

counselled and given a chance to mak 

attitude towards vocational education a 

plan the activity. From Hilgard 

t, if students are assessed and 

re most likely to have a positive 

ell. 

The age range for selectioQ- ,qf students to v9_e ion§] r: ck varies from country to u n1vers1ty or . orI are 
country. In Germany, it is done at rag~ 1R m~e-Jfl~J-Jetherlands, it is conducted 
at the age of 12 (Van de Werfhorst, 2007). The vast majority of OECD countries select 

students somewhere between the age of 10 and 16 and are sorted into schools of 

different types. These students are selected according to their abilities and interest. In 

some cases, age is considered when these students are selected (Meier & Schutz, 

2007). Using students' abilities and interest can motivate students to learn because they 

would be working towards the achievement of their objectives. 

However, scholars have different views on ages to begin tracking. Meier and Schutz 

(2007) argue that if students are selected at the early age it is better because the gains 

are higher, but some argue that if children are selected at an early age, there is a 

chance of them being wrongfully placed. Some believe that delaying the age when 

tracking starts, lowers the risk of mistakenly sending the children to the wrong school 

type, but also reduces gains of appropriately placed students. 
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Hallinan ( 1994) states that in theory, the track system is based on academic ability, 

although in some cases other factors often influence students' selection. Non-academic 

factors such as schedule conflicts often affect students' track allocation. It can be 

observed that in such cases, some students are placed into classes to suit the school 

timetable. Such moves can impact negatively on the learner. According to Hallinan 

(1994) secondary schools in general, tend to assign students to high tracks based on 

objective criteria, while low-track students are often placed using more- arbitrary 

measures. Hallinan (1994) accepts that students who are placed in technical vocational 

education classes are sometimes unfairly placed without the use of correct standard of 

selection. This view is shared by Oake ~0 cedes that the disproportionate 

placement of poor students to low trac -s not 7d_ t their actual learning ability. For 

example, when students' selection criit -• I based on only the student's 

decision; there is a danger of misplaci 

and immature to make informed decisio 

because of peer pressure wit,bq.ut making~ !nfo 
un1vers1Ly o 

cause some of them are young 

dents may choose a wrong track 

Together in Excellence 
Van de Werfhorst (2007) argues that technical vocational education attracts different 

students' population in different countries, with technical vocational education being 

more negatively selected (e.g. on academic ability, parents' social class, or motivation) 

in systems with limited institutionalization than in highly vocationalized systems. In 

highly vocationalized systems, a vocational qualification is more acceptable, because it 

leads to good employment opportunities (Van de Werfhorst, 2007). In countries like 

Britain, technical vocational education is said to be an area for the intellectually weak 

students (Wolf, 2002 cited in Van de Werfhorst, 2007). The researcher therefore, 

examined the criteria used in the selection of students in Zimbabwe and these data 

were used to explain the Zimbabwean system based on what people have said. 

Literature has revealed that selection of students in most countries is done through 

assessment of aptitudes and competencies as well as through examinations (Ogunniyi, 

1985; Van de Werfhorst, 2007). The performance of students in the implementation of 

technical vocational education is determined by the calibre of students selected into that 
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programme. Van de Werfhorst, 2007 concedes the faultiness of tests as measuring 

instruments, especially when used in isolation from other instruments. If these 

instruments are faulty, it implies that students can be wrongly placed. The researcher 

seeks to find out if such situations prevail in the implementation of technical vocational 

education in the studied area. 

This study seeks to find out how students are being selected to technical vocational 

classes and the suitability of measures used as well as the suitability of those 

measures. The study also seeks to find out if there were any criteria used in the 

students' selection. Literature was used te the researcher's findings. 

2.4.2 Teacher capacity 

According to Aspin, Chapman and 

survive and prosper economically depends, ~.,,.,.,,n""' ' 

the capacity of the nation to 

, on how well the country develops 

all its human resources and stt1Qt11r~~!~li1~ ... -... ...., ... .6._,,,....- rime agencies within 
which this development can ~6.lffl'.Vile (j, Thomson, Gouws, and 

Engelbrecht (1998) argue that the biggest challenge to education involves giving 

teachers the confidence to believe in themselves that they can accomplish the task at 

hand. 

Teachers are integral to the thinking that drives program creation and implementation. 

Both individual teacher characteristics and collective or collegial factors play roles in 

determining implementation (Fullan, 1992). Therefore, those responsible for teacher 

education have a critical role to play in driving the change process forward, as they can 

help identify and shape the new competencies teachers need (Wagner, 2000). These 

competencies are necessary as teachers are involved in the curriculum development 

and implementation (Ornstein & Hankins, 2004). 

It has been noted that teaching styles can help to interpret the influences of teachers on 

student achievement and on attitudes towards subjects (Ebenezer & Zoller, 1993 cited 

in Opdenakker & Van Damme, 2006). Classroom practitioner's teaching behavior and 
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teaching styles can make an important difference to student learning (Centra & Potter, 

1980; Wentzel, 2002 cited in Opdenakker & Van Damme, 2006). In essence, teachers 

should be individuals of high calibre, who are able to deliver content and make learning 

come for students. Without well qualified, caring, and committed teachers, learning 

becomes difficult because students of diverse abilities need different levels of attention. 

Husen, Saha, and Nooman (1978) cited in Psacharopoulos and Woodhall (1985), 

concede that the quality of teachers is another vital determinant of pupil performance. 

Haddad's (1978) (cited in Psacharopoulos and Woodhall, 1985), findings revealed that 

the quality of teachers were a more vi a ariable for teacher performance 
as compared to class size. However, i -s . and upgrading of teachers may 

often be a quicker and more efficient ~~--- rv teacher quality than enlarging 

initial teacher training capacity. For tee teachers to execute their duties 
effectively they need to have small and nageabl classes, because big cl asses can 

reduce individual teacher-puRil..,cootact time. . f F t H un1vers1ty o or are 
Together in Excellence 

The other issue which a teacher has to deal with in the classroom is student diversity. 

Laukkan (2008) points out that in order to cope with this student diversity, a teacher has 

to be a highly educated pedagogical expert. This means that for teachers to cater for 

students' individual differences and abilities, they should be well trained. This is a view 

shared by Kansanen (2003:89) when he points out that "the basic aim of every teacher 

education programme is to educate competent teachers and develop the necessary 

professional qualities to ensure lifelong teaching careers for teachers". Kansanen 

(2003) further elaborates that initial teacher education is of great importance and that 

any challenges appearing in the programme will have consequences that will be very 

difficult to correct in the future. The need for in-service teacher education is inevitable, 

but the basis for professional competence is taught to student teachers in the period of 

initial teacher education. 

However, this cannot be enough as technology changes rapidly, especially in technical 

vocational education where there are always some new developments ( Johanson & 
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Adams, 2004). This view is shared by Ornstein and Hunkins (2004) who argue that 
teachers need to continually develop themselves within the education system to acquire 

different knowledge and teaching skills so as to face the new challenges, purpose and 

scope of the new curriculum. Sachs (1997) concedes that a professional has to 
continually learn throughout their career, with the intention of deepening their 
knowledge, skills, and staying abreast of developmental issues. This can simply be 

referred to as increased professionalism, which allocates the teachers' work under a 

wider spectrum of educational contexts and systematically evaluates their work with the 
focus on development. This could assist the teacher and encourage him/her to be a 
good facilitator of learning who reflects g, discusses it with peers, and 

tries to understand it in a broader conte 

The capacity of teachers is determine ation, experience and ability to 
communicate (Gatawa, 1990). The incom tence of eachers as the chief implementers 

of curriculum can be a barri o effectiv ilearnr· . Qu - Ii tion is a vital professional n1vers1 o or are 
element in teachers as the major rifO~~Wi ffiPffl1fl ~ffo~komo (1995) extrapolates 
that teachers should have the capability to interpret the national curriculum "proposal" or 
"prescription" according to each teacher's level of professional training. In the 
researcher's view it, is this knowledge which they use to interpret syllabi into schemes 
of work for use in their classes. If teachers lack this knowledge, they may lose 
confidence before their students and community. This is a view which Evans (1993:143) 

acknowledges, "if there is lack of public confidence in teachers' professional knowledge, 
there will be a parallel crisis of confidence in teachers' professional execution of duties". 

Therefore, it is quite appropriate that the norms and standards should emphasize the 
aspect of teacher competence. 

Nkomo (1995) further argues that teachers' personal qualities and intelligence have an 

influence the way a teacher handles classes, school environment, resource materials 
and learners' characteristics have an influence in the teaching methods. Thus, the 

teacher's level of professional competence can enormously influence effective 
curriculum implementation. In view of that, implementation of technical vocational 
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education can be distorted by a teacher who lacks the skills and knowledge to adapt 

and adopt a given plan. On the other hand, an appropriately qualified, well motivated 

teacher can achieve almost all the aims and objectives of the syllabus; if they are clearly 

defined. 

Teachers, as the filters through which curriculum passes, have teaching resting upon 

their astonishingly well developed talent for "intersubjectivity" which is the human ability 

to understand the minds of others' (Bruner, 1996a:20 cited ·in Northedge, 2003:173; 

Mccutcheon, 1988: 198). This therefore demands a high level of training and education. 

u iasm or boredom, with various 

aspects of it, colours its nature. Henc enacted in classrooms differs 

from the one mandated by administratorS"iitbM~@ilimtim y experts (Mccutcheon, 1988). 

It is thus noted that as implementer cational education curriculum, 
teachers can interpret it differently from e way i as designed by the curriculum 

development unit. Similarly,,. ~her;e are ~r1um_t>~ ortf t .i gs which can affect the 
un1vers!~Y- or .t10 are 

successful implementation of the 8~~Plr~rCzlJirYt'iJ~mzeWB~ as the teacher's attitude 
and preparedness. 

Nkomo (1995), argues that teachers' attitudes, preparedness and quality of training to 

implement a given curriculum are important variables. In schools where there is a high 

degree of trained teachers, there is a corresponding high performance. The major 

outcome is good academic performance. The reverse is true of the schools with poorly 

qualified staff and leadership as revealed in researches by Nyagura and Reece (1989) 

in Zimbabwe. They found out that where teachers were not well qualified, the 

performance was low. 

Chakanyuka (1996) points out that academic performance is higher where the teachers 

are well qualified, motivated and action-oriented. While the researcher concurs with the 

above view it could be highly difficult to envisage such a situation where teachers 

migrate from their countries of origin to Zimbabwe. These teachers leave a gap in their 

countries of origin which causes staff shortage that sometimes leaves teachers with 
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high student ratios and demoralises teachers. Such situations have been noted among 

Zimbabwean teachers who seem to lack motivation due to their colleague's migration to 

other countries (Brown, 2008; Gora, 2007). 

The ongoing migration of teachers within the Southern Africa Development Cooperation 

(SADC) has had various impacts on quality education (Brown, 2008). The outflow of 

teachers from Zimbabwe still remains a national and regional concern today as it has 

strained its education system, forcing it to operate with skeletal staff (Kassiem, 2007; 

Brown, 2008). It can be observed that implementation of technical vocational education 

in Zimbabwean secondary schools mig 

Brief (1998) postulates that, the equit t 
say th9t disequilibrium is created if emp o 

focus on organizational justice, 

heir input to be unequal (unfair) 

in relation to the outcomes they experie e ( e.g_. s ary). In this case, these teachers 

w. ith low morale and poor sal ·es.are mos~ikel t 9.0 , to tter »aying jobs or migrate n1vers1 o urI are 
to countries which offer better 1'8ffet'ho i¥f 'l&c?ell&ttfill value their services. If 
conditions of service are good, school teachers are intrinsically motivated to exert 

themselves to the tasks before them, and tend to enjoy their work and the challenges 

that go with it (Hobson 1942 cited in Masumbe & Coetzer, 2006). However, this will 

mean that teachers should be given more attractive salaries, especially on the lower 

scales, greater freedom and less supervision (Hobson, 1942 cited in Masumbe & 

Coetzer, 2006). 

McClelland (1985) cited in Everard, Morris & Wilson, (2004), noted that the effect of 

monetary incentive on people who are achievers is rather complex. Achievers have a 

fairly high opinion of the value of their services and prefer to place a fairly high price tag 

on them. These people are likely to remain long in an organization that does not pay 

them well. However, it is questionable whether an incentive payment actually increases 

their production since they always work hard. McClelland (1985) further observed that 

the monetary incentives are actually more effective with people whose achievement 

drives are relatively weak, because they need some kind of external reward to increase 
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their effort. The main significance of additional income to achievers is as a way of 

measuring their success (Everard, Morris & Wilson, 2004 ). 

Studies by Johanson and Adams (2004) in Sub-Saharan Africa reveal that most 

technical vocational education teachers are under qualified and those who are qualified 

leave jobs for better paying jobs in the private sector. Another aspect of brain drain 

which needs mentioning is the movement of professionals from poorer countries to 

more advanced countries. South Africa, for example, is able to attract large numbers of 

the best educated and skilled workers from its neighbours (Johanson & Adams, 2004). 

Based on what has been articulated b d Adams (2004 ), Zimbabwe as a 

neighbour of South Africa with its wea 
of the South African rand and as such --~;;h-r<~r.;";)i 

- Isa be affected by the strength 

nal education can lose some of 

its well qualified and experienced teach\i!~~~~ 

Kerre ( 1987) observes that lY_an vocar;al as Gatio , o suffers from shortage of rnvers1 or or are 
trained personnel. He revealed the_fifg~-t'n ,r ~l rill'e to develop a high number 
of new teachers with a vocational and technical education background as a number of 

teachers lacked adequate training. A number of institutions were manned by poorly 

qualified personnel. Kerre (1987) concluded that, among the three problems causing 

serious constraints in the schools for vocational and technical education background, 

were facilities, equipment and materials, insufficient and poorly trained teachers. The 

most serious constraint faced by both primary and secondary schools is the availability 

of technical vocational education qualified teachers (Kerre, 1987). In the same studies 

in Kenya. Kerre, (1987: 42) went on to argue that "up to a minimum total of 5 

vocationally trained teachers are (sic.), required for each of the 12,943 primary schools 

in the country". When secondary and post-secondary are added to this total, it is clear 

that there is definitely a need for attracting and training vocational education teachers. 

Studies by Lauglo and Lillis (2002) in three Sub-Saharan African countries (Ghana, 

Kenya & Botswana), confirm Kerre's (1987) findings that teachers with relevant 

experience and qualifications in technical vocational education are hard to come by and 
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to retain. Zambia similarly has poor quality of technical vocational education as staff are 

untrained and implement an outdated curriculum (Fluitman & Alberts, 2000). The 

challenge experienced by African countries on technical vocational education seems to 

be universal. This is revealed in studies by Gill and Heyneman (2000) where the quality 

of education in Egypt is said to be poor because of lack of teachers. 

The problem of teachers leaving the profession and joining other better paying sectors 

or migrating, seems not to be unique to Sub-Saharan African countries only, but is also 

prevalent in Europe, as revealed by Ingersol (2003). He postulates that teachers resign 

in order to pursue better jobs or other for most of them, teaching is a 

stepping stone for better more challen .L""!,._~~:::..a s (Ingersol, 2003). This mentality 
is also common in England as reveale nd Dalten ( 2004: 8), who point 
out that the decision to leave the profes i 1 .,T,-, , .. .. ,ri,nuenced by their age." Chavalier 

& Dal ten (2004) further postulate that th is an in ·cator that young teachers have a 

high rate of departure as well~ mobility 31'.JQ .,.se ur_e. un1verSllJ o are 
Together in Excellence 

Studies in technical vocational education by Shavit and Muller (2000) in Germany and 

other East European countries reveal that most teachers leave vocational education 

institutions for better paying jobs in the private sectors. However, in countries like 

Hungary and the Czech Republic, vocational education is taught by old people as 

younger people are not willing to teach technical vocational education subjects where 

salaries are low and most of those old people retire because of old age (Gill, Fluitman & 

Dar, 2000). 

A study in Hungary by Godfrey (2000) revealed that attitudes in education and training 

sector are changing fast, but teachers are still widely accused of preferring theory to 

practice. Teachers' lack of experience may be the cause of preferring to teach theory 

because they will be lacking the desired technical skills. Godfrey (2000) further points 

out that instructor training colleges for vocational education are not systematically 

organized as they fail to produce enough qualified personnel. They also have a problem 

of retaining highly trained staff as they also compete with private sectors where 
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employees are highly paid and there are better conditions of service. Low salaries make 

it difficult for technical vocational schools to compete with industry for the best talent 

(Gill et al. (2000). In the researcher's view implementation of technical vocational 

education seems to be inundated with a number of challenges such as teacher 

qualification, low salaries of teachers as well as brain drain. Hence, this study sought to 

find out if the same conditions prevail in the Zimbabwean situation. 

2.4.3 Perceptions of people towards vocational education 

For many years, technical and vocation;,,,:u.,...,..,..,~-;.L.L....I..L..L...l.w frica has been considered as a 

career path for the less academicall anson & Adams, 2004 ). This 

perception has been fuelled by the I uirements for admission into 

technical and vocational classes and H. ects for further education and 

professional development (Johanson ). Worse, the impression is 

sometimes created by governments --. .... o-·nrimary objective of the vocational 

education track is to keep drV1"KJ'"""""" school system off the 

streets. Together in Excellence 

These are the students who are unable to move up the educational ladder, not because 

of poor grades but because of lack of places at the higher level (Johanson & Adams, 

2004 ). The governments have failed to rather project this type of training as an effective 

strategy for investment in human capital. This perception has also affected people's 

perceptions of teachers who teach vocational education. These teachers are also 

thought to be uneducated or lowly qualified (Shavit & Muller, 2000). Factors like these 

could have an adverse effect. 

Old policies emphasized academic education and ignored technical education. This 

attitude is clearly illustrated by Lofthouse in Bush and West-Burnham (1994: 150) who 

state, "Teach these boys and girls nothing but facts. Facts alone are wanted in life. 

Plant nothing else and root out everything else". 
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This statement was meant to emphasize the importance of academic subjects as 

compared to technical vocational subjects. Such lines of thinking can create negative 

attitudes towards vocational education. Attitudes play a major role in the success or 

failure of a programme. If people involved in a particular programme have a negative 

attitude, it is most likely to fail. 

Studies by Shavit and Muller (2000) indicate that students in France who attended 

vocational secondary school education have lower occupation prestige than that 

attained by graduates of tertiary education students; as such parents and students have 

negative attitudes towards vocational ua iora. I rmany, sons of skilled workers 

were most likely to join vocational jobs s se of f r parents' attitudes. Most of them 

are encouraged by their parents to st 

(Shavit & Muller, 2000). Although G 

feelings towards technical vocational edu 

ucation at a tender age of ten 

developed economy, people's 

University of Fort Hare 
The impact of attitudes in curricul gl!~ ITT188t~£e been proved in a recent 
study in Romania by Rex and Singh (2003) which revealed that negative attitudes of 

teachers and adults are the major barrier to inclusion -children do not have prejudice 

until adults show them. Parents and teachers have great influence on what children 

learn and as such children's perceptions are a reflection of those attitudes held by their 

parents or teachers. A similar study on the Korean vocational education by Gill and Ihm, 

(2000) confirm the impact of attitudes of parents on a programme when they forced the 

government to change vocational school curriculum to a general one because of 

parents' attitudes towards it. 

In many countries, if not all, the second-class status of technical vocational education 

makes young people hesitant to choose technical and vocational education as their 

career preparation (UNESCO, 1993). UNESCO (1993) suggests that to make technical 

and vocational education more attractive, the curriculum should be designed to make 

articulation between technical and vocational education and higher education possible. 

Well-prepared vocational and career guidance should be available to technical 
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vocational education students making them fully aware of the nature of the curriculum, 

choices available and possible career opportunities. Transferability of skills from basic 

to advanced levels and flexible opportunities should help to enhance human capital 

development because without doing that, students may fail to be equipped with self-

reliant skills. 

The Zimbabwean government has attempted to change the vocational education 

curricular and implement it as stated in UNESCO (1993).The Ministry of Education, 

Sport and Culture has deployed career and guidance counselling personnel at District 

level to assist students in schools u e le concentrate on counselling 

physically and mentally challenged 

government is hoped to change people's 

",...,,,.,.. ... --...c, 2006). This move by the 

rrt:rc~~~,ilti udes towards implementation of 

technical vocational education in the ne\~~:E~~~ 

Ingrained attitudes are not n~d ovei;!Jj~t. Bi ed _pryweitJdiced attitudes may be n1versn or orI .na:re 
unintentional but nevertheless ca olf&/lk -~~tillW&PcM behavior that can affect 
student performance. Such attitudes may be exhibited on the part of everyone involved 

in the educational process. Therefore, holding lower expectations on technical 

vocational education for some students can perpetuate lower academic performance 

and inhibit student success. Lauglo and Lillis (1998) assert that positive attitudes 

towards vocational/technical education should be promoted among students if they are 

to acquire skills relevant for future trades and occupations. Mouly (1973) shares the 

same view with Lauglo et al. (1998) when he postulates that promoting favourable 

attitudes towards a given school subject is the equivalent of encouraging the student to 

study the subject with eagerness and persistence. There is therefore a dire need for all 

stakeholders in Zimbabwe to inculcate positive attitudes towards vocational education 

among their children. 

Parents, teachers and students evaluate the curriculum in relation to what has been 

done in the past (Gatawa, 1990). The preference for academic achievement by most 

post colonial countries is a direct result of the attitudes developed during the colonial 
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era where vocational education was looked down upon (Moyana, 1989; Zvobgo, 1994 ). 

It was an alternative for those students who had failed to qualify for the prestigious 

academic system. Above all, it was used as an oppressive tool for the colonized nations 

as students were given minimal skills so as not to compete with their masters (Moyana, 

1989; Zvobgo, 1994 ). For one to change such attitudes one has to look at the causes of 

such attitudes so as to propose a remedy. 

A study of technical/vocational education and training in Nigeria by lshumi (1993) 

showed that a vocational stream was viewed in Africa as comprising a second rate 

institution for less able students. This itud t w d education was further enforced 

by the socio-economic conditions whi 

countries. Under these conditions, Afric .. ..... 

Eld still exist in some third world 

loped a preference for studying 

academic subjects (rather than vocatio~l~~~~rtcause they were more likely to 
get a job , with attractive career prospects • the cou ry's formal sector (Godwin, 1990). 

University of Fort Hare 
It is these aspects cited by Godwi b1rJ¥NJP~htlJ&eez t:Wi~r attempted to investigate 
in Zimbabwe, a country with the highest inflation in the world where many private 

companies have closed and some factories are now white elephants. Such situations 

have a negative impact on the implementation of vocational education as it does not 

inspire students to learn and have high aspirations as most of their colleagues are 

unemployed. This view is supported by Nkomo (1995:45) who argues that "the learner 

is an active creator of knowledge and if he/she decides to be passive, knowledge 

acquisition is inhibited". 

Kreitner and Kinicki (1992) suggest that managers need to appreciate the dynamic 

relationship between beliefs, attitudes, subjective norms, and behavioural intentions 

when attempting to foster productive behaviours. Although negative attitudes are often 

resistant to change, meaningful training experience can have a favourable impact. 

Nziramasanga (1999) confirms Shavit and Muller's (2000) findings in France when he 

reveals that in Zimbabwe, teachers have complained about the need for reorientation of 

60 



 

 

parents' attitudes towards technical vocational education subjects as most of them 

prefer academic subjects. This therefore suggests that parents have low esteem of 

vocational education. Teachers may find it difficult to deal with students who have 

negative attitudes towards the subject and as such, implementation of vocational 

education in schools may encounter problems and parents may not be willing to provide 

materials and equipment for a curriculum they despise. Parents' negative attitudes may 

be rubbed on to their children as well, as witnessed by the situation in Germany where 

children preferred vocational education to academic because their parents had positive 

attitudes towards technical jobs (Shavit & Muller, 2000). 

Attitudes are based • on salient or i p 

information is received. Therefore, a ti 

that may change as relevant 

-e ts and students have to be 

I education. It is assumed that changed to positive, if they are to see d 
teachers' attitudes can be changed exposed to staff development 

programmes (Nhundu (1997)J>\Jt if they_ fail to cha e, it c be disastrous in the case un1vers1ty or ort are 
of implementation of vocational e ~Jr efCl ihi~~~'fmn~~ere they are regarded as 
agents of change. When teachers are exposed to staff development activities, they 

acquire new skills, knowledge, beliefs, attitudes and ways which help them to deal and 

cope with change, otherwise change is difficult to assimilate unless its meaning is 

shared (Nhundu, 1997). Therefore, this study sought to find out what perceptions 

teachers, parents and students have towards the implementation of technical vocational 

education and their impact on the learning process. 

2.4.4 Parental support 

During the past several decades, parents and the community worldwide have increased 

their expectations of education and become more demanding of better school 

performance for their children (Cheng, 2000). Also, there is increasing demand for 

school accountability to the public and to demonstrate value for money because school 

education is financed by the taxpayers (Adams & Kirst, 1999 cited in Cheng, 2002). 

Such issues have forced educational leaders at all levels to provide more clear avenues 
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for parents and the community to participate in the development of the school (Cheng, 

2002). 

According to Berger (1987), countries like Canada and USA have a long tradition of 

parental involvement in their schools. Parental involvement in schools is also evident in 

Asia: in countries like Taiwan, Hong Kong, Korea, Malaysia and Japan where it was a 

rare thing in the past. Schools in these countries have now recognized the importance 

of involving parents and local communities in the school affairs of their children (Wang, 

2000 cited in Cheng, 2002). 

The school teaches children on behalf f 

partners and players in· the educative p o 

The role of parental involvement is to 

fl society. Parents are therefore, 

c ildren and have a role to play. 

ave a more active role in their 

children's education and this can be done ·a many • erent approaches (Brown, 2001 ). 

Dempsey and Sandler (2005)..ar_g_ue that_R.4_renta i olv§Jl'l t in children's learning is a ·u n1vers1ty o orI are 
multidimensional construct that e la}J5e ~1rt E'.f'~E7Ll~tu~~rental characteristics and 
behaviours, but broadly refers to activities in which parents engage to support the 

academic achievement of their children (Dempsey & Sandler, 2005). 

According to Chivore (1995), parents provide the school with financial and material as 

well as human resources. They supplement books and help students with their 

homework by way of supervision at home. He further postulates that this can only be 

possible where there is close co-operation and communication between the school 

head, staff and the community. Parents' active involvement in their children's learning, 

such as monitoring or helping with homework, influences children's academic success 

through modeling, reinforcement, and instruction which in turn support children's 

attributes for achievement, such as confidence and self-regulation (Hoover-Dempsey, 

Battiato, Walker, Reed, DeJong, & Jones, 2001 ). 

However, despite the fact that parents have been awarded this high status of 

partnership by governments, they have always considered education as the domain of 
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teachers and they do not need to play an active role in the process (Cheng, 2002). It is 

often believed that school education should be solely the responsibility of teachers and 

heads of schools. Parents have always looked upon them as the custodian and experts 

of education (Cheng, 2002). Such views are inculcated by the professionals themselves 

who see parents as unqualified and unable educators (Edward & Warin, 1999). Cheng 

and Townsend (2000) they point out that, parental and community involvement is often 

perceived as mistrust of teachers and school heads. To involve them can be perceived 

as a loss of face among the professionals. 

Community involvement in school edu t the school from seeking more 

local resources, support, and intellect a chool. Parents and community 

leaders can share the management re e gthen communication between 

families, the community, and the schoo ers, monitor school operations, 
and even assist the school in combati negativ. influences inherent in the local 

community (Cheung, Cheng,&.,. Ta.my 1995t· Goldri & fS I ·vanh 1996 cited in Cheng, uni ers1 y or or arc 
2002)- Together in Excellence 

2.4.5 Financial and material support 

Ornstein and Hunkins (2004) argue that money is needed to support all school 

programmes for their successful implementation. It is required for materials and 

equipment to institutionalize a new programme. Money is also necessary to provide 

often-overlooked human support for the implementation effort. Ornstein and Hunkins, 

(2004) concede that implementation of programmes have sometimes failed due to 

shortage of financial support. 

How funds are managed and training materials are purchased influences the behaviour 

of training institutions and the outcomes of skills development. The allocation 

mechanism for training resources is a powerful means to help schools develop students' 

skills to become more market responsive and efficient (Johanson & Adams, 2004). 

Hence, for any school programme to be successfully implemented, there is a for strong 

financial backing. 
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In Zimbabwe the need for cost-sharing efforts between the state and interest groups 

such as SDCs/SDAs, churches and local authorities, have resulted in the quality of 

curriculum implementation being heavily influenced by the interest groups (Nkomo, 

1995). The influence of the responsible authority, for example, churches/local 

government authorities determines the product which arises from the interaction of the 

teacher, instructional materials and the school environment. For instance, private school 

governing boards and church organizations select the type of teacher they want and 

they are also responsible for supplying the learning materials and equipment for 

learners. 

Financial and material resources are "'l'!\ r'k:t-w'fa-m~...g,e, ... 

successful implementation of technic .1 

n important component of the 

al education. Schools cannot 

operate without textbooks, learning mate • Is, equip nt and infrastructure. One of the 

instructional implications of ~~~t's the~f CJ? itiv§_ eloQment is that learners u 1vers1 01 ore are 
need to be kept active by provi 100 thel;ij t~ "r," h er;wironments that allow for active r ogecner zn xceuence 
exploration and hands-on activities" (Schunk, 2004:451 ). The latter is echoed in the 

constructivist approach to learning which indicates that children need to become 

actively involved with new information by engaging with it; and one way to do it is 

through the use of appropriate instructional materials (Prichard, 2005). Students doing 

technical vocational education need to manipulate and experiment on the learning 

materials so as to improve their technical competencies. 

The curricular need support from responsible authorities with educational funding 

(Glatthorn, Boschee & Whitehead, 2006). In many countries, technical vocational 

education is funded by the country's Ministry of Education (Gill et al., 2000; Johanson & 

Adams, 2004). How funds are provided, managed and training materials are procured 

influences the behaviour of training institutions and the outcomes of skills development. 

For example, institutions which are well funded are able to procure adequate and up to 

date equipment for their students. 
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Psacharopoulos and Woodhall (1985) argue that there is relation between school inputs 

and the level of student achievement (that is, the relation between input and output in 

educational institutions) has shown that student performance in developing countries is 

largely determined by the quality of school inputs and not by external socioeconomic 

factors. That means it is possible to improve internal efficiency by such measures as 

providing students with textbooks or teacher quality. Evidence from Chile, Peru, the 

Philippines, and Uganda (Heyneman, Farrell, & Sepulveda-Stuardo1981; Heyneman, 

Jamison, and Montenegro, 1984; cited in Psacharopoulos and Woodhall, 1985), points to 

the importance of school textbooks and shows that improving the availability of 

textbooks may be one of the simple 

efficiency. 

Studies by Johanson & Adams (2004 ~~~~=!17 Botswana and then by Gill and 
Heyneman (2000) in Egypt, and by ____ Tanzania reveal that vocational 

curriculum development, delij' ij.and innotvatio1rr~uir§_ r I tive!Y large financial inputs. 
1 eri v or torr are 

Aboum's (1996) findings in 6 -Sa ar~n. Afcicanz ountries on studies in technical oge er in BXce ence 
vocational education had similarities with those of Adams and Johanson (2004). He 

found out that the whole infrastructure support of service, school inspection and 

supervision, in-service teacher education, curriculum development, and maintenance of 

school furniture, equipment and physical faQilities have deteriorated. The poor quality of 

these resources can compromise the implementation process as well as the quality of 

education. 

Also to be considered is the availability of both human and financial resources 

(UNESCO, 1993). The allocation mechanism for educational resources is a powerful 

means to help· the learning or training system and it assists schools to be market-

responsive. It should be mentioned, however, that the student-oriented and individually 

paced nature of competence-based vocational education delivery requires heavy 

investment on equipment and training of teachers (Johanson & Adams, 2004). 

Johanson and Adams (2004) indicate the importance of the availability of resources to 

develop and implement appropriate and relevant vocational education curricula. In the 
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researcher's view, the availability of resources can only be solved through partnership 

between government and private sector and other social partners. 

In Zimbabwe, School Development Committees were introduced under The Education 

Act, in1992 based on Section 62 as read with Section 29A of the Education Act, 1987 

as amended. This Act stipulates that parents in non-government schools will be 

involved in the affairs of their children and will also collect levies as stipulated by 

statutory instrument (Government of Zimbabwe, 1992).The School Development 

Association Regulations, 1993, are based on Section 62 of the Education Act, 1987 as 

amended stipulates that: Parents in th 

school affairs of their children and co le 

(Government of Zimbabwe,1993). Thi 

Number 77 of 2006 which mandated 

learning materials and equipment for tecti 

hools should be involved in the 

et by the Statutory Instrument 

e by Zimbabwe Policy Circular 

A) to play a major role to buy 

n education in secondary schools 

for effective implementation o cational G~Jtcul , 2006). n1vers1Ly o are 
Together in Excellence 

These school boards were given the mandate to run the affairs of the schools, to collect 

school levies and maintain the school infrastructure as well as to hire and fire staff, but 

only those paid by them and not those who were employed by the public service 

(Government of Zimbabwe, 1992/1993). While decentralization was a noble idea as 

government's administrative financial responsibilities were shaded, it increased the gap 

between the rich and the poor and increased the inequalities which vocational education 

sort to redress (Kanyongo, 2005). Kanyongo (2005) further argues that a lot of workers 

were laid off because of Economical Structural Adjustment Programme (ESAP) and as 

such most parents could not manage the levies to buy various school equipment or 

build classrooms. Considering Kanyongo's (2005) findings, one wonders how schools 

manage with most school funders being unemployed. 

The importance of using appropriate instructional materials to promote learning is 

apparent in the information-processing theory (Schunk, 2004). The ability to control 

attention is highlighted in this theory. Strategies that would gain and maintain learner 
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attention include getting learner's interest and building variety into a lesson. Both of 

these strategies could be implemented through the use of appropriate and stimulating 

teaching materials (Schunk, 2004). Technical vocational education is a hands on 

discipline which needs students to manipulate materials and experiment with them. This 

view is confirmed by Schunk (2004) who posits that, cognitive learning theory also 

highlights the importance of employing experiments in the science classroom to 

facilitate discovery learning. 

However, the_ Ministry of Education, Sport and Culture tried to solve the problem of 

technical vocational education funding d 2002 policies (MoESC,2001, 

2002). These policies left this initiative t • s to make a choice of technical 

and vocational subjects to be taught, ernmalnmaialrm~ly upon the facilities and staff 

available in the school, including lear ~1~
1~·@:~~~1

; ~ oESC, 2006). This is a good 

policy but there is a danger of it bein misused y some school heads that are 

academically biased as theyy~n -choose tto all Op~e m.i • al funds to technical and . . u n1vers1 y o r or L are - -~ 
vocational subJects. Together in Excellence . 

A number of studies by different scholars (Gill et al., 2000; Johanson & Adams, 2004; 

Shavit & Muller,2000) reveal that technical vocation education suffer from lack of 

funding, shortage of materials, facilities, equipment and use of absolute machinery. This 

state of affairs can impact negatively on the implementation of technical vocational 

education. This view is shared by Gorton (1983) who states that efforts to implement 

innovations typically failed because of resources that were limited. It is under such 

circumstances that the researcher seeks to investigate the availability of resources in 

the implementation of technical vocational education. 

2.4.6 Monitoring 

Once a plan or program has been designed, it must be implemented. Essentially, 

implementing involves the administrator in the process of making sure that the plan is 

carried out as intended. This includes providing resources, assistance, and monitoring 

progress (Gorton, 1983). Fullan (1992) argues that the monitoring theme is not 
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evaluation in the narrow sense of the term. It involves information systems, resources, 

and acting on the results through problem-coping and solving. It can therefore be 

observed that monitoring the process of implementing technical vocational education is 

just as important as measuring its outcomes. 

Further, Zepeda (2006:101) acknowledges that evaluation of teaching in classrooms 

"can and should take many forms involving the stakeholders-teachers and 

administrators-who have primary responsibility for the instructional program". Thus, the 

challenging responsibility for administrators is to "provide multiple opportunities for 

teachers to examine their practices, e practices, to collaborate with 

others as they are assessing the pra U e empower these professionals to 

act on the many lessons learnt from enr&r.~~~~ ~e a, 2006: 118), as they attempt to 

influence teaching and learning throug d~~~~~•,rional leadership actions. 

Historically, monitoring and ~luation hawtJ!ee a t link in the chain of school u n1vers1 o are 
improvement and school effectivr1o1J~t l~r°t-W &fe complex and varied, the 
best known is that imposition of external inspection in what was perceived to be a 

vacuum in schools, that is, teachers were thought to be weak and needed to be 

assisted could cause negative attitude towards school inspection. Monitoring needs to 

be placed in the central process of learning and improvement (Burnham & O'Sullivan, 

1998). It has to be conducted in a healthy and friendly environment. Monitoring has 

been defined by the Oxford Consortium for Education Achievement (OCEA, 1996:4) as 

"the collection of information in order to answer the question 'Are we doing what we set 

out to do?' Information can be collected in variety of ways .... Monitoring can take a 
variety of timescales depending on its purpose, focus and method". 

Monitoring is the continuous process of ensuring that the implementation of the plan is 

proceeding smoothly. Monitoring involves the collection of information about the project 

in progress. The emphasis is on continual feedback about the ways in which the 

resources are used and the manner in which implementation is being conducted. These 

data are constantly fed back to those people involved in the project so that the 
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immediate changes and adjustments can be made (Bryant and White, 1982). Hence, 

school heads and district officials as custodians of curriculum implementation have to 

monitor it. At the school level, the school head is the chief instructional supervisor. 

He/She provides the means for curriculum implementation through time tabling, 

classroom allocation, text-book allocation, syllabus and all instructional materials as well 

as creating a conducive atmosphere for an effective teaching and learning process 

(Nkomo, 1995). Fullan (1992) argues that many good monitoring practices go 

unreported because of the isolation of teachers, schools, and districts from each other. 

Furthermore, monitoring exposes new ideas to scrutiny, helping to weed out mistakes 

and further develop promising practices 

Hellinger (2002) shares the same vie 

monitoring involves the heads lookin 

( 995) when he postulates that 

eekly plans and the learning 

objectives, and the plans teachers are orking This includes examining 

samples of pupils' work, visiti ~f{,~'f-%1fyo& • ip~r • :t~entation of teaching, 
learning and curricula policies, re~~ fflHPPrfl~WffiJnformation and evaluating 
pupil, class and school levels of performance and progress. Zepeda (2006:103) affirms: 

"Teaching is the primary work of teachers and should be the basis for in-class 

assessment of teaching and learning for both teachers and students". This is necessary 

for schools if the curriculum has to be implemented in accordance to its objectives. 

Nkomo (1995) further outlines the role of the head as to monitor and guide the 

curriculum interpretation through ensuring that schemes of work, lesson plans, and 

records of marks are prepared regularly and in accordance with the approved 

curriculum. Above all, the head as an instructional leader, has to monitor the actions of 

teachers and what is happening in schools and report on it to district officials. However, 

it has to be noted that formal monitoring procedures by themselves do not produce 

better results as revealed by Fullan (1992) as he argues that all research on effective 

schools show that paying constant attention to students' academic, personal, and social 

development is essential for success. This is in line with findings of the U.S. Department 

of Education (2004:11) that successful school heads "analyze instruction and student 
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learning through regular classroom observations and provide detailed feedback to 

teachers that supports instructional improvement". 

Ornstein and Hunkins (2004) accept that curriculum implementation has to be 

monitored, that is, it has to be supervised by school heads and district officials or 

inspectors. They acknowledge that the word supervision is related to curriculum 

implementation. It is not only the manner of teaching which needs to be monitored but 

also the content that is actually being addressed has to be supervised as well. The 

school heads and heads of departments provide guidance and make sure that teachers 

have the necessary skills and use the hi g methods or strategies (Ornstein 

& Hunkins, 2004). 

Monitoring and evaluation have beco ponents of any reform process 
(Wilson, 1996). Indeed, the school hea s' leader ip is critical to the success of any 

curriculum implementation they_ creatq a g, clim_a as well as cordial working n1versrly o ort are 
conditions. According to Colema d§~ fl~r i~ntr 'i!l!m rlr~dership is learning-centred 
leadership. Its key concerns are likely to be curriculum, teaching and learning and 

monitoring of learning. Skills expected from this leader are the ones that lead directly to 

the improvement of learners' performance. 

Teachers will always be willing to work under a healthy environment. If the head as an 

instructional leader is effective, it is likely that the teachers within the system will feel 

committed to and comfortable with the programme which is being implemented and as 

long as teachers are satisfied, the school will run smoothly (Ornstein & Hunkins, 2004). 

Maslow's theory of motivation assumes that it is easy to supervise individuals or 

teachers who are intrinsically motivated (Everard, Morris & Wilson 2004). However, 

these teachers need professional support to keep themselves in line with new 

developments. Nkomo (1995) shares the same view as he stresses the need for 

instructional supervisors such as the District Education Officers (DEOs), heads of 

schools and heads of departments to maintain the standard of education as expected 
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by the National Government. The quality of these educational authorities is expected to 

determine the curriculum implementation process. 

However, while there is general agreement that the school head is a key person in 

enhancing the teaching and learning process (Hoy & Clover, 1986). Research by Lacki, 

Patrick and White (1983) cited in Mutopa, Shumba, Shumba, J., Maphosa and Mubika, 

(2006) shows that knowledge of the job description of school heads is still very limited 

although monitoring is one of their common job descriptions. Nonetheless, there is 

continued interest in the way heads of schools run their school activities in order to 

enhance quality teaching (Hoy & Mis ad of a school has a great task 

to monitor all the school systems, f,ll.J'u--t~ 

Gibbon, 1996). The researcher agree 

can cause unfair distribution of resour 

implementation 

f resources to their use (Fitz-

~rn3Nrs assertion as lack of monitoring 

partments thereby affecting the 

among staff 

members. University of Fort Hare 
Together in Excellence 

Studies by Gill et al., (2000) reveal that school heads in some Sub-Saharan countries 

cannot take any actions on teachers who absent themselves because of economic 

situations which have eroded their salaries. Some teachers spend time farming in their 

fields or running their business. If heads try to charge the offender, he/she may tender 

his/her resignation. Such situations are also prevalent in Zimbabwe where teachers' 

salaries are very low and teachers and school heads embark on menial jobs to 

supplement their meagre salaries (Nziramasanga, 1999). One wonders what is taking 

place where such conditions prevail. The difficulty faced by heads in monitoring the 

curriculum is also revealed in the study by Mutopa, Shumba, Shumba, J., Maphosa and 

Mubika (2006) on teaching heads in Zimbabwe. The study established that some 

school heads failed to supervise and monitor classroom learning due to teaching 

workload. 

Madziyire, Makombe, Makoni & Mugwagi (1995) confirm the problem of workload 

although they cite the problem mainly by teachers in rural areas. In some schools, 

71 



 

 

heads find it difficult to observe their teachers due to large numbers of teachers while in 

rural areas the head carries a heavy load of teaching and does not have enough energy 

to carry out effective supervision (Madziyire et al., 1998:175). Nyagura and Reece's 

(1989) study on curriculum implementation in secondary schools in Zimbabwe, pointed 

out that new teachers (young teachers) required more advice, encouragement and 

support from their heads for successful execution of their duties. Therefore, if these 

young teachers are not assisted, implementation of technical vocation education could 

not be effectively implemented. 

In most Sub-Saharan countries techn 

qualified personnel to monitor it as well a 

vocational education (Gill et al., 2000 

• ducation suffers from lack of 

e of management personnel in 

986). Effective supervision of 

schools and teachers by the Minist fficers in Zimbabwe is being 
hampered by lack of transport or shorta .____ s (MoEHE, 1996). This situation 

has also been noted by par s who corri)J,~ai.o lacki._ iLl e.rvision by the district · 
n1vers1Ly u urI a e 

officers as school heads are alway~ JfOffi t~c~ ~e (Nziramasanga, 1999). 

Such issues can impact negatively on the development of human capital through 

technical vocation education as those inexperienced heads and teachers may not get 

necessary support and suffer from lack of qualified personnel to monitor it as well as 

from shortage of management personnel from their authorities. These professionals can 

lose the chance of being corrected at the opportune time. This view is supported by 

Chivore (1995) as he asserts that monitoring allows for appropriate corrective action in 

the case of deviations and shortfalls. 

Cohen, Manion and Morrison (2002) have emphasized the need for monitoring or 

scanning as an important factor in successful classroom management. Monitoring is 

continuous surveillance. It may be physical design or implementation process of an 

activity which seeks to ensure that input deliveries, work schedules, targeted outputs 

and other needed actions are proceeding according to plan. Chivore (1995) further 

asserts that it bears a close relationship and resemblance to on-going evaluation and in 
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most cases, it is a precondition for it. This then includes periodic checks for compliance 

with policy, tracking implements delivered and re-examining the needs of the 

programme as per original design. 

It is therefore of paramount importance that the school head, as an instructional leader 

and DEOs, have to occasionally do internal and external monitoring of curriculum 

implementation in schools. Their main objective being that of checking the achievement 

of goals and set standards, so as to recommend areas for improvement and those 

which need staff development or in-service programmes. 

2.4. 7 Continuous professional dev 

The importance of in-service educati rofessional development for the 
teaching profession is increasingly countries throughout the world 

(Fraser, Killian, Aileen, Reid, le n-cu_,__......,. 7). Coolahan (2002) cited 

in Fraser et al. (2007: 155), .M&. .,..'1\..~ki~"-L.l~\i:--Nn'<.l,mi clcS --·~-·"""""""CD, locates this trend 

within the wider policy agenda Fe ni~ ~R8~dentifies certain desirable 

characteristics associated with successful in-service provision, as follows: 

• it should incorporate both on and off-site school dimensions; 

• teachers should have a greater role in setting the agenda and being actively 

engaged in an experiential process; 

• in many countries through training of trainers' courses, teachers have been 

assisted to work with their peers as facilitators and team leaders. This gives rise 

to sense of empowerment and confidence building which cultivates a good spirit 

de corps; and 

• collaborative, interactional techniques are very much in favour, rather than 

lectures to large groups 

It can be observed that for the successful implementation of any curriculum teachers 

need to receive professional development assistance either from within the school or off 
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school. This may even mean teachers going to colleges for further education. One 

wonders if schools implementing technical vocational education in Khami District 

conduct such teacher development programmes. 

According to Coolahan (2002), it is also recognized internationally that teacher 

development is often best promoted within the context of school development, with 

more and more schools being encouraged to be involved in collaborative development 

planning. While this view tends to emphasise the interest of the education system, this 

needs to be to the exclusion of the personal and individual needs of teachers. 

e to professional development of 

Is of in-service and the 'bottom-
ri-..,.._- "-,r•~')fi;;i~11,QJi'b-t-w-1i-;i f=o schools may collaborate on 

However, there are a number of mod 

teachers; the 'top-down' approach of tf-1 

across' approach whereby teacher 

professional learning and development 

Research by Fraser et al. J2.007:155) ~est-- t _Jlf ssional development is an u n1vers11 or or1 are . 
essential part of improving sch<f6fJrli° fill~x~f~n'6W, the problem is that the 
discourse about professional development is typified by 'conceptual vagueness' as it 

encompasses the following: 

• lifelong learning of professionals; 

• a means of personal development; 

• a means for individual professionals to ensure a measure of control and security 

often precarious in the modern workplace; 

• a means of assuring the worried public that professionals are indeed up-to-date, 

given the rapid pace of technological advancements; 

• a means whereby professional associations can verify that the standards of their 

professionals are being upheld; and a means for employers to garner a 

competent, adaptable workforce. 

Friedman and Philips (2004) indicate that legitimacy of professional development 

activities is often perceived of in terms of formal training courses linked to work or 

gaining qualification-portable and bankable. However, an emerging paradigm is one that 
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moves professional development away from the practice of attending courses and 

training days to the concept of lifelong or continuing learning. Middlewood et al. (2005), 

in their examination of the educational context, argue that; professional development is 

an ongoing process of reflection and review that articulates with development planning 

that meets corporate, departmental and individual needs; and learning is a process of 

self development leading to personal growth as well as development of skills and 

knowledge that facilitates the education of young people . 

Therefore it is under such circumstances that Kriek and Grayson (2009) argue that, any 

effort which is aimed at improving the t n , ation should target the teacher. 

That is, issues like students' extra-less n r chools can only assist students 

to pass examinations, but have little i I tion standards. Kahle (1999:2) 

argues that, "Schools are only as good \'1~~~~r , regardless of how high is their 
standards, how up to date are their tech ___ ow innovative is their programs". 

Therefore, any sustainable i. fi_~fS 1§1 O. Oifn technical vocational 

education should focus on teacher1f,~~ merft Excellence 

According to studies by Youngs and King (2002), instructional quality can be 

strengthened when the school heads create internal structures and conditions that 

promote teacher learning. Therefore this means establishing regular meetings with 

teams of teachers to plan and reflect on their practice; aligning school-wide professional 

development activities with school objectives, promoting social trust among staff 

members, and practising distributed leadership. 

The key to effective management is the ability to get results from other people, through 

other people and in conjunction with other people. Efficient school heads are not 

necessarily effective heads. But if relationships and motivation are good, people will 

readily accept and overcome some administrative and or environmental flaws 

(Herzberg, 1975:29 cited in Everard et al., 2004: 34 ). There is a need for supervisors to 

use the 'motivators', that is, people's need for achievement, recognition, responsibility, 
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job interest, personal growth and advancement potential within the institution for their 

personnel. Such an initiative calls for teacher support programmes. 

Every administrative, managerial or leadership position has staff development as one of 

its facets. Curriculum matters are in the forefront since education is dynamic. This is 

done to improve upon the production or implementation of the curriculum (Chivore, 

1995). These in-service training (INSET) programmes involve teachers and there are 

ways in which heads could identify teachers' areas of need and work on them so as to 

enhance staff performance. According to Chivore (1995), these in-service courses are 

meant to improve the qualitative and gu c mtributions of staff to the overall 

goals of the school. These programm enabling individuals to be more 

effective in their syllabus interpretation a 

Curriculum designers need to provide ___ support for their recommended 

programmes so that they n .be su~sfulw~rn~l~ ted. This is to build self n1vers1 or .1:1 orI are 
confidence among the curriculu J'll~~~r~~r x<Bk~ ~rtaeand Hankins (2004) argue 
that; teachers often need in-service training or staff development, time to feel 

comfortable with new programmes. Considering that the two-path way system is still a 

new phenomenon in Zimbabwe, there may be a need for the teachers who were trained 

a while back to be given staff development workshops. Ron ( 1986) suggests that staff 

development should be aimed at orienting staff for changing tasks, training staff for 

promotion posts, to raise work standards and to achieve a high degree of job 

satisfaction. 

The changing context of professional practice has significantly contributed to the need 

for continuing professional development. No amount of formal education is sufficient in 

today's fast-changing circumstances (Alemna, 2001; Cervera, 2000 cited in Frick & 

Kapp, 2007). A teacher's knowledge on implementation of technical vocational 

education can be easily outdated in this fast changing world of new technology, hence 

the need for continuously updating the acquired knowledge and skills. It is argued that 

continuing professional development is a vital instrument through which professionals 
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can remain relevant in society (Frick & Kapp, 2007). For technical vocational education 

to remain relevant to society, teachers should give students skills and knowledge which 

will render them employable as well as equip them with entrepreneurship skills. 

Taylor and Vinjevold (1999) cited in Kriek and Grayson (2009) argue that teachers' poor 

grasp of knowledge of a subject can act as major inhibition to teaching and learning a 

subject. Strengthening the teacher's content knowledge should therefore be an 

important component of any professional development programme. However, teaching 

content knowledge is not enough, as indicated by Adler and Reed (2002) cited in Kriek 

and Grayson (2009: 186) who postula n ............ _ ·s how to integrate further learning 

of the subject with learning about ho ool acquire subject knowledge". 

Frick and Kapp (2007) argue that velopment programme is also 

important for the maintenance of the base of any organization and 
should be seen as an integral part of th izational strategy and maintain its 
workers. 

Harris (2003) 

University of Fort Hare 
Together in Excellence 

emphasizes the importance of teacher's continuing professional 

development as very important to respond to the new challenges in the education 

system. On a similar issue, Dass (1999:2) reports that traditional, "one-shot" 

approaches to professional development have been inadequate and inappropriate in the 

context of current educational reform effort. So with this kind of scenario, successful 

implementation of vocational education is hard to achieve. 

Studies in Zimbabwe by Maphosa, Shumba, Shumba, Chinamasa and Mubika (2007) 

found that teachers in schools held staff development meetings to discuss various 

curricular issues in the hope of improving their classroom practice. Issues dealt with 

were more reminders of the already known aspects of teaching and learning. The 

discussions in these staff development workshops were mainly dominated by senior 

teachers and administrators, there was an uneven participation by teachers. Teachers 

viewed these staff development workshops as moderately effective in helping them 
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improve their curriculum practices. However, there are different types or forms of these 

in-service courses at school level; the short term and the long term. 

2.4. 7 .1 Short Term Courses 

Short-term courses take one hour to a week or two weeks. The level usually determines 

the duration (Chivore, 1995). School-based courses can take up to two hours at most 

while cluster or district based courses take up to a day. Such courses concentrate on 

specific aspects of the curriculum, such as feedback from high levels, conferences or 

workshops (Chivore, 1995). For example, where a new syllabus is being introduced this 

may take two, three or four days up t a 

covered and availability of funds. Acco <sH 

courses include orientation, new curriculu 

, depending on material to be 

r , (1995) these short in-service 

d courses for untrained teachers. 

Orientation aims at correcting certain defi • ncies wi in the system especially teachers 

appointed into new school terns tha~ t are • arent_ f. their previous ones or n1vers1 y o orr are 
teachers coming into new socio-cu,ts~ ~M'n ent~95). On the other hand the 
new curriculum in-service staff development course is one which enables the teachers 

to face challenges resulting from new challenges or changes in the syllabus or school 

curriculum (Chivore, 1995). Teachers needed this in-service when technical vocational 

education was being introduced. For example, when such new curriculum is introduced, 

it becomes imperative to in-service teachers in the new approach and its implications to 

students. This is an updating process aimed at equipping teachers with the latest 

developments in the new content and methodology of the new syllabus (Chivore, 1995). 

2.4.7.2 Long-Term Courses 

Long-Term Courses can have a duration of a term to one year or more to be completed. 

These mainly involve further studies at registered higher institutions of learning such as 

colleges and they culminate in one being awarded a certificate. Such studies can be 

taken on a full time or part-time basis (Chivore, 1995). This type of in-service 

programme is mainly meant for professionally qualified personnel or trained teachers to 

acquire higher qualifications for more responsibilities and status within the secondary 
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school system, in Zimbabwe this includes Bachelor of Education or Postgraduate 

Diploma. 

Given the complexities of professional development, professional learning and 

professional change as discussed above, it is argued that any evaluation or 

interrogation of Continuous Professional Development ( CPD) programmes and models 

need to be taking into account the range of complex factors impacting on CPD. It can 

therefore be understood within this framework. 

2. 4. 7. 3 Kennedy's framework for anal s·s 
If the purpose of professional learning i elopment, that is, changes in 

intellectual and motivational aspects unctional development, then 

consideration should be given on how i Kennedy's (2005) analytical 
framework suggests that professional lea ing op tunities can be located along a 

continuum where the undert,nrl_1~~~~ftes df Pbrtflu crf~els of CPD can be 
categorised as 'transmissive', 'traripi:l~li! •r.J7.J~ \i:¥/=l'· Models of CPD where 
the purpose is deemed to be transmissive, rely on teacher development through 

externally delivered, 'expert' tuition (Sprinthall et al., 1996 cited in Fraser, et al., 2007), 

focusing on technical aspects of the job rather than issues relating to values, beliefs and 

attitudes. This type of CPD does not support professional autonomy; rather it supports 

replication and, arguably compliance. Within the transitional models, CPD has the 

capacity to support either a transmissive agenda or a transformative agenda, depending 

on its form and philosophy. 

Models which fit under this category include coaching/mentoring and communities of 

practice. At the other end of the spectrum, transformative professional learning 

suggests strong links between theory and practice (Sprinthall, 1996 cited in Fraser, et 

al., 2007), internationalisation of concepts, reflection, construction of new knowledge 

and its application in different situations, and the awareness of the professional and 

political context. Transformative models of CPD have the capacity to support 

considerable professional autonomy at both individual and professional-wide levels. 
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However, it still remains to be seen where the CPD model used in the implementation of 

technical vocational education in Khami District secondary schools fit within this 

framework. 

The Zimbabwe's two-path way . technical vocational education programme if it is to 

succeed teachers have to be in-serviced, monitored and reorganized in line with the 

new dispensation. Effective monitoring of resources by SDCs, school head and 

education officers should be conducted if successful development of human capital 

through vocational education is to succeed. Moreover, education officials have to 

monitor how curriculum is being imple e ec f ance to its set objectives. They 

have to provide teachers with staff de eta ~~:~ .,,,:f:R-;...~ .. ~:111ops since they play a major role 
in helping teachers to improve their I I es (Maphosa et al., 2005). It is 

under these circumstances that this s I sess the monitoring systems by 

district education officers, heads of sch Is and C/SDA chairpersons. The findings 

by other scholars would ist • the res.§arch yi:r]O hbS 1JJLv$ls of data and in his n1vers1Ly o r< IT are 
argument. The literature would ~ eF1.rf E Yille and guide to validate the 
researcher's findings as no research can operate in a vacuum (Leedy, 1994). 

2.4.8 The gap 

No research of this magnitude has been conducted on implementation of technical 

vocational education by a national as indicated by McGrath (2005), and what has been 

discussed in this chapter. These studies did not look at how such variables as teacher 

capacity, selection of students, teacher support and how monitoring could facilitate or 

act as a barrier in implementing technical vocational education in secondary schools. 

Also none of these studies used triangulation as well as data collection instruments 

such as; questionnaires, interviews, focus group interviews, observations and document 

analysis within the same study. Above all, no study has involved technical vocational 

education subject teachers, technical vocational education students, heads of schools, 

and heads of technical vocational education departments, district education officers and 

parents within the same study of this nature. 
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2.5 Summary 

This chapter outlined the theoretical framework which informed the study. The chapter 

went on further to review other studies on teacher capacity, people's perceptions 

towards technical vocational education, parental support, financial and material support 

as well as monitoring systems in place. Finally, studies on continuous professional 

development for teachers were also reviewed. The following chapter discusses the 

methodology adopted by the study to find answers to the research questions. 

University of Fort Hare 
Together in Excellence 
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CHAPTER3 

RESEARCH METHODOLOGY 

3.1 Introduction 

This chapter presents and justifies the research . methodology used in the study. It 

begins with a discussion of the philosophical assumptions underlying various 

methodologies and the one in which this study is placed. It also discusses the research 

designs, population and sampling procedures, research instruments used to collect data 

as well as data analysis and ethical ick and Swepson ( 1997) argue 

that good research uses a methodolo 

pursuing. 

3.2 Orientation of the research 

situation and the goals you are 

There are a number of ::~e\~t1ctrirlr,nci· ~a~T?1t1n, namely: positivism, 

interpretivism, post-positivism andfaf • ~~,OO~U3 & Knipe, 2006). However, 

this study was underpinned within the framework of the post-positivist paradigm. A 

paradigm as perceived by Mungun_oa (2003) is a frame of reference or mental map 

through which we view the world. Paradigms are all encompassing systems of 

interrelated practice and thinking that define for researchers the nature of their enquiry 

along three dimensions namely: ontology, epistemology and methodology. It is the 

choice of paradigm that sets down the intent, motivation and expectations for the 

research. 

Ontology specifies the nature of reality that is to be studied and what is to be known 

about it. Epistemology specifies the nature of the relationship between the researcher 

and what can be known. Methodology specifies how the researcher can go about 

studying practically what he believes can be known (Terre Blanche & Durrheim, 1999). 

The following section will discuss each of the paradigms. 
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3.2.1 Positivism paradigm 

The positivist paradigm of exploring social reality is based on the philosophical ideas of 

the French philosopher, August Comte, who emphasized observation and reason as a 

means of understanding human behaviour (Dash, 2005). According to Comte, true 

knowledge is based on experience of senses and can be obtained by observation and 

experiment. So positivistic thinkers adopt his scientific method as a means of 

knowledge generation, hence, positivism is understood within the framework of the 

principles and assumptions of science. Babbie & Morton (2005) allude to the same 

method when they postulate that positivism believes that social phenomena can be 

studied using natural science method . ~ res,Ne1· 3:7) argues that it "reflects a 

deterministic philosophy in which cau termine effects or outcomes". 

Positivism is a system of philosophy t rything from its consideration 

except natural phenomena and their inte'~~tiaRSl~:s.l One of the major principles of 

logical positivism is the verifiability principle, tes that something is meaningful if 

and only if it can be objective! rg & Gall, 1989). 
Together in Excellence 

Positivists postulate that there is one objective reality that is observed by an inquirer 

who has little, if any, impact on the object being observed-the object has ontological 

status in itself and it can be studied objectively from the outside (Nieuwenhuis, 2007). 

Rensburg (2001 :13) supports this view when he concedes that in a positivist framework 

our reason for doing research is our "knowledge interest''. Ryan (2006) contends that 

within positivism, knowledge has been treated as follows: 

• What counts is the means (methodology) by which knowledge is arrived at. 

These means must be objective, empirical and scientific; 

• Only certain topics are worthy of enquiry, namely those that exist in the public 

world; 

• The relationship between the self and knowledge has been largely denied -

knowledge is regarded as separate from the person who constructs it. The 

political is separate from the personal; 

• Mathematics, science and technical knowledge are given high status, because 

they ar_e regarded as objective, separate from the person and the private world; 
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• Knowledge is construed as being something discovered, not produced by human 

beings. 

Noteworthy from these views on positivism is the fact that, in the positivist view of the 

world, science is seen as the way to get at the truth, to understand the world well 

enough so that we might predict and control it. Positivism emphasises an objectivist 

approach to studying social phenomena; thus, giving importance to research methods 

that focus on quantitative analysis, surveys, experiments and the like. 

The positivism paradigm has been 

control and predict relationships wit i 

knowledge is absolute. Researchers 

their single view of reality_ that is measu 

hnicist element that seeks to 

variables and its view that 

a adigm have been criticised for 

jective and value-free scientific 

and quantitative methods. Critics of po _____ ersuasively that there is no such 

thing as value-free observati 'II ~- t es (Borg & Gall, 1989; 
Gorski, 1998). The limitations ofr<fr{j • n e ~rtceidentified as including: a 
deterministic view of human beings, an objectivist approach to facts which is simply 

obvious to the assumptions of a researcher. It is also criticised for positing that the 

research framework, frame the design and research outcomes (Rensburg, 2001 ). 

Rensburg (2001 :14) further concedes that, positivism has a "tendency to preserve the 

status quo, as the research design has no transformative potential 11
• 

Furthermore, this lens of viewing the world and the nature of its epistemologies is under 

heavy criticism for its insistence on divisions between objectivity and subjectivity, or 

public and private knowledge, or scientific and emotional knowledge (Ryan, 2006). Anti 

positivists argue that knowledge cannot be divorced from ontology (being) and personal 

experience. So this view is inadequate when it comes to learnin,g about how people live, 

how they view the world, how they cope with it, how they change it, and so on (Ryan, 

2006). 
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In addition, Guba and Lincoln (1994) argue that positivistic methods strip contexts from 

meanings in the process of developing quantified measures of phenomena and the 

quantitative measures often exclude members' meanings and interpretations from data 

which are collected. These methods impose outsiders' meanings and interpretations on 

data. They also require statistical samples which often do not represent specific social 

groups and which do not allow generalization to or understanding of individual cases 

(Gephart 1999). The researcher would not use this paradigm because of the above 

mentioned short comings, as the researcher believes that there are multiple realities. 

3.2.2 lnterpretivism 

The interpretivism approach develope 

phenomenology and Wilhelm Dilthey' 

interpretive understanding called herm 

ilosophy of Edmund Husserl's 

erman philosophers' study of 

ns, 2005; Nieuwenhuis, 2007: 

59). lnterpretivist/constructivist approache research have the intention of 
understanding "the world of t u Jitb-idrV fg,C,t11"dlrt dhnefi1

,.,.-ft rJ... ll...O-"- • on , 1994: 36), while 

Creswell (2003) and NieuwenhuisT~ "t/j-elu™~fqffkfflfa'nty is socially constructed. 

The interpretivist/constructivist researcher tends to rely upon the participants' views of 

the situation being studied and recognises the impact of the research of its own 

background and experiences (Creswell, 2003; Nieuwenhuis, 2007). Constructivists do 

not generally begin with a theory (as with positivists) rather they "generate or inductively 

develop a theory or a pattern of meanings" (Creswell, 2003:9) through the research 

process. 

The constructivist researcher is most likely to rely on qualitative data collection methods 

and analysis or a combination of both qualitative and quantitative methods (mixed 

methods). Mixed methods research is the class of research where the researcher mixes 

or combines quantitative and qualitative research techniques, approaches, concepts or 

language into a single study (Johnson & Onwuegbuzie, 2004). 

Rensburg (2001: 17) concedes that by using interpretivism our knowledge interest would 

not be technical, that is, to inform interventions through our research," but to develop a 
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deeper understanding of a situation, person, community or the case". Rensburg (2001) 

calls this a practical knowledge interest, in reference to the assumptions that if people 

understand their own situation better, they would be able to take practical actions within 

it. However, this paradigm, like any other, has its own limitations and critiques. 

Most of the critisms levelled against the interpretivist research paradigm is directed 

towards the subjectivity and the failure of the approach to generalise its findings beyond 

the situation studied (Nieuwenhuis, 2007:58). Human bias can never be underestimated 

nor can the notion of objectivity/subjectivity. Cohen et al. (2000: 120), concede that 

qualitative research methodologies ar 

reactions or opinions, rather than on 

ungeneralisable and idiosyncratic, s 

involvement of the researcher 

research participants 

ing impressionistic (based on 

details), biased, insignificant, 

art sighted. The subjective 

the experiences with his/her 

University of Fort Hare 
Another limitation levelled against1t3y~ , r • • is that it can promote a 
relativist perspective; a view that 'everyone makes their own meaning and all views are 

equal' and thus fail to provide a basis for decision-making (Rensburg, 2001 :18). 

Rensburg (2001) further argues that, interpretivist methodology, with its emphasis on 

rich contextual detail and close attention to individual life experience and meaning-

making, complements quantitative data and broad sweeping overviews. It also avoids 

values and perspectives which may arise from post-structural, critical and positivist 

methodologies. This study did not use the interpretive paradigm because of the cited 

limitations. 

3.2.3 Post-positivism 

Post-positivism is a shift away from posi!ivism. In fact, Trochim (2006) refers to it as a 

wholesale rejection of the central tenets of positivism in the same way Creswell (2003: 

7) calls it "the thinking after positivism". Thus, post-positivism is a knowledge claim that 

challenges the absolute truth and recognizes that we cannot be "positive" about claims 
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of knowledge when studying the behaviours and actions of humans because we are all 

biased and all of our observations are affected (Ryan, 2006). 

Eriksson and Kovalainen (2008) argued that in post-positivism, the knower and the 

known cannot be separated as is the case in positivism; and that, although human 

beings cannot perfectly understand reality, researchers can approach it with rigorous 

data collection and analysis. Hence, the post-positivistic approach to research opens 

the door to multiple methods and different worldviews as well as to different forms of 

data collection and analysis so as to provide and justify that rigour in the process of 

carrying out the research. The post-po , Iv 

multiple measures and observations, a 

error, and the need to use triangulation 

get a better lead on what is happening i 
quantitative and qualitative means of data 

emphasizes the importance of 

ay possess different types of 

l§s"lffii~~rnniultiple errorful sources to try to 

im, 2006). Hence, use of both 

the same study is encouraged. 

University of Fort Hare 
Post-positivist works from the assurw~ @¥ ~~effe ~eesearch is influenced by a 
number of well-developed theories apart from, and as well as, the one which is being 

tested (Cook & Campbell, 1979:24 cited in Mackenzie & Knipe,2006:3). Nieuwenhuis 

(2007) theorises that researchers working within a post-positivist paradigm follow critical 

realist ontology. Realism concerns multiple perceptions about a single, mind-

independent reality. Rather than being supposedly value-free, as in positive research, or 

value-laden as in interpretive research, realism is instead value cognizant; conscious of 

the values of human systems and of researchers (Krauss, 2005). Realism recognizes 

that perceptions have certain plasticity and that there are differences between reality 

and people's perceptions of reality (Bisman, 2002). Dobson (2002) contends that the 

critical realist agrees that our knowledge of reality is a result of social conditioning and, 

thus, cannot be understood independently of the social actors involved in the knowledge 

derivation process. Within a critical realism framework, both qualitative and quantitative 

methodologies are seen as appropriate (Bisman, 2002) for researching the underlying 

mechanisms that drive actions and events. 
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Nieuwenhuis (2007), concedes that post-positivism is a useful paradigm for 

researchers who maintain an interest in some aspects of positivism such as 

quantification, yet wish to incorporate interpretivist concern around subjectivity and 

meaning, and who are interested in the pragmatic combination of qualitative and 

quantitative methods. In pragmatism, the concern is "what works" best for 

understanding a particular research problem. Instead of "methods" being important as is 

the case in the positivism knowledge claims, pragmatism views the "problem" as the 

most important part, hence researchers should use all approaches to understand the 

problem (Creswell, 2003). That is, what works is what is useful and should be used 

regardless of any philosophical ass 

(Johnson & Turner, 2003). 

According to Patton (2002), a pragm ti 

y other type of assumptitms 

lies the choosing of a method 

considering what will work best in a given ____ meet practical issues faced in an 

inquiry and thereby answer t n.Sff ~Pscr y\~'f :P16str ..,.... .~ ............ ethe research question 
dictates the methods and not th8r8§ -~~iRr~ fe1rz~ence, data collection and 
analysis methods are chosen because they are most likely to provide insights into the 

problem with no philosophical loyalty to any alternative paradigm. Pragmatism, just like 

realism and post-positivism, opens the door to multiple worldviews and different 

assumptions as well as to different forms of data collection and analysis methods. 

Yeung (1997) cited in Nieuwenhuis (2007) holds the opinion that objectivity in post-

positivism is recognised as an ideal that can never be achieved, and research is 

conducted with greater awareness of subjectivity. O'Leary (2004:6) concedes that post-

positivism aligns in some sense with the constructivist paradigm claiming that post-

positivists see the world as ambiguous, variable and multiple in its realities; "what might 

be the truth for one person or cultural group may not be the "truth" for another. This view 

of multiple realities is shared by Creswell (2003) and Maree (2007) who allege that post-

positivism approaches assume that reality is multiple, subjective and mentally 

constructed by the individuals. In a way, different people view the truth differently or can 
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understand things from a different perspective. Their understanding can be influenced 

by their different backgrounds such as culture. 

The strengths of the mixture or combinations of the different strategies, approaches and 

methods complement each other. As such these combinations of approaches neutralise 

most of the weaknesses and biases of the respective quantitative and qualitative 

methods and can result in valid data that bring confidence to the researcher's findings. 

Hence, the researcher located his study in this paradigm. More details are discussed in 

the following section below. 

3.2.4 Paradigm that guided the stud 

In this study, the choice of a paradig \_~~1ift!J !!il~~=l~~~~~~~•;dy was influenced by the nature 
of the problem being investigated. T of the study was to assess how 

technical vocational education is being imple 

get a more holistic picture IQ;. cM • I .le'tjrtle~~on programmes are 
implemented, there was a need iP ,,;ihfls~1ilr&?ifl/be1t3~e objective to minimize the 

researcher's biases and have a deeper insight of the issues surrounding implementation 

of technical vocational education curriculum in Khami District. Thus, a paradigm that 

adequately supported both positivist as well as interpretivist ideas at the same time, was 

considered appropriate to guide the study appropriately. Hence, the post-positivism 

paradigm w~s the philosophical foundation, which supported the design of the research 

in this study because of its flexibility in the use of both qualitative and quantitative 

approaches to research. 

Post-positivism paradigm was preferred in this study because the researcher in this 

study wished to maintain an interest in some aspects of quantification (positivism) yet at 

the same time wanted to incorporate interpretivist concerns around subjectivity and 

meaning, hence, the researcher was interested in the use of the pragmatic combination 

of qualitative and quantitative methods to understand the phenomenon of interest 

properly. The post-positivism paradigm fitted well with the study because the paradigm 
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opens the door to multiple methods and different worldviews as well as to different 

forms of data collection and analysis, which are dimensions that were key to this study. 

This study focused on assessing the implementation of technical vocational education in 

Khami District. To understand those issues in greater depth, one needs to use different 

approaches. This is also shared by Trockim (2006) who postulates that the post-

positivist paradigm emphasizes the importance of multiple measures and observations, 

each of which may possess different types of error, and therefore need to use 

triangulation across these multiple errorful sources to try to get a better lead on what is 

happening in reality. Hence post-positivi ~e that people are all biased and 

all of their observations are affected 

achieving objectivity is to triangulate 

2006). 

therefore their best hope for 

fallible perspectives (Trockim, 

3.3 Research approach University of Fort Hare 
Together in Excellence 

3.3.1 Quantitative approach 

Quantitative research methodology is grounded in the positivist research paradigm. and 

Denscombe (2002) view it as an approach to social research that seeks to apply the 

natural science model of research to investigations of social phenomena and 

explanation of the social world. In quantitative research, an investigator relies on 

numerical data to test the relationships between variables (Charles & Merler, 2002 cited 

in lvankova, Creswell & Clark, 2007). It is a typical type of research study that employs 

quantitative research which would be an experiment or a survey (lvankova, Creswell & 

Clark, 2007). 

Proponents of quantitative research methodology claim it is a "scientific method" which 

has the characteristics of control, operational definition, replication, hypothesis testing, 

objectivity, standard procedures, reliability, validity, empiricism and reproducibility, in 

social science (Burns, 1995; Denscombe, 2002). Empiricism is essentially the same as 

"observation" and is said to be a central epistemology in the natural and social sciences. 
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According to empiricists, the primary source of all knowledge is to be found in 

experience and observation as they believe that unless data can be verified by the 

senses, it cannot be accepted as scientific (Babbie, 2001 ). 

Ryan (2006) looks at quantitative. research as research that tries to link variables 

(features which vary from person to person); tries to test theories or hypotheses; tries to 

predict; and tries to isolate and define categories before research starts and then to 

determine the relationships between them. The quantitative data collected through this 

type of research can reveal generalisable information for a large group of people. 

However, quantitative research is critici 

detail and also du~ to its highly stru t r-

following up on unexpected outcom s 

quantitative data often fail to provid 

examples. 

ty to look at individual cases in 

·t prevents the researcher from 

ti n (Ryan, 2006). In addition, 

ers, reasons, explanations or 

University of Fort Hare 
3.3.2 Qualitative approach Together in Excellence 

In contrast to the quantitative approach, qualitative research is an enquiry process of 

understanding where a researcher develops a complex, holistic picture, analyses words, 

reports detailed views of informants, and conducts the study in a natural setting 

(Creswell, 2007). Qualitative research gives a researcher the chance to visit 

respondents in their natural surroundings as well as gather information on their 

experiences. 

In qualitative research a researcher often approaches reality from a constructivist 

position, which allows for multiple meanings of individual experiences (Denzin & 

Lincoln, 2005 cited in lvankova, et al., 2007). According to Creswell (2005), the goal of 

qualitative research is to explore and understand a central phenomenon, which is the 

concept or process explored in a qualitative research study. The sample size is small 

and is purposefully selected from those individuals who have the most experience with • 

the studied phenomenon (Patton,2002 cited in lvankova, et al., 2007). Qualitative 
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inquiry employs different knowledge claims, strategies of inquiry, and methods of data 

collection and analysis (Cresswell,2007). 

lvankova, et, al., (2007) proclaim that the qualitative researcher collects words and 

images about the studied topic. The data was collected from people immersed in the 

setting of everyday life in which the study is framed. The researcher serves as an 

instrument of data collection and asks the respondents broad, open-ended questions to 

allow them to share their views about and experiences with the phenomenon. 

Ryan (2006), gives the fo llowing cha 

provide an in-depth picture; it general! 

research; it tries to interpret historical! 

used to flesh out quantitative data; it t e 

process of research; it is appropriate whe 

difficult for a respondent to 

everyday lives; it values participan 

people's words as its primary data. 

alitative research: It seeks to 

lier numbers than quantitative 

nificant phenomena; it can be 

d define categories during the 

-ions posed by the researcher are 

• aspects of people's 

• ~rids; and it often relies on 

According to Creswell (2003), qualitative research uses strategies of inquiry such as 

narratives, phenomenologies, ethnographies, grounded theory studies or case studies. 

In this type of research, the researcher collects open- ended emerging data with the 

primary intent of developing themes from the data. However, findings from a qualitative 

research are often not generalisable because of the small number and narrow range of 

participants used in the data collection process. 

Qualitative research approaches have their own critics. Mays and Pope (1995: 1) 

summarise some of the criticisms against the qualitative approaches to research; 

The most commonly heard criticisms are, firstly, that qualitative research is 

merely an assembly anecdote and personal impressions, strongly subject to 

researcher bias; secondly it is argued that qualitative research is so personal to 
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the researcher that there is no guarantee that a different researcher would not 

come to radically drfferent conclusions and, finally, qualitative research is 

criticized for lacking generalisability. It is qualitative methods that tend to 

generate large amounts of detailed information about a small number of settings. 

The cited limitations have implications for a study like this one. Therefore, the 

researcher minimised these limitations by mixing the quantitative approach and the 

qualitative approach. 

3.4 Research design 

Trochim (2006) defines research design 

that holds all of the elements in a res a 
design can be qualitative, quantitative 

responses by the researcher to the followI 

of research , that is, the "glue" 

, ether. A research approach or 

thod approach depending on 

stions as suggested by Creswell 

(2003:5): University of Fort Hare 
• What knowledge claims are ~~tWIP ,.p ~~~cher (including theoretical 

perspective)? 

• What strategies of inquiry will inform the procedures? and 

• What methods of data collection and analysis will be used? 

There is no single blueprint for planning research. Research is governed by the notion 

of 'fitness for purpose'. The purposes of the research determine the methodology and 

design of the research (Cohen, Manion & Manion, 2000). The research design is the 

blue print for conducting the study (Denzin & Lincoln 2005). Research designs are 

constructed plans and strategies developed to seek, explore and discover answers to 

research questions. These strategies are flexible and act as guidelines that connect 

theoretical paradigms to strategies of enquiry and methods of collecting empirical 

materials (Taylor, 2000; Denzin & Lincoln, 1994 ). 

The strategies can be experiments, quasi experiments, or surveys in the case of 

quantitative studies; or they can be ethnographies, case studies, or phenomenological 
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research if it is a qualitative study. Mixed method approach includes strategies from 

both qualitative and quantitative approaches. The methods of data collection imply the 

instruments used or to be used in the data collection process and may include 

interviews, questionnaires, focus group discussions, observations and others depending 

on whether the study is qualitative, quantitative or a mixed method study. 

Maree (2007) views a research design as a plan or strategy which moves from the 

underlying philosophical assumptions to specifying the selection of respondents, the 

data gathering techniques to be used and the data analysis to be done. Taylor (2000) 

has a similar view to that of Maree 'e escribes research designs as 

constructed plans and strategies that a e to seek and discover answers to 

the research questions. Research desi1,,.,.;~~.Ji" ..... ~~r1vf1""'=, an arrangement of procedures 

and methods of the research project t piing, data collection and data 

analysis and interpretation of the results. earch design provides guidelines 

and structure to the research r :fi.1~~ Trt11• .~~d procedures. Hence 
it is held in high esteem as the eTi5g ,o[,! ch research design is 
discussed in detail below. 

3.4.1 Mixed methods 

Creswell (2005) defines mixed methods as a procedure for collecting, analysing and 

"mixing" both quantitative and qualitative data at some stage of the research process 

within a single study to understand a research problem more completely. lvankova, 

Creswell and Clark (2007) assert that in this approach, a researcher collects both 

numeric information (e.g. scores on the survey instrument or ratings) and the text 

information (e.g. open-ended interviews or observation) to answer the study research 

questions. The term "mixing" implies that the data or the findings are integrated or 

connected at one or several points within the study. Mixed methods approach is 

relatively new and builds on both quantitative and qualitative approaches. It is supported 

by post-positivistic as well as pragmatic and realism ideals as they advocate the use of 

multiple measures and observations, each of which may possess different types of 
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error, and therefore need to use triangulation across these multiple errorful sources to 

try to get a better lead on what is happening in reality (Trochim, 2006). 

The strength of this approach is that, findings from one method can be checked against 

findings from another and allow for a more complete analysis of the research problem 

through comparing data produced by different methods (Colin, 1995; Creswell, 2007; 

Denscombe, 2001; Maree, 2007; Robson, 2005). It can use both qualitative and 

quantitative methods to answer research questions in a single study (Mertens, 2005). 

According to Creswell (2003), there 

exploratory design, sequential explor t 

methods designs: sequential 

e uential transformative design, 

concurrent triangulation design, ~,;a~n"lllt tll design and concurrent 
transformative design. lvankova et al. that the most commonly used 
designs are: the explanatory design, the xplorat design, the triangulation design 

and the embedded design. M r fi ~Jt~if~dJf etto ~f'elt triangulation design 
is probably the most familiar of th~ ·'e'rrrw< mf-l ~9£bef esigns. It can be selected 
as the design to confirm, cross-validate, or corroborate findings within a single study. 

Therefore, collection of data in a mixed method approach can either be sequential or 

concurrent. Sequential procedures imply that the researcher collects both the 

quantitative and qualitative data in phases (sequentially) while concurrent procedures 

mean that the researcher will collect both quantitative and qualitative data at the same 

time ( concurrently). When the data are collected in phases, either the qualitative or 

quantitative data can come first depending on the initial intent of researcher. However, 

concurrent procedures are less time-consuming than the sequential procedures. 

Integration of the two types of data can occur at several stages in the process of 

research, that is, the data collection (combining open ended questions in a survey with 

closed ended questions); the data analysis and interpretation (transforming qualitative 

themes or codes into quantitative numbers and comparing that information with 

quantitative results); or some combination of places (both during data collection and 

analysis). 
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It is therefore, noteworthy that researchers interested in the use of mixed methods 

approach are cautioned to be mindful that the approach calls for extensive data 

collection; it is time intensive in terms of analyzing both text and numerical data; and the 

researcher needs to be familiar with both quantitative and qualitative forms of research 

(Creswell, 2003). 

3.4.2 Research design that guided the study 

This study employed a triangulation mixed method design to collect data that gave 

useful information about the implement ti 

District. The strategy that was used w 

.... "' ,~~T.e...~c',"', "i al vocational education in Khami 

triangulation strategy which 

uses both quantitative and qualitative ~~--~•~:·:;t,i/ ction concurrently in order to 
best understand the phenomenon of i al., 2003 captured in Maree, 

2007). In this strategy, the 

confirm, cross validate or c r-·""'"-~hs l study. Concurrent 
procedures entail collecting both tH feiJa~~ ·~e data at the same time 

during the study and then integrating the information in the interpretation of the overall • 

results (Creswell, 2003). 

The purpose of the concurrent triangulation design was to validate and cross- check 

data from different sources. Mixing of data occurred at the data analysis stage by 

transforming, by clustering the quantitative results and assigning them themes to 

compare with other themes that emerge from the qualitative analysis. The purpose of 

the qualitative phase was to assess the support mechanisms that are provided by the 

schools, parents and district education officers in the implementation of technical 

vocational education as well as the availability of both human and material resources. 

Also assessed was the capacity of teachers. Qualitative data instruments consisted of 

unstructured interviews, focus group interviews and document analysis. 

The purpose of the quantitative data was to assess: the qualifications and experiences 

of technical subject teachers, the methods and strategies that are used by these 
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professionals and the facilities and equipment available in the schools. The concurrent 

triangulation design was particularly appropriate to assess the implementation of 

technical vocational education by gathering both forms of data to contribute to a 

comprehensive and complete understanding of the research questions. It was facilitated 

by the "use of variety of methods" (Gorard, 2004:7). 

By using the mixed methods approach, the researcher attempted to legitimise the use of 

multiple approaches in answering issues in implementation of technical vocational 

education, rather than restri cting or constraining the researcher's choices (that is, being 

dogmatic). Denscombe (2001) and Ro o c cede that seeing things from 

different perspectives with the opportuni t findings, enhances the validity 

of data and helps provide the best undero+.-i~i~n r search problem. Above all, the 

results from one method can help to de t e other method. This stance is 

supported by Tashakkori & Teddlie, ( in Creswell (2003) when they 

posited that one method can nested wi1hin er .D1 t ad to provide insight into . . _n1versny 01 orL are 
different levels or units of analysis. Together in Excellence 

The mixed method approach fitted well with this study as the main goal of the study was 

to get a deeper understanding of how technical vocational education was implemented 

in Khami District secondary schools, because according to the researcher, not one 

method could have provided deeper insights. Finally, the concurrent mixed methods 

approach assisted the researcher in the reduction of time for data collection (Creswell 

2003). It also enabled the researcher to complete the study within the required period. 

3.5 Population and sampling procedures 

3.5.1 Population 

Population is the theoretically specified aggregation of study elements and it is from this 

which the sample is actually selected (Babbie & Mouton, 2005). Best and Khan (1993) 

and Tuckman ( 1994) have a slightly different view on population from that of the former. 

They describe population in a research context as any target group of individuals that 
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has one or more characteristics in common that is of interest to the researcher for the 

purposes of gaining information and drawing conclusions. 

The target population from all the 8 secondary schools comprised 500 technical 

vocational education Form 4 students, 62 technical vocational education teachers, 16 

heads of departments in technical vocational education section, 3 district education 

officers, and 32 SDC/SDA members. It was from this population that a sample was 

drawn. 

3.5.2 Sample and sampling techniqu 

The researcher purposely chose Kha ----------- ;J;t four districts in the Bulawayo 

Metropolitan Province because of th chools which may be a true 
reflection of what transpires in all sch . All schools in Khami District 

were included in the study. In purposive sa • , researchers handpick the cases to 

be included on the basis of i o.r~i!e6,',ani ft. 1Pi ohen et al., (2000). 

Tashakkori & Teddlie (2003) ackJ;WfGcfBG'i~H ~'eeof purposive sampling in 

research when they proclaim that, a researcher purposely selects certain groups of 

people or individuals for their relevance to the issue being studied. 

All the 8 school heads were purposely ~ampled because of their positions in 

administration as they were responsible for monitoring the implementation of technical 

vocational education. The technical vocational education teachers were also selected 

because they were the implementers of the curriculum. Five hundred Form 4 students 

were purposely sampled because they have been doing technical vocational subjects 

for the past four years. The researcher also purposely selected the former District 

Education Officer for Khami District because of his service in the district and in his 

capacity as technical vocational specialist and the current Khami District Education 

Officer was purposely selected as a senior manager of the district. 

The researcher had to further use random sampling technique to select the needed 

respondents. All the 16 HODs, 62 technical vocational education teachers and the 500 
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Form 4 students were all numbered and placed corresponding numbers on slips of 

paper to choose the needed respondents. These pieces of paper were put in a hat. It 

was from this hat that 10 HODs, 24 technical vocational education teachers, 80 

students for both focus group discussion and questionnaires were randomly selected. 

Ten SDC/SDA members were also randomly selected. If a number of each category 

which had been picked out was picked for the second time, it was returned. This means 

all the HODs, teachers, students and SDC/SDA members had an equal chance of being 

selected. 

To justify sampling, Best and Khan (19 'At times, it is advisable to sub-

divide the population into smaller oups to get more accurate 

presentation". It is under such circumst n earcher selected the teachers 

and students because they had simila ·t~.~~~~lr;ged to the same environment. 
They shared a lot in common. It woul en difficult for the researcher to 

study all the people from whic ff~f%'l~~i5Fort Hare 
Together in Excellence 

The researcher found it difficult to send questionnaires, observe or interview every 

member of the population, hence, he selected a sample. However, researchers say 

there is no clear- cut answer for the correct sample size, it depends on the purpose of 

the study and the nature of the population under scrutiny. Cohen et al. (2000:93) 

observes that 11 too large a sample might become unwieldy and too small a sample might 

be unrepresentative". The sample was a representative of the studied area as the 

percentage of respondents all respondents was above 10% of the population .. 

A well-designed sampling plan always contributes to both the reliability and validity of 

research findings. If sampling is done in accordance with the standard of sampling 

plans, it should be possible for another researcher to replicate the findings which is an 

important aspect of reliability (Cohen et al., 2000). 
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3.6 Data collection procedures 

An introductory letter was provided to the researcher by the University of Fort Hare. The 

. researcher then posted it to the Education Director of Bulawayo Metropolitan Province 

to seek permission to carry out the study. Permission was granted. The researcher also 

sought permission from all heads of schools where the study was to be conducted and 

made appointments for interviews. The researcher also explained verbally to school 

heads the purpose of the research and appealed to all school heads to ensure that the 

questionnaires were completed in the spirit envisaged. Questionnaires were hand-

delivered to the school heads in closed envelopes. 

A letter explaining the purpose of the spects of confidentiality and 

anonymity of respondents was also encl lopes with questionnaires. The 

respondents were given two weeks to r~~i~~~$.:ff addressed stamped envelopes. 

For the observations and interviews, made with the relevant 

authorities and respondents. ifferent respondents 

from those which were issued quesf~ ehool heads from the three 

categories of schools. These heads were asked to elaborate on various issues. 

3.6.1 Data collection Instruments 

In this study, the researcher solicited data through the use of questionnaires, interviews, 

observations and document analysis. The adoption of the post-positivist 

paradigm/mixed methods research approaches entailed selecting data collection 

techniques that are germane to the philosophy of both the research methodology and 

the design. Also taken into consideration was the nature of the research problem under 

investigation, the research objectives, the size and geographical location of the study 

elements, and the availability of finances, human resources and time. 

3.6.2 Questionnaires 

Questionnaires are one of the most widely used methods of gathering information from 

people. Questionnaires can be used to collect both quantitative and qualitative data 
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from large samples of people in survey designs. This study used both closed and open 

ended questionnaires to solicit information. On the closed ended questionnaires 

respondents selected responses which were in line with their views on issues such as: 

teacher capacity, availability of resources, selection of students to technical vocational 

education and on monitoring of the implementation of technical education in their 

schools. Some questionnaires needed respondents to tick statements which they 

agreed or disagreed with while in others they ticked yes or no. Nonetheless, 

respondents had to elaborate in some instances to support their views. 

The study adopted the postal m I t o 

Questionnaires for each school were 

addressed envelope with a stamp. Th s 

distribution within their institutions. The 

HODs in the technical vocational educati 

ihistering the questionnaires. 

nvelope with a stamped self 

ere left with school heads for 

stributed the questionnaires to 

hers in technical vocational 

education section, Form 4 ~
1 

I education and to 

SDC/SDA chairpersons and theirs E~~lleft~eused a transmission letter 
to accompany the questionnaires as a way of presenting the respondents with the 

questionnaire motivating, them to respond. The letter briefly explained the purpose of 

the study, assured and conveyed its importance as well as thanked the respondents. 

This was in line with what Cohen, et al. (2000) advise. Respondents completed the 

questionnaires and gave them to their school heads who posted them to the researcher. 

All school heads returned the questionnaires. The rate of returned questionnaires was 

83.3% for HODs, 95.8% for teachers, 82.5% for students and 62.5% for SDA/SDC 

members. The lower rate on the returned questionnaires from SDA/SDC was due to the 

fact that two private schools did not return the questionnaires. They did not have 

functioning SDCs and school governance issues were administered by Board of 

Directors. 

Questionnaires had the advantage of obtaining views on implementation of technical 

vocational education from so many respondents. This gave a wider view on 
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implementation of the technical vocational education programmes, their impact, 

challenges, as well as suggestions on how it should be implemented so as to result in 

developing students' technical skills and increasing their chances of employability. The 

researcher made frequent follow-ups with the school heads where possible to ensure 

that most of the questionnaires were returned. This overcame the problem that usually 

arises with the use of questionnaires where a large number of questionnaires might not 

be returned by respondents (Maree 2007). 

The questionnaire allowed for anonymity and privacy, which encouraged "more candid 

responses on the sensitive issues". T 

administered to many respondents in a I 

save time and finance and generally 

ir has an advantage of being 

·h cal area, making it possible to 

higher percentage of usable 

Tuckman, 1978). It has the responses (Best & Khan, 1993; CoheQ~~~~~y 
disadvantage that due to its imperson openness to abuse by the 

respondents, they might not • te'IJ r ~t' a,_lEe'ance to some of the 
questions or decide to withdraw vit 'e Je~man (1 978:196) observes 
"Some respondents may just withhold information because they do not wish to give it for 

some reason". This was taken care of through a letter which explained the purpose of 

the research as earlier indicates in paragraph one of this section. 

Nachmias and Nachmias (1989), cite the limitation of questionnaires as that of not 

giving the researcher an opportunity to probe, a view shared by Neuman (2000). The 

answers have to be accepted as final; there is no opportunity to probe beyond the given 

answer, to clarify ambiguous answers, or to appraise the nonverbal behaviour of 

respondents. Low response rate is one of the limitations of using mailed questionnaires, 

since most people usually do not always complete and return questionnaires and above 

all, there is no control over who fills o'ut the questionnaire (Neuman, 1997, Nachmias, 

1989). In this study, this was taken care of through the use of interviews. 

However, the researcher had to guard against the following weaknesses: its impersonal 

nature and openness to abuse by the respondents, as some respondents might not 
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attach much importance and relevance to some of the questions because of the 'halo 

effect'. These respondents would just answer positively to please the researcher or say 

what the researcher wants but this was taken care of through emphasising the 

importance of the research. Where respondents did not respond in time, a reminder was 

sent. 

3.6.3 Interviews 

The face- to- face interview was ideal for this study as it sought to go deeper and find 

out how technical vocational education • • mented in Khami secondary 

schools. Information was solicited from tw : - - ation officers, 2 school heads 

and 3 heads of technical vocational ~.,,.........__- ent, 12 technical vocational 

education teachers, and 2 SDC/SDA c \ ~ ~IM:! ~fD!i~,h ~~ ~v~~
1~~Jl itudes, experiences, views and 

perceptions on the implementation of ~ -----=- tional education in secondary 
schools. The views of respondents were tape- orded and the researcher also used 
note taking as backup. University of Fort Hare 

Together in Excellence 

An interview is a face to face confrontation between the interviewer and the participant 

or a group of respondents (Leedy, 1980). The _researcher used interviews because they 

afforded him a chance to pursue the responses of respondents to clarify some obscure 

points. The researcher was able to ask for elaboration or redefinition if a response on 

implementation of technical vocational education implementation appeared to be 

incomplete or ambiguous. More information was solicited through the personal contact 

between the researcher and the respondents as that minimized the vulnerability of 

questionnaires that arises from its impersonal nature. 

The researcher used semi-structured interviews to solicit data from the respondents as 

they allowed respondents to express themselves at some length, but offered enough 

shape to prevent aimless movement (Yin, 2003). Cohen et al., (2000: 268) concede that 

semi-structured interviews provide access to what is "inside a person's head", [it] makes 

it possible to measure what a person knows (knowledge or information), what a person 

likes or dislikes (values and, perceptions), and what a person thinks (attitudes and 
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beliefs). In semi-structured interviews, the participant is required to answer a set of 

predetermined questions that define the line of inquiry. Probing and clarification of 

answers are allowed. In this type of interview, the researcher needs to be very attentive 

to the responses given by the interviewee so as to identify new emerging lines of inquiry 

that are directly related to the phenomenon being studied. In structured interviews, the 

questions are detailed and developed in advance just like in survey research (Maree, 

2007). 

The views, perceptions and attitudes of respondents were important to the researcher 

as he gained insight on issues which aff ted ;h , • I nnentation of technical vocational 

education. Views of participants on av 

were sought from all the respondent . 

Continuous Professional Development 

schools to improve their capacity. 

? nancial and material resources 

o had to shed light on how 

ere being conducted in their 

University of Fort Hare 
However, although the interviewyaa i~ xc ef~r personal contact, the 
technique had small coverage because of financial and time limitations, especially in a 

district like Khami where schools are sparsely located. This aspect is also pointed out 

by Neuman (2000) and Nachmias and Nachmias (1989) when they concede that, the 

training, travel, supervision, and personnel costs for interviews can be high. Interviewer 

bias is also greatest in face to face interviews (Nachmias & Nachmias, 1989; Neuman, 

1989). To reduce bias on the part of the interviewer, the researcher adhered to research 

ethics and data were also collected among many informants. Despite these flaws, the 

researcher opted for the use of interviews; since an interview, "is a two person verbal 

conversation initiated by the interviewer for the specific purpose of obtaining research 

relevant data focused on content specified by the research objectives" ( Nkapa, 

1997:82; Robson, 2002:18) 

3.6.4 Focus group discussions (Fgds) 

In this study 40 students participated in four focus group discussions. Two focus groups 

discussions were conducted in one government school, one farm school and one 
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private school. Each focus group comprised ten students both male and female 

students. These students were mainly Form 4s who had been doing technical 

vocational education for four years. However, there were some Form threes who were 

included because there were no Form 4s doing that particular subject. The students 

shared their views and perceptions on the implementation of technical vocational 

education. 

Focus group discussions with students was an essential data gathering tool for this 

study. The responses from students provided in depth views about implementation of 

technical vocational education which w d o t have been obtained through 

individual interviews or any other dat 

viewed as group interviews, only that fo 

format as is the case with group intervie 

group. In this case then, the research 

conducive to participation of 

ent. Focus groups can be 

a:c.~~ra·ffil not rely on question and answer 

ely on the interaction within the 

create an environment that is 

enough views on the subject und e 
ssion so as to solicit 

alluded to by Krueger & 

Casey (2009) who write that focus group interviewing is about: 

Paying attention to what people have to say and being non-judgmental. It is about 

creating a comfortable environment for people to share. It is about being careful and 

systematic with the things people tell you. And people go away feeling good about 

having been heard. 

Hence, Krueger and Casey (2009:2) define a focus group discussion as a carefully 

planned series of discussions designed to obtain perceptions on a defined area of 

interest in a permissive and non threatening environment. 

Focus groups in research are known to be especially effective in studying professional 

practices (Barbour, 2008). This explains why the researcher in this study opted for focus 

group discussions as one of the data gathering instruments because the study at hand 

concerns how technical vocational education is implemented in Khami District 
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secondary schools. The group interactions during the focus group discussions were 

productive in widening the range of responses, activating forgotten details of experience 

and releasing inhibitions that may otherwise discourage participants from disclosing 

information about how technical vocational education is implemented in Khami District. 

This yielded data that gave insights into the implementation process of technical 

vocational education in terms of time allocation; how the teachers implement it; the 

challenges they face; teaching methods that are used during lessons; as well as 

suggestions on how to implement technical vocational education curriculum so as to 

result in skills development of students. 

However, the technique in using 

information as some members dominat 

overcame this by encouraging contributi 

topic under discussion. 

t e limitation of getting biased 

'IIU',IX.U ~'ll lls (Maree 2007). The researcher 

mber and maintaining focus of 

3.6.5 Observations 
University of Fort Hare 

Together in Excellence 

The researcher in this study adopted participant observation where he observed the 

school climate, environment and school infra-structure. Using this instrument, the 

researcher was able to observe the students' seating arrangement in their classrooms 

as well as class management by technical vocational education teachers and their 

teaching strategies. Teachers were observed by the researcher as they conducted their 

lessons. This instrument allowed the researcher to observe students' participation in 

class and teacher -to- pupil interaction as well as the use of tools and equipment by 

them. The researcher observed the state of equipment and facilities used by students 

as well as safety measures in place. 

The researcher had a chance to see some samples of the articles made by current and 

former students in line with their skills empowerment. This gave the researcher a 

chance to compare the students' work. It is also of great importance to note that it gave 

the researcher a chance to have an informal interview with both students and teachers 

as he moved around within the school premises. By so doing, he gained a deeper 
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understanding of the implementation of technical vocational education in Khami 

• secondary schools. The researcher was able to visit some sites such as school 

gardens, fowl runs, computer laboratories, libraries and specialist rooms. 

Observation is the systematic process of recording the behavioural patterns of 

participants, objects and occurrences without necessarily questioning or communicating 

with them (Nieuwenhuis, 2007). As a qualitative data gathering technique, observation 

enabled the researcher to gain a deeper insight and understanding of implementation of 

technical vocational education in Khami District secondary schools. According to 

Nieuwenhuis (2007), the researcher g t e s· ation, but focuses mainly on 

his/her role as observer in the situation. 

This study used observation because 

the researcher an opportunity to gather 

a are attractive as they afford 

'live' situations. The researcher 

was given the opportunity to I......., ,'-~ t&f ij • a~ndary schools rather 

than having second hand inf gTJt ~ff>~.2cffi ~archer to understand the 
context in which technical vocational education is being implemented in schools, to be 

open-ended and inductive, to see things that might otherwise be unconsciously missed, 

to discover things that participants may not freely talk about in interview situations, to 

move beyond perception-based data (e.g. opinions in interviews) and to access 

personal knowledge (Cohen et al., 2000). 

Yin (2003:92) posits: "Assuming that the phenomena of interest have been purely 

historical, some relevant behaviours or environmental conditions will be available for 

observation. Such observations serve as yet another source of evidence in the case 

study". Observational information is often useful in providing additional information 

about the area of study. Yin (2003) argues that observation may be so valuable that one 

may even consider taking photographs at the case study site. At a minimum these 

photographs will help to convey important case characteristics to outside observers. 
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The advantage of observation is that the behaviour is recorded as it occurs and that the 

observer being an outsider can see phenomena about the situation in which those 

people involved, may take for granted (Leedy & Ormrod, 2005; Tuckman, 1978). The 

other advantage of the observer as participant is that the researcher is uninvolved and 

does not influence the dynamic of the setting (Nieuwenhuis, 2007). 

Finally, the researcher used observation in this study because it gave him an insight into 

what was transpiring in schools in the way technical vocational education is being 

implemented. It also gave the researcher a chance to be a participant observer, which 

gave him a chance to record the view 

salient features and some facial expre Si 

observed as well as the infra-structure 

the researcher a chance to solicit data 

dynamics of the setting. 

s t ey occurred as well as some 

di ties and equipment were also 

ol . This instrument further gave 

lved and did not influence the 

University of Fort Hare 
However, the observation techniquET,~e6WN-<itP xf/Je; ~ifit~~s, has its own limitations. 
A central problem of observation is that individuals who are conscious of beinQ under 

scrutiny are likely to behave differently, usually in the direction of what they perceive to 

be more socially approved or in accordance with the observer's expectations. Another 

limitation is that the researcher will miss out on observation because he/she is writing 

about the last thing he/she noticed. Furthermore, the researcher may find his/her 

attention focusing on a particular event or feature because it appears particularly 

interesting or relevant and miss things which are equally or more important, but their 

importance is not recognised or acknowledged at the time (Hancok, 1988). The 

researcher used observation schedules to minimize these limitations. These assisted 

the researcher to concentrate on the core business as stipulated in the study. 

3.6.6 Document analysis 

This study used document analysis as an instrument for collecting data because 

document analysis focuses on all types of written communications that may shed light 

on the implementation of technical vocational education. The researcher solicited 
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information from documents such as students' daily attendance registers, teachers' 

scheme books and plan books. On students' daily attendance registers, the researcher 

wanted to find out if students attended school regularly. The researcher analysed the 

teachers' scheme books to find out the . strategies used by teachers. The researcher 

also asked for technical vocational education syllabus to confirm whether teachers used 

old or new recommended technical vocational syllabuses which incorporated designing. 

Documents such as teachers' clock in registers were analysed to check on punctuality 

and regularity of attendance. 

The other documents which were ana y, 
information on frequency of written war 

to students as well as regularity. In 

consistent marking of the work by teac 

check on school inspections made by Dist • t Educaf 

recommendations. Regularity fiff ~fgf£fs J 
the staff development workshopsri ~p re1n 

ents' exercise books to solicit 

t of work allocated by teachers 

data were also sought on 

ooks were also analysed to 

~fl~ well as the nature of 
~d in school log books. 

Teachers' qualifications as well as staff returns were analysed from school log books. 

Staff meeting minutes books were analysed to find information concerning 

implementation of technical vocational education and SOC minutes as well as records 

to check on issues concerning resources and funding on technical vocational education. 

Inventories on tools and equipment were also analysed to find information on their 

availability, state, when they were bought as well as their usability. Records on national 

examinations pass rate at Form 4 ('O' Level) and Form 6 (Upper 6th or 'A' Level) were 

also analysed although in some schools there were poor record keeping systems. 

These documents gave the researcher an insight in what took place in schools since 

most of the data are primary data. 

According to Maree (2007), document analysis means focusing on all types of written 

material that could shed light on the studied phenomenon. Borg, Gall, and Gall (2003) 

posit that qualitative researchers often study written communication found in natural 
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settings as data sources. Document analysis is unobtrusive and non-reactive and can 

yield a lot of data about the values and beliefs of participants in their natural surrounding 

(Maree, 2007). Analysis of documents in this study complemented interviews and 

questionnaires in the data collection process. The analysis of documents helped to 

address questions which interviews and questionnaires could not answer and 

enlightened the researcher on some areas which needed clarification. For example, the 

type of equipment used by students, their durability and those lost through pilferation as 

well as those which were obsolete. 

Cohen et al., (2000) describe document 

documents, physical materials and rese 

consider either primary or secondary o 

s; as public records, personal 

ocuments. Research needs to 

h should there be a need. The 

sources of document analysis can be pr ~~~~~9ary. Primary sources are those 
collected when particular events happen ike min , e books, clocking registers and 

students' exercise book~. It • fi1v'g ·gy~o~ 
materials (books, articles) or secon '8g'f}ffiii"/o[ff_l 
al., 2007; Merrian, 1998). 

fileources refer to any 
, et al., 2000; Creswell et 

Maree (2007, point to the usefulness of documents for theory building. Documents of 

this nature can assist to uncover meaning, develop understanding and discover 

insights. However, the researcher was observant as some of these documents could be 

counter feit, as they may not be original documents but only be produced for that 

moment to serve a certain purpose. Nevertheless, documents reveal what people do or 

did and what they value. In addition, the behaviour occurred in a natural setting, so the 

data is of strong validity. Congruence between documents and the research problem 

depends on the researcher's flexibility in constructing the problem and the related 

questions (Merriam, 1998). 

Document analysis has its own critics. Creswell (2002) concedes that, given its social 

context and identity, the researcher gives a selective and biased understanding of a 

document and may even deliberately choose and select particular documents. 
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Documents therefore need to be carefully used and should not be accepted as literal 

recordings of events that have taken place. Yin (2003:87) advises: 

You need to remember that every document was written for some specific purpose and 

some specific audience other than those of the case study being done. In this sense the 

case study researcher is a vicarious observer and the documentary evidence reflects a 

communication by other parties attempting to achieve some other objectives. 

There is, therefore, a need to be careful as a researcher when using document analysis. 

The researcher should approach a doc eat ·t i ical mind in terms of both the 

meanings that the author intended to pr d ....-----....,...........__ e eived meaning as constructed 

by the audience in differing social situati n 

3.7 Validity and reliability 

3.1.1 validity University of Fort Hare 
Together in Excellence 

The concept of validity and reliability are multi-faceted; there are many different types of 

validity and different types of reliability. Validity is an important component of research 

which tenders the result to be valid or invalid and as such, if the results are invalid, the 

purpose of research becomes useless. Cohen et al. (2000:105) concede that "validity is 

thus a requirement for both quantitative and qualitative/naturalistic research." Whilst 

earlier versions of validity were based on the view that it was essentially a 

demonstration that a particular instrument measured what it intended to measure, more 

recently validity has taken many forms. Cohen et al. (2000) postulate that, in qualitative 

data, validity might be addressed through the honesty, depth, richness and scope of the 

data achieved, the participants approached, the extent of triangulation and the 

disinterestedness or objectivity of the researcher. Validity in quantitative data is a critical 

issue and might be improved through careful sampling, appropriate instrumentation and 

appropriate statistical treatment of the data. 
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The researcher considered the length of questionnaires, language use and the level of 

respondents where the instruments would be administered. The questionnaires for 

students were interpreted in their mother language (Ndebele) for ease understanding 

and expression of views in areas where elaboration was needed. The respondents were 

advised not to write their names on the questionnaires to give them confidence and 

security to respond honestly. 

Questionnaires and interviews were administered to the population frame excluding the 

sample. The teachers, HODs and school heads who were not sampled were given 

questionnaires as well as interviewed. e that the language used was 

understandable and that the categories _.-...... ,,,_....... nfusing. The researcher also 
conducted a focus group discussion it ents. The feedback from the 

respondents in the pilot study led to 

interview schedules. 

ts to the questionnaires and 

3. 7 .2 Reliability 
University of Fort Hare 

Together in Excellence 

Cohen et al (2000: 117) posit that reliability is "essentially a synonym for consistency 

and replicability over time, over instruments and over groups of respondents. It is 

concerned with precision and accuracy." Reliability can therefore, be viewed as a 

measure of consistency over time and over similar samples. A reliable instrument for a 

piece of research will yield similar data from similar respondents over time if the same 

methods and instruments were to be used. 

For the instruments to be reliable, they had to be edited by the supervisor and a team 

of critical friends, which included PhD students. Their main aim was to edit or eliminate 

irrelevant items and ensure that there was adequate coverage of the topic. This team 

reviewed the items with respect to readability, clarity, format, ease and adequacy of 

items and responses. The number of questions were also considered, too many 

questions could have demotivate respondents. The concentration spun of students was 

considered for both questionnaires and focus group discussions. 
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The focus group discussions were conducted in mother tongue (Ndebele) to allow full-

participation and free expression of views by students. Time fact was the other aspect 

which was put into consideration: how long interviews lasted and when they were to be 

conducted? Nonetheless, the instruments were pilot tested for ease of administration 

and language clarity. The researcher also judged the reliability of instruments by the 

way participants responded, had to adjust question item where he felt the respondents 

had misunderstood it. The responses were also ready for the respondents to ascertain 

whether correct responses were recorded. 

In qualitative research, reliability can b fit between what researchers 

record and what actually occurs in the n is being researched, that is, a 
degree of accuracy and comprehensiv.i:!:i.n-.~~~h:mm-dge (Cohen et al., 2000). The 

researcher, for purposes of reliability, re nses as they occurred using a 

tape recorder and made back up by n ____ n observations the researcher 

recorded the occurrences as t tGok_glaoi.J9 a'!E)· , lo.§iD i ifoLrnation due to the time 
IllVefSlLy 01 OrL are 

factor. The triangulation of the diffeJrJ?)J: 8{ ~e @h~es collected also added to 
the reliability and validity of the research process and the findings as the researcher 

used more than three sources of data collection methods and large samples of 

respondents. Smith ( 1979) advocates using at least three different sources. 

3. 7 .3 Member checking 

Member checking is the process of going back to the participants to find out if the 

analysis or interpretation makes sense to the respondents and reflect on their 

experiences (Creswell, 2003). The researcher returned to some respondents who 

participated in the study to comment on whether or not they felt that the data were 

interpreted in a manner congruent with their own experiences. It also helps in the 

establishing confidence in the findings (Lincoln & Guba, 1994 ). 

The other way of doing it was to allow the research respondents to review the findings 

from data in order to confirm or challenge the accuracy of the work (Creswell, 2003). 

However, a few typing errors were detected and corrected by some of the participants. 
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3. 7 .4 Pilot study 

Pilot testing is necessary to determine if the ways in which respondents understand 

questions are relatively similar across the group and whether the information is easily 

accessible to respondents. It is necessary to ensure that the items are such that 

responses correlate to what the study intends to measure. De Vaus (1991) points out 

that once a questionnaire has been developed, each question and the questionnaire in 

its entirety must be evaluated rigorously before final administration. This process is 

called pilot testing or pre-testing. A pilot --ll-L'o.....,__,~._...-""lcted to check the validity of the 

questionnaires. Some three neighbouri 

sample were chosen to conduct the stud 

The researcher served the schools with 

chools which were not in the 

letter from both the University 

and Bulawayo Provincial Dire benefits of research were explained 

to the respondents. The researeliler\f p;i:tla,;JS€~<:fft d 1n ering the questions 

honestly. Respondents were also aIR9cf{81lt"JiHafit8fi1~ey~8arate paper the questions 

which needed clarification. 

The data from pilot study were analysed and some modifications made especially on 

some areas where the respondents had suggested that it lacked clarity. On the aspect 

of interviews the researcher observed that sometimes the time taken was too long. This 

gave the researcher a chance to adjust with the sampled respondents. the students had 

a problem of some terms. The researcher also realised the need to keep the volume of 

the tape recorder low during interviews. After the pilot study, some amendments were 

made to the questionnaires and interview guides. 

3.8 Ethical considerations 

The consideration of ethics in research is important especially in education because the 

participants in any study should be protected from harm. Heppner et al. (1992:93), 

postulate that harm can be, "embarrassment, anger, irritation, physical and emotional 
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stress, loss of self-esteem, exacerbation of stress ... loss of respect from others, 

negative labeling, invasion of privacy and damage to personal dignity .. . ". According to 

Heppner, Kalighan and Wampold (1992: 78), 'ethics are expressions of our values and 

a guide to achieving them'. They further proclaim that ethics are central to research. 

In conducting the study, the researcher observed the right of informed consent for both 

adult participants and children. For student respondents who were minors the 

researcher sought permission from-their parents. Also to be observed was the right of 

autonomy. According to Makore-Rukuni (2001 ), in conducting research, the ethical 

principle of autonomy is contained in t e 'd • f 17 ed consent where the client 

should be allowed to 1. participate in research, after 

receiving all relevant arm that could arise if they 

participate in the research. 'Informed' pondent is made aware by the 
researcher of the pros and cons of partici 

no coercion to participate in t 

the respondents that they had the 

enefits and the risks. There was 

t~e researcher advised 
questions if they did not 

feel like. The purpose of the study was clearly explained to respondents. 

For Form 4 students participating, consent was sought from their parents or guardians. 

The researcher issued the participants with the form of consent which included among 

other things, a statement that the study involved research, along with the title, purpose, 

the statement that participation is voluntary and general description of the study. 

Heppner et al. (1992:98) suggest the following to be included in a consent form: a 

statement describing the extent to which confidentiality is maintained, and that 

participation is voluntary, and that the subject may discontinue participation without any 

penalty. The researcher adhered to the ethics of confidentiality, anonymity and the right 

to privacy. Neumann(2000), concede that the researcher has to protect the anonymity 

of the respondents and the confidentiality of their disclosures unless they consent to the 

release of personal information. 
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The researcher explained to the participants the limits of confidentiality, as the 

information could be used only for research purposes. The researcher adhered to the 

right of privacy by using pseudonyms during interviews and numbers and letters of the 

alphabet for names of the schools. This view is shared by Frankfort-Nachmias and 

Nachmias (1992) who state that participants may be asked to use an alias of their own 

creation. They further argue that anonymity may be enhanced if names and other 

identifiers are linked to the information by a code number. 

Finally, in reporting results, the researcher observed the findings as they are reflected. 

The ethical codes state clearly that it is t f the researcher to accurately 
report and prevent misuse of results (Ma vn.r,~L...... 1 ). 

3.9 Data analysis procedures 

Data analysis in mixed methods ~ tS~',rii?",..:"'vu-1,:,,,.,,r,...i-;rr both the quantitative and 
qualitative approaches. Withi ?'~.L-r..:o·.si.·~-,..,- .&.-,.._ue,._..._archer analysed the 
quantitative data first and then thefi alu:z:t1in,A- ~antitative and qualitative 

data were interpreted together (triangulation) once all data had been collected, 

captured, processed and then results were condensed. The quantitative data were 

analysed using frequency tables, percentages, pie charts and graphs. Qualitative data 

was analysed using themes. Categories were identified that helped cluster the data into 

meaningful groups. Observation and specific documents and other bits of data were 

examined for specific meanings they might have in relation to the study. Data analysis 

in qualitative research typically involves the following steps (Creswell, 1998; Stake cited 

in Leedy & Ormrod, 20005). 

• Organisational details about the case. 

• Categorization of data. 

• Interpretation of single instances. 

• Identification of patterns. 

• Synthesis and generalization. 
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Nieuwenhuis (2007:99), posits that qualitative data analysis tends to be an ongoing and 

iterative (non-linear) process, implying that data collection, processing, analysing and 

reporting are intertwined, not merely a number of successive steps. 

However, there is no one way of analysing data, therefore the researcher was as 

creative as he could be, and combined a number of techniques. The researcher tried to 

be as consistent, systematic, rigorous and honest as possible. The researcher critically 

challenged all assumptions, his own as well as those of the participants and in the 

literature. The researcher was not content with his first concepts, categorisations and 

interpretations: he constantly went b c ta and re-tested his concepts, 

categorisations and interpretations again 

3.10 Summary 

Chapter 3 covered methodology, ·N-1- ~ .-~ paradigms, research design, 

population, sample and sa1[))11f1ilib\i0 ~1];elij'i t [~~~irl.!...... instruments, data 

collection and data analysis proce 1se1~,teen uantitative and qualitative 

methodology were adopted in this study. The adopted mixed-methods · approach 

enabled the researcher to collect different types of data from respondents. Data 

solicited using questionnaires, interviews, observations and document analysis assisted 

the researcher to have good knowledge on implementation of technical vocational 

education in secondary schools in Khami District. Data analysis procedures were 

discussed. Ethical considerations were also discussed. The sample used was thought 

to be a good representation of the population in the implementation of technical 

vocational education in Khami District to produce acceptable findings. The following 

chapter deals with data presentation and analysis. 
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4 CHAPTER4 

DATA PRESENTATION AND ANALYSIS 

4.1 Introduction 

This chapter focuses on data presentation and analysis as discussed in chapter 3. The 

data were collected through questionnaires, interviews, focus group interviews, 

observations and document analysis. Two main procedures were applied in the analysis 

of these data. Quantitative data from the questionnaires were subjected to statistical 

methods using the MINITAB and N requency distribution tables, 

percentages and graphs are basically 

respondents. In some cases, pie charts 

Qualitative data solicited from 

structured interviews and focu 

the tape recorder. The recor 

resentation of the data from 

t present quantitative data. 

ended questions, semi-

i.O~~Vllet~..G~s 11::::JJ;L,ts:'-'li~ both note form and 

confirm its correctness. The recorded information was then transcribed into written text. 

It emerged that in two private schools, the SDC/SDA committee was non-existent and 

the school affairs were run by the board of directors. The only private school with an 

SOC committee was a church school. The respondents are indentified as follows: 

DE01 = current District Education Officer for Khami District 

DE02= former DEO for Khami District 

HM1 = School Head in government/public school 

HM2 = School Head in private farm school 

HOD1 = Head of department of a government/public school 

HOD2= Head of department private school 

Fgrp1 = Focus group interview for group one in government/public school 

Fgvt2 = Focus group interview for group two government/public school 

Fgrp3 = Focus group interview for private farm school 

Fgrp4 = Focus group interview for private school 

Tgvt = Teacher interviewed from government/public school 
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Tpvt = Teacher interviewed from private school 

The first section of this chapter presents the location and type of school. This is 

important as a school's funding is de_termined by its location or type. Hence one has to 

understand this background. The second section presents the data of respondents' 

views on the question of students' selection to technical vocational education. The way 

students are selected can affect the implementation process as students without 

aptitudes can be selected. Type or characteristics of students selected to technical 

vocational education can also influence its outcomes. The third section presents data on 

teacher capacity which incorporate academic and professional 

qualifications of teachers as well as th ~ ....----._ n teaching. The methods and 

strategies used in curriculum delivery I abus choice and content are 

presented in this section. 

Data on equipment and other Wet ~ '1!. ~,1-1 '-1.YJ a'I1fesources section as 
their availability combined with tea~ rer,ine the way curriculum is 

implemented. Information on funding and facilities in schools were presented under this 

section too. Funding plays an important role in the implementation of any programme as 

each aspect of the programme is dependent on the availability of finance. Finally, data 

on monitoring and support systems as well as student performance were presented in 

chronological order in their various sections. 

4.2 Information on schools 

The provision of education in Zimbabwe is a joint responsibility of the state and private 

enterprises or school responsible authorities. Responsible authority refers to the owners 

of the school. The construction and maintenance of schools and provision of furniture is 

handled by the responsible authority. Parents contribute towards the education of their 

children through labour, payment of school levies, purchase of books and uniforms 

(MoEHE, 1996). In addition, government is supposed to pay per capita grants to all 

registered schools; building grants-in-aid to all approved non-government schools, and 

teachers' salaries (MoEHE, 1996). It should be noted that schools in urban areas pay 
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more fees than peri-urban schools and private schools are the most expensive. 

Implementation of technical vocational education can be affected by these schools' 

different environmental settings. 

According to data solicited, schools implement different technical vocational subjects 

depending on school environment, background and availability of both material and 

human resources. Table 4.1 shows the location of school and technical vocational 

education subjects offered by schools. The table also shows the number of teachers in 

the school per subject by gender. 

Table 4.1: Location of school and 

Name of Location 
school 
A 

B 
C 
D 

E 

F 
G 
H 

Total 

Farm 
school Pvt 
Private 
Private 
Private 

Public 

Public 
Public 
Public 

Agriculture, F&F, T&G 
Computers, F&N, 
Woodwork 
Agriculture, T.G, F&N, F&F, 
Metal work, Art 
Agriculture, F&F, Building 
Agriculture, F&F, Computer 
Agriculture, F&N, F&F, 
Metalwork, Woodwork, 
Computers 

. onal subjects offered and 

eachers 
ale Female Total 

0 1 

1 5 
4 7 

2 1 3 

4 7 11 

5 8 13 
6 2 8 
6 7 13 

31 30 61 

Key: F&F = Fashion and Fabrics F & N = Food and Nutrition T.G = Technical Graphics 

Table 4.1 indicates that there were 61 technical vocational education teachers in Khami 

District. Thirty-one of these teachers were male and 30 were female. It emerged from 

the data that the majority of teachers were male. All four government schools offer 

Agriculture. It was established that one private school (School C) and the farm school 
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(school A) offered Agriculture. According to school records, the majority of students 

taking technical vocational education were doing Agriculture as a subject. Information 

from table 4.1 further indicates that Fashion and Fabrics was offered by all four 

government schools and one private school (School C). Information from table 4.1 

above also indicates that four schools offered Food and Nutrition (Schools B, D, E & H). 

Two schools ( schools E & H) were government schools and the other two (Schools B & 

D) were private schools. It further emerged from the data that Woodwork and Metal 

Work is offered by two government schools (Schools E & H), while Art is offered by one 

government school (School E) and one private school (School B). 

The researcher established from the s 

were the only previously male dominate 

Schools need both teachers and man 

rl~- -rr>" = t Metal Work and Agriculture 

~~~-iw~re taught by female teachers. 

affairs, hence, the need to 

understand the school composition of t ____ s as some are managers and 

others are implementers of • \J f afealso emerged from 

informal interviews that none of t -~ .,'Ii-, ~red technical vocational 

subjects at Advanced Level , except two private schools (Schools B & D) which offered 

computers and food science. 

According to the respondents, both government and private schools offered Agriculture 

because it is assumed to be less costly as compared to other subjects and it uses 

equipment which does not need electricity. Due to this it is the only technical vocational 

education subject offered by a farm school where there is no electricity. However, most 

private schools did not offer this subject as indicated in table 4.1. Teachers, in an 

informal interview, indicated that the Agriculture implements and equipment could be 

easily improvised as they could ask students to bring some from their homes. Most 

schools offered it because Zimbabwe is a farming country. Data revealed that all 

government schools offered Fashion and Fabrics as a subject. 

All the government secondary schools in Khami District were headed by females, two 

private schools (Schools A & D) were also headed by females and the other two private 
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schools ( Schools E & 8) were had by male heads. Three schools (Schools A, B & G, ) 

had acting school heads and all were females. The former substantive heads had 

moved to seek employment elsewhere. The age of these educationists was also sought 

so as to determine their maturity. 

4.3 Student placement in technical vocational education stream 

Selection of students is an important factor in the implementation of technical vocational 

education because students with the correct aptitude, ability, interest and talent should 

be selected. If this is not considered, students could be wrongfully placed and this could 

hinder the successful implementation of \'{~i':-:·~·~ ~~• 'h re is also a need for students 

to be given guidance and counseling b o ...-----.......----..... cted to any program so that 
they can make an informed decision. He as sought from respondents 

on factors considered on the selection o){~~ Jeffl~=ff1Jwi s established that there was 

gender equity in Khami District as most schou,~---vv1m--e eaded by women. 

University of Fort Hare 
4.3.1 Guidance and counselling ls0H~b?t'tfitlll.fmf~¥tillflfts' selection 

Guidance and counselling programmes should assist students to make informed 

decisions in their choice of subjects which suit their career path. For students to make 

informed decisions they need to be guided and given proper information; hence, the 

need for guidance and counselling the students before placing them in technical 

vocational education. This also assists them to explore some avenues which need 

exploration or where one's ability and interest may lie. It is one of those prerequisites for 

good implementation of the programme by the Ministry of Education (MoEHE, 1996). 

Students should be guided and counseled before they choose technical vocational 

education classes. 

4. 3. 1. 1 Responses of school heads and heads of departments on guidance and 

counselling of students 

The researcher investigated if the school heads and departmental heads conducted 

guidance and counseling to students before they were located to technical vocational 
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classes. Information reveals that private schools conducted guidance and counseling 

while it was a different case with government schools and the farm school. 

All school heads and HODs (management), from private schools indicated that they 

conducted guidance and counselling to students before they place them in the technical 

vocational education stream. Information solicited from these heads and HODs through 

questionnaires revealed that guidance and counselling was conducted by teachers. 

However, different responses were received from school heads and HODs from 

government schools. Sixty-seven perce 2 s o ads and HODs indicated that 

students in their schools were not giv counseling before they were 

placed in technical vocational education h ee percent (6) of management 

team indicated that they conducted g i~~~~~unseling to stu.dents in their 

schools. They indicated that it was done b .__ d HODs. This was confirmed by 

HMgvt1 in an interview when . ...._ ................ " v0 i~~e and counselling. It 

is done by the senior mistre re senior teachers in the 
I 

school administration who are ready for promotion to the deputy head post. It emerged 

from the interviews that teachers and HODs conducted guidance and counseling in the 

schools which implemented it. 

The respondents who indicated that guidance and counselling was not conducted cited 

a number of reasons, namely; a) they said that the head knows better the subjects 

suitable for the students in the school and some indicated that it was not compulsory for 

schools to do it. b) Since selection is done according to results there is no need to give 

students guidance and counselling. c) Selection is done to suit the time table and 

there is no need for guidance and counselling. 

However such views show lack of understanding of educational dynamics pertaining to 

the implementation of technical vocational education as well as policy matters. The 

policy from the Ministry clearly states that students should be given guidance and 

counseling (MoESC, 1996). 

123 



 

 

4.3.1.2 Responses of students on guidance and counselling 

Information on guidance and counselling before placement was sought from the 

students themselves as they are the consumers of the curriculum. Their views were 

important because guidance and counselling could assist them to make informed 

decisions in their choice of subjects. Information reveals that guidance and counselling 

was not conducted in government schools before students were selected to technical 

vocational education classes. This is confirmed by the majority of student respondents, 

83,3 % from government schools. On the other hand, private schools conduct it before 

students are placed in technical vocation I e ti 

One student from a focus group discuss o 

counseling before students were place 

"We had no guidan·ce and counselling a 

n 1rmed the lack of guidance and 

~~~~~~cational classes as she said: 

third term when we had chose Y 
counseling late in the third term i~i:::l"=lt:I tfli 

of the year. It was conducted in 

given guidance and 

ein January so it deprived 

these students of a chance to make an informed decision. There was correlation 

between students' responses and school heads and HODs' from government schools 

as they earlier indicated that there was no guidance and counseling before students 

were placed in technical vocational education classes. 

All the farm school students indicated that they were not given guidance and 

counseling as their school only offered one technical vocational education subject 

which is Agriculture. A different situation existed in private schools where the majority 

63,6% students indicated that they were given guidance and counseling before 

placement into technical vocational classes. 

Furthermore, students' responses from private schools concurred with what was said by 

their school heads and HODs when they indicated that their schools provided guidance 

and counseling facilities to their students. Out of the seven student respondents who 

indicated that guidance and counselling was conducted, 42,9% (3) stated that it was 
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conducted by teachers and the headmistress. An interesting point emerged from the 

data where one student indicated that it was done by parents and the school and the 

other one said it was facilitated by a brother and the school. This confirms the 

sentiments aired by the head of private secondary school (School B) who said they 

consult parents because they advise their children on the subjects to choose. 

4.3.1.3 Responses of DEOs on guidance and counselling of students before placement 

Responses of DEOs were sought on the issue of students' guidance and counselling 

before they are placed in technical vocational education classes. Information reveals 

that guidance and counseling is not con t , d i o I by the Provincial team due to 

lack of transport. This is confirmed b .-----..~ ommented, ''There is career 

guidance and counselling and it shoul by the school and Provincial 

counsellor. It is done during third term. vincial counsellor is faced with 

transport problems and lack of availability _____ ". The information solicited from 

the DEO revealed that ther80'fl.1.v1~~ rf 6 '6rf conducted by the 

Provincial personnel. Together in Excellence 

It emerged from responses that stu_dents are not given guidance and counselling in 

most of government schools before they are selected to the technical vocational 

education stream. The scenario seems to be different in private schools where students 

are offered guidance and c~unselling. However, in all those schools where it was 

conducted, the respondents indicated that it was mainly done by teachers and heads of 

departments. In schools, guidance and counselling is mainly the responsibility of 

teachers and heads of department. The Provincial Psychological Services also have a 

duty to conduct guidance and counselling in schools. 

From the above information one could say that Implementation of technical vocational 

education in government schools is faced with challenges which can affect its 

implementation. Students could be allocated to wrong classes due to lack of 

information to make good and informed decisions because they were not assisted 

through guidance and counselling. 
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4.3.2 How students are selected to the technical vocational education stream 

According to the MoESC (2001 ), all students in Form 1 have to do one or two technical 

vocational education subjects of their choice and one subject at Form 3 level. The study 

sought to establish how students were selected to the technical vocational education 

stream. This information was considered to be vital because students' characteristics 

such as ability, aptitude and interest could determine the way the technical vocational 

education curriculum is implemented. 

4.3.2.1 Responses of teachers on hows urrc1n't~k:i_t,b' 

education classes stream 

The researcher investigated 

education subjects in both Form 1 and 

o ated to technical vocational 

. This was important as the 

researcher wanted to find out whether sc adhered to policy-circulars. The 
researcher wanted to establis Wt-t,~'f~~r~~, f ,Fn ~onsidered. See the 
responses of teachers in the table bli8~~ther in Excellence 

Table 4.2: Views of teachers on students' selected to technical vocational classes 

How do you select students to Government Private Farm 

TVET classes? freq % Freq % Freq % 

Grade 7 results at Form 1 & 10 76.9 

Form 2 results at Form 3 

There is no standard criteria 3 21.1 

used 

Interest & Grade 7 at Form 1 & 7 77.8 

Form 2 results at Form 3 

Not aware 2 22.2 

No selection 1 100 

Total 13 100 9 100 1 100 
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as well as It was established from teacher respondents that students in government 

schools were allocated to technical vocational education classes in Form 1 using 

national examination results for Grade 7 and in Form 3 they used school internal 

examination results at Form 2. This was shown by the majority of teachers, 76,9% (10) 

from government schools and 23.1 % (3) indicated that there was no standard criteria 

used for selecting students, especially in Form 1 where they just allocated them to 

classes randomly except in Form 3 where school results were used. This was indicated 

in open ended questionnaires. 

The use of examinations in allocating 

confirmed by a teacher respondent in 

remarked: 

m 1 · and Form 3 was further 

t school in an interview. Tgvt6 

There is selection of students t • feamination results and 

this is done by the admin ho are dull are put in 

tech/vocational subjects. The other selection is done at Form 3 using Form 2 end of 

year school results. Those who are viewed as intelligent or who have passed well at 

Form 2 are put in science classes or mainly academic classes. Mostly those who are 

dull and have poor marks are selected at Form 3 to do technical vocational education 

subjects. 

The views of the teacher respondent, Tgvt8, confirmed what happens in most Khami 

government schools when he posited that: 

Students are screened from Form 1 using Grade 7 results by the school 

administration. In Form 3, students are screened using Form 2 school 

reports. Students from first stream classes A and B do sciences and the 

last classes in C to F do technical vocational subjects as it is claimed that 

they are not capable of doing science subjects. 
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Responses from private school teachers as shown in table 4,2 reveal a different 

situation. It was established that students in private schools were allocated to classes in 

Form 1 using Grade 7 results and interest and it was the same for Form 3 students. 

This was indicated by the majority of teacher respondents, 77.8% (7). There were 

22;2% (2 ) new teacher respondents in private schools who said that they were not 

aware of how schools selected students. These were mainly temporary teachers. 

However, information from the farm school reveals that there was no selection as 

students did only Agriculture as a technical vocational subject and they had only one 

stream. 

4.3.2.2 Responses of students on h 

classes 

Views of students were sought on the 

e ected to technical vocational 

s' placement to the technical 

vocational education stream. Of great inter is that different scenario emerged from 

the farm school where studen ilt~f~~so F5 fi ,cffehere was no option. 
The school offered Agriculture to all ~¥q~ etRcf'eorm 4. However, students 
from Fgrp3 wished that the school should have introduced Fashion and Fabrics as one 

of the options because they wanted to learn how to sew some garments for themselves. 

On the issue of placement of students to the technical vocational education stream, 

students from government schools indicated that at Form 1, Grade 7 results were used. 

This view was backed up by responses from Fgrp2 who said Grade 7 results were used 

while others postulated that, they were just put in a straight line and told to go into 

different classes. Others said, they were put in classes and told which subjects to do. 

They further indicated that at Form 3 level those with good results were placed in 

academic classes. 

However, a different view emerged from student respondents in private schools as they 

indicated that interest and ability were considered together with results. One of the 

students from Fgrp4 commented, "They asked us which technical vocational subjects 

we wanted to do when we were placed in Form 1 and at Form 3, they further asked us 
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the subjects we liked". Student respondents from private schools further elaborated that 

their parents' views were sought although the selection process was mainly done by the 

administration. 

Developing a criterion before selection is very important as it can avoid issues of 

unfairness. This assists the person who is doing selection to be consistent. Information 

was sought from school heads and HODs on criteria used in the selection of students to 

vocational education path-way and on the need for consulting students on the choice of 

subjects. 

4.3.2.3 Responses of school heads a 

placing them in TVE stream. 

Information was solicited from governme rm school heads and HODs to 
find out if students were consulted and on ____ d when they were placed in the 

technical vocational education tof departments100% 

from government schools indicatep0 ~ hm,efu • c~1U1o1q,~t-Jsult because they used 
students' abilities in allocating students to classes. However, a different view was 

postulated by the school head from a farm school who indicated that there was no 

consultation of students since Agriculture was the only technical subject offered in her 

school. 

One head from a government school cited some reasons for non consultation when she 

said " Students are not consulted sometimes because they may run away from other 

classes and there may be either more students in one class than in others or some 

classes can go without students". This shows that technical vocational education is not 

implemented according to the stipulated policy. 

A different scenario was observed in private schools where all 100% school heads and 

HOD respondents indicated that students were given a chance to choose subjects. 

They further indicated that they considered students' ability, aptitude and interest. One 
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of the HODs from a private school said, "Their talent is identified and the teacher 

encourages them to do the subject". 

4.3.2.4 Responses of teachers on consultation of students before placement in 

technical vocational education classes. 
Information on consultation of students was also sought from the teachers. It was 

revealed that all 100% (13) teachers from government schools said students were not 

consulted when they were allocated to classes. One of the teachers (Tgvt9) said, 

"Students are not consulted as the school administration uses academic results. 

Students with good results do academi s 

science classes and those with poor res Its 

Tgvt1 confirmed that schools did not u e 

when she remarked that: 

o to 'A 1 up to 81 which are 
86 classes." 

t tude on selection of students, 

Students are not selected accordin to their a i ity or aptitude. The school 

administration just a/Joe t fliffl§i ff 08f Ftfft'/i -~ ~ts at this level 
do one subject. Half the cla '<51?flMYi@r 1j_~ • UefitR!1ics while the other 

half may do Fashion and Fabrics. At form 3 students are again screened 

using Form 2 school results. Students with good results are given 

sciences and put into 'A' class and do not do technical vocational 

education subjects. The dull ones are given to us. 

Tgvt2 from a different government school confirmed the views of her counterpart {Tgvt1) 

when she postulated that: 

Selection of students in this school is done by administration mainly at 

Form 1 here there is no criterion used in this school; half the class may do 

Agriculture and the other half Fashion and Fabrics. At Form 3 there is 

screening using internal school examination results for Form 2. Those 

with good results do sciences and other academic subjects. 
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On the issue of consultation, Tgvt6 said, "Students have no say in the choice of 

subjects". Views of Tgvt8 confirmed what happens in most government schools. 

"Parents and students are not consulted". 

Information solicited from private school teacher respondents revealed that students 

are consulted before they are placed into technical vocational education classes. All 

teacher respondents from private schools indicated that students were consulted. This 

was confirmed by a teacher in an interview with the researcher. Tpvt2 commented, " We 

always consult our students to find their interest and their plans for the future. These 

students are our customers so their tef\ st t of their parents should be 

considered so that we can advise them o 

from private schools consulted their stud 11 

education. 

rged that teacher respondents 

i g them to technical vocational 

4.3.2.5 Responses of students rfre~rsttf:y 'fj 6.FB 
Students are the evaluators of the i9-P!Exb was a need to solicit their 
views on the need of them being consulted in class placement. This was important as it 

is government policy that students interest should also be considered when they are 

placed in technical vocational classes. See the table below for their views. 

Table 4.3: Responses of students on whether they were consulted when placed to 
TVE classes. 

Were you consulted when you were teachers placed in TVE Freq % 

No response - -
No 9 27.3 

Yes 23 69.7 

Total 33 100 

Table 4.3: shows that the majority (69.7%) students were not consulted and few 

students (27.3%)said that they were consulted. 
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This was confirmed by one student from Fgrp1 who commented, "I was put in a class 

for metal work but I wanted to do woodwork because I am good at woodwork. I did it at 

Primary School". Another student from Fgrp2 echoed the same sentiment, "I came late 

and I was not consulted. I was just put in a class for metal work". 

On the issue of consultation of students before placement into the technical vocational 

education stream, most of those from private schools indicated that they were 

consulted. This was confirmed by a student from Fgrp4 who said, "The senior teacher 

gave me a list of technical vocational education subjects offered by the school and 

asked me which one I wanted to do". e ncurred with this view. Fgrp4 

commented, " I was asked by the senio 1-------....;::r-..-....-----y~ ~ ,; ifect I wanted to do in Form 3 

after he had looked at my results". 

The researcher further investigated the vi 

being consulted. Their view5lffi'fv~O 
programme he/she does not like ma_,d?Jiti~q t 
the results in the table below. 

fl_ someone to do a 

... ,,__ ........... itude or resentment. See 

Table 4.4: Views of students on their feelings about consultation 

Do you feel you should be Freq % 

consulted? 

No response 1 3.0 

No 8 24.2 

Yes 24 72,7 

Total 33 100 

It was established that the majority of students felt that they should be consulted as it 

was their right. Table 4.4 shows that the majority of students 72, 7% (24) said they 

should be consulted in the selection of technical vocational education subjects. 

Students indicated in the questionnaire that it was their right to be consulted because 

they know what they wanted. It further emerged that students felt they should be 
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consulted because they knew their capabilities and which career path they wanted to 

take as they had different careers to pursue. 

It was further revealed that eight student respondents (24, 2%) indicated that students 

must not be consulted because they cannot make correct decisions and are not 

responsible enough. The bottom line is that students need consultation and that does 

not mean the decision lies with them. They can be consulted and advised, then a final 

decision taken after their contribution has been heard. It is from the consultation that 

one can make an informed decision. 

Some students expressed their concern cr 

One respondent from Fgrp2 said, "Tea 

which we do not want but they should fir 

doing these subjects and then let us make 

d to do subjects they disliked. 

t force us into doing subjects 

antages and disadvantages of 

University of Fort Hare 
This is a clear indication that stude ?fl!t !rrefetranspires in the school. It 
reflects that some students are forced by teachers to do subjects they do not like and 

this is contrary to what the policy on technical vocational education says. It advocates 

consultation and student's interest. Her counterpart in the same group had this to say, 

"We should have a word in the choice of subjects". One of the focus group students 

emphasised the need for student's consultation when she said, "I was put in Agriculture 

but I wanted to do Food and Nutrition". 

One student from Fgrp2 said, "I chose Agriculture. They only asked those who wanted 

to go to Agriculture". Information from one of Fgrp2 respondents indicates that there is 

selection in the application of rules or policy as those students who wanted to join 

Agriculture were asked to make a choice. 

It was established that students from government schools are not consulted as revealed 

by school heads and HODs, teachers and students' responses. There was correlation 

between the responses of these respondents. They all agreed that students were not 
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consulted in government schools. However, a different situation was portrayed in private 

schools where students were consulted, as revealed by all private school respondents. 

4.2.3.6 Stakeholders who selected students 

The study also solicited information from students on stakeholders who were involved in 

their selection. This information was solicited from those students who indicated that 

there was selection in their schools. This information was found to be useful as it would 

indicate who were the people involved in the selection of students to technical 

vocational education. This would shed light whether these were the rightful people. 

Table 4.5 below shows the stakeholders s I t dents. 

Table 4.5: Views of students on stake 

Who were involved in the sele 

students 

School administration Un . 
School head 

Teachers 

Parents 

Total 

in selecting students 

% 

are 

3 20 

1 6.7 

15 100 

It emerged that there were various stakeholders who had a say on students' placement 

to technical vocational education classes. Table 4.5 shows that the majority of student 

respondents 60% (9) -said school administration was involved in the selection of 

students to technical vocational path-way, 20% (3) student respondents said that class 

teachers were involved, 13.3% (2) student respondents said school heads were 

involved in the selection process 6, 7% (1) said parents were involved. Parental 

involvement in selection was mainly done in private schools. In this case it shows that 

parents were given a chance to make requests on their children's placement. 
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4.3.3 Consultation of parents 

The study sought the views of students, SDA members, teachers and DEOs on whether 

parents were consulted on students' selection. The technical vocational education 

students pay a number of levies such as practical levy and the examination fee for 

these subjects is more expensive than academic subjects, hence, there was a need for 

the researcher to find out whether parents were consulted on the choice of subjects by 

their children. The views of parents were important as the sponsors of children and may 

even know the ability of their children, Table 4.6 presents views of teachers on whether 

parents were consulted on students' selection to technical vocational education classes. 

Table 4.6 : Views of teachers of parents on students' 

Yes __ 6 26.1 

No University of Fort H~ 56-5 

Not aware Toget er m Exce enc -
No responses 4 17.4 

Total 23 100 

Table 4.6 above shows that majority of teacher respondents 56.5% (13), indicated that 

parents were not consulted. The majority of these teachers were from government 

schools. Twenty-six comma one percent (6) of teacher respondents indicated that 

parents were consulted and these teachers were from private schools. Four teachers 

(17, 39%) did not indicate their views and these were mainly temporary teachers who 

had been newly employed. These teachers were not aware of what transpired in their 

schools hence opted not to indicate. 

The majority of SDC/SDA members 60% (6) indicated that parents were not consulted 

while 40% (4) SDC/SDA respondents indicated that parents were consulted. The 

researcher further sought to establish the feelings of parents on their not being 

consulted on their children's selection process to technical vocational education 
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classes. The majority, 80% (8) of SDC/SDA members revealed that parents did not 

care even if they were not consulted while 20% (2) of the SDC/SDA members said the 

parents were not happy for not being consulted. They indicated that parents had a right 

to be consulted since it concerned their children. 

The study also sought the views of students on whether their parents should be 

consulted on their selection. The majority of students 54.6% (18) said parents should 

not be consulted because the students themselves knew what they wanted. However, 

45.4% (15) students said parents should be consulted so that they could advise their 

children on which subjects to choose. 

interviews that parents should not be c 

to do subjects which they did not lik 

consulted. 

reiterated during focus group 

parents would force students 

better when they were not 

The students who were intet_m er parents should be 

consulted or not. One student frO'_flb should . be consulted 

because they can advise us on the subjects to choose and they know our interest and 

abilities". The view of parents giving advice is stressed by one of the students in Fgrp2 

when she said, "My parents wanted me to go to Fashion and Fabrics and I was 

fortunate to be placed in a class which offers Fashion and Fabrics". This is a clear 

indication that if this parent was consulted, he/she would have advised his/her child 

accordingly. 

The view of parents' consultation was echoed by another student in Fgrp2 when he 

posited that, "They should be consulted because they are the ones who pay the money 

for these technical subjects so that they can say whether they will be able to pay the 

money or not". Another member of Fgrp2 emphasised the need for parents' consultation 

when she said that, "Our parents were not consulted but they complain about buying 

practical materials and tools for us who do practical subjects like Fashion and Fabrics 

and Food and Nutrition". The data reveal the need for parents' consultation on 

implementation of technical vocational education as they are the major stakeholders. 
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Issues on views on consultation of parents on selection of students were also sought 

from DE02 who said; 

Parents are generally not consulted, unless they go to school themselves 

to make a request. Each pupil at Form 1 and Form 2 level does two TVE 

subjects, while at Form 3 and 4 levels, one subject is done. At Form 3 

level students are supposed to choose one subject, but in some cases 

teachers choose subjects for students. A few schools have extended TVE 

subjects to t!\' level. Also National Foundation Certificate NFC) courses 

are offered by few schools. 

The view of DE02 confirmed the non c 

technical vocational education. Howev 

negative impact on the implementation oft 

rents on students' selection for 

I ation can sometimes have a 

• e as parents may think they are 

cffei i fi~ in the affairs of the being marginalised as stakeh 

school. Together in Excellence 

It was established from all respondents that students are streamed at Form1 and Form 

3 levels mainly using results. The selection is done mainly by administration using 

Grade 7 and Form 2 results in both government and private schools. Information also 

shows that abilities, aptitude and interest of students are used in the selection process; 

especially in private schools while it is not the case with government schools. Another 

interesting aspect unraveled by this data is that administration in government schools 

have not changed as they still followed the selection system used during the pre-

independence era which placed students with poor marks in technical vocational 

classes. 

It emerged from information solicited that the situation is slightly different in private 

schools where students and parents are given a chance to select the subjects of their 

choice with the assistance of administration. Data further revealed a different situation in 

the farm school where students have no choice because of limited subject choice. 
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It emerged that the Ministry o_f Education Secretary's Circular (2006&2007) is being 

flouted as students are not being consulted, mainly in government schools. It was 

further revealed that there was no continuous assessment in the schools as the 

researcher never found any portfolios for students in schools. This was noticed in the 

four government schools, two private and one farm school he visited. Information shows 

that in some instances students are not allowed to choose subjects for fear that some 

classes may end up without students. However, it was revealed that in private schools, 

students were given a chance to select subjects of their own choice. 

Finally, the data revealed that there i 

implemented policies as shown by the di 

technical vocational education stream 

This view is shared by Ornstein and H 

etween written policies and 

e placement of students into 

nt, private and farm schools. 

who argue that the planned 
curriculum is different from the • 1111~~t's f)}eof Fort Hare 

Together in Excellence 
4.4 Teacher Capacity 

Teacher capacity involves knowledge and dispositions that are required from teachers 

to teach in the classroom. It is the core knowledge, skills, and dispositions that teachers 

should possess to teach in today's classrooms. To be more specific, we can define 

these knowledge and skills as the command of subject matter and pedagogical content 

knowledge. Teacher capacity, however, is contingent upon a number of factors such as 

technology, policy and changing demographics; hence, this study considered it as a 

major variable in the implementation of technical vocational education. 

Capacity of teachers includes variables such as one's academic qualification, 

specialization and experience in the job or position as well as teaching strategies used 

by that individual. Experience enables one to execute duties in a prolific manner. In 

implementation of technical vocational education, an instructional leader is able to use 

his/her experience to develop students' technical skills as well as groom the young and 

upcoming teachers. Above all, the experience is an obligation for both teachers and 
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administrators as they are to build the capacity of their students, peers and juniors. One 

has to use a variety of strategies and teaching methods and techniques as an 

instructional leader. Hence, there was a need to solicit information on professional 

qualifications of teachers. 

4.4.1 Professional qualifications 

According to the requirement of MoESC & MoHET (2001 ), to be considered as a 

professional qualified teacher in Zimbabwe you should either possess a Certificate in · 

Education (CE) or a Diploma in Education Di . Ed . This is attained after four years of 

training after 'O' Level or two years o 

teaching degree. Those who intended 

generally had a minimum of 5 O-Level 

Science and Mathematics (MoESC & 

only those with A-Level qualifications. The m • 

C or better including English, 

There are colleges now taking 

general academic backgroundlih • • r a {kacher and technical 

vocational education. It is this calib'f9~f~~thii/t1;(ilr1b~1;fMleet the challenges of the 

education system and socio-economic dynamics of the 21st century (MoESC& MoHET, 

2001 ). 

The researcher wanted to establish the professional qualifications of teachers as they 

have an effect on the implementation of technical vocational education. However, one 

teacher did not indicate her qualifications, hence there are twenty-two teachers. The 

table below shows the qualifications of teachers. 
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Table 4.7: Professional qualifications of teachers by school type 

Type Government Private Farm 

Qualification freq % Freq % Freq % 

Certificate in 1 8,3 

Education 

Diploma in 4 33,3 3 33,3 

Education 

Graduate 

Certificate in 

Education 
I~ JJM 

BEd 2 16,7 2 2',2 
' -~ 

Honours 1 h$.~NEI 
VIUI: 

Bl Mus 
LUMEN 

MEd \Ill 

' J 
No 5 41,7 3 3~ -4 100 

professional llJnive rs~ity_c fFor Hart 
- .... 

Total 12 100 gt. Of; err-r~n m ~x, em n~<oo 

The researcher investigated teachers' professional qualifications. It emerged that 

schools had inadequate professionally qualified teachers. Table 4. 7 shows information 

on professional qualifications of teachers from government, private and farm schools. 

The information on government schools is being presented first followed by information 

from private schools then finally the farm school. 

It emerged from information that government schools had 41 ,7% (5) teacher 

respondents that were not professionally qualified and 33,3% ( 4) were professionally 

qualified as they had Diploma in Education (Dip. Ed.). Only 2 (16,7%) teacher 

respondents from government schools had a Bachelor of Education degree. It was 

revealed that the total number of professionally qualified teacher respondents in 

government schools was 68, 4% (7) and 41, 7% (5) were not professionally qualified. 

From this information, in can be inferred that technical vocational education in 

government schools has inadequate professionally qualified teachers. Some technical 
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vocational education classes are taught by temporary teachers or under qualified 

teachers. This was also confirmed during interviews. 

Students in technical vocational education in private schools are taught by some 

unqualified teachers although the table shows that there are more professionally 

qualified teachers than unqualified. Information from private schools on professional 

qualifications of teachers in table 4. 7 indicates that 33, 3% (3) teacher respondents in 

private schools had no professional qualifications and the other33.3% (3) had Diploma 

in Education. Two (22, 2%) possessed a Bachelor of Education Degree and only one 

(11, 1 %) teacher respondent had an Hon ur 

Information from Table 4. 7 shows that ttn-lt--OJM\Qil~teacher respondent in the farm 

school was not professionally qualified. t d from the school documents 

that he possessed an Advanced General ificate. This teacher respondent 
was fresh from school. University of Fort Hare 

Together in Excellence 
All schools, whether government, private or farm have a shortage of professionally 

qualified technical vocational education teachers but the shortage is higher in 

government schools than in private schools. It was also revealed that in private schools, 

there were more teachers with degrees 33,3% (3) than in government schools. It 

emerged that the farm school had a critical shortage of professionally qualified teachers. 

The critical shortages of professionally qualified personnel in technical vocational 

education were confirmed by the district education officers. 

DEO 1 commented: 

The district has a complement staff of twelve qualified technical vocational 

subject teachers. This is a quarter of the whole staff needed in the district. 

Most teachers are under qualified. The qualification for one to teach 

technical vocational education is that; he/she should have trained as a 

teacher and has a diploma in education in the relevant subject or have a 

degree in the taught subject plus a teaching certificate. 
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The following are also comments from one of the education officers on shortages of 

technical vocational education professional qualified teachers. DEO 2 had this to say: 

The secondary sector is under-staffed. Out of 650 posts, only 230 are full. However, the 

worst affected are the technical vocational education subjects, sciences, mathematics, 

and commercials. For one to be said to be qualified to teach technical vocational 

education subjects, one should have passed a Diploma in Education and should have 

specialised in one technical subject or have a degree with a teaching qualification. 

Information on adequacy of professio 

school heads and HODs as the sch o 

indicated that schools had inadequat 

education teachers. 

achers was sought from the 

All of them (100%) 

qualified technical vocational 

University of Fort Hare 
The shortage of professionally qua • ~ e !;]WP - ~ed by government, farm 
and private school students' interviews. The following is a comment from student Fgrp1: 

Presently we have adequate teachers but last year Form 3 students doing Agriculture 

spent the whole year without a teacher and some of Form 2s last year had no teacher 

for metal work. They did not learn in 2008 because there were no teachers and some of 

them who were supposed to teach were on strike for two terms. 

However, it has to be noted that when students talk of adequate teachers, they mean 

the number of teachers in the school inclusive of untrained teachers as observed by the 

researcher. The researcher observed that all schools had temporary teachers among 

their staff compliment. Fgrp2 said: 

We had shortages of teachers last year and we spent a lot of time without 

learning as teachers were on strike. Most of the teachers came this year 

and most of them are unqualified. A number of teachers transferred and 

some of them we hear have gone to South Africa and Botswana. In 
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Agriculture we had no teachers for the whole of second and third term 

when we were in Form 3 and they only came this year during first term, 

also in metal work they had no teachers. They only came this year during 

first term. Most of them are temporary teachers. 

Most of those students who indicated that they had no teachers in Form 2 are now 

doing Form 3. 

Responses by students from the farm school confirmed the shortages of professionally 

qualified teachers. On the same issu •, 

teachers and untrained teachers. The s © 

exists in this school as the teacher is unt a· 

We had shortage of teachers last 

distinguish between qualified 

fe sionally qualified teachers still 

id: 

the whole term without 

our teachers are temporary tp~ 
they teach as they assist us. 

·~~'"''-'~.,.,.,.. .... JU,.,__,....,.,flf~rning. Most of 

... .....,,.,.,., about the way 

In an interview with the researcher, the SDA secretary and SDA chairperson echoed 

similar sentiments to those posited by students in a focus group discussion. They 

claimed that schools had a shortage of professionally qualified teachers. The following 

is the comment from SDA1: 

We have shortage of teachers. Our teachers are inadequate. Most of them 

have moved to Botswana and South Africa because there are no salaries 

for teachers here. At the present moment we have eleven relief teachers, 

that is, temporary teachers. 

It has been established that all schools, whether government or private, had a shortage 

of professionally qualified personnel. Most of these teachers have gone to countries like 

South Africa, Botswana and Britain. Technical vocational education is being 
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implemented by temporary teachers because the majority of qualified personnel had left 

the country. 

4.4.1.1 Causes for shortages of professionally qualified teachers 

The researcher investigated the shortage of professionally qualified teachers for 

technical vocational education in schools. Information was sought from DEOs, teacher 

respondents, school heads and HOD respondents. The following was the response 

from DEO1: 

Most of the teachers have left tea bing-1J.ecause f poor salaries, working 

conditions and on economic si f\}"1,..-,,n~, .. {;il as been a high staff 

turnover, especially among the yo Cll'f41,E.1,[l, hard working teachers. 

Most of them have left the countr 

Britain. The old teachers have who are 

sometimes not diligent. 
University of Fort Hare 

. . Toaether in Excellence 
DEO2 concurred with his counterpar1 wrieri ne remarked: 

Most of the technical vocational education teachers have left the country 

for other countries due to poor working conditions. Roughly two thirds of 

the teachers have gone. Teachers are not receiving any salaries at the 

present moment. They are only paid allowances of US$100 and nothing 

else. There is no longer assistance in purchasing houses and vehicles. 

Communities are now requested to offer incentives to teachers to 

complement government efforts. 

The researcher also enquired from school heads and HODs on why there was a 

shortage of professionally qualified technical vocational education teachers. All the 

school heads from government, private and the farm school unanimously agreed that 

low salaries, demotivation, poor conditions of service as well as an unfavourable 

economic situation contributed to shortage of these professionals. One HOD went 

further to indicate that shortage of technical vocational education teacher training 
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colleges had an effect on the shortages of professionally qualified teachers. He 

indicated that there was only Mutare and Belvedere Teachers' Colleges. 

However, the school head of the farm school indicated that poor infrastructure and 

shortage of accommodation, shortage of water, lack of electricity in her school as well 

as high transport costs had an impact on high staff turnover in her school. Teachers 

were to commute daily from town (Bulawayo) to the school which is twenty-seven 

kilometers from Bulawayo. Teachers had to hitch-hike(ask for lifts) twice or three times 

to school, that is, boarded lifts twice or three times before they reached school. It has to 

be noted that all schools in Zimbabw 

teachers' cottages on the school premis 

Information was also solicited from t 

shortage of technical vocational education 

he farms or rural areas have 

dents on issues pertaining to 

ey confirmed what was indicated 

by education officers that pr . ~ ...,.,....,..._e a_,_!ethe teaching service 

because of low salaries and poor~· • <J~is was confirmed by the 

majority of teachers 78,26% (18) who cited poor salaries as a cause of lack of 

motivation among teachers, 2 teachers (8.70%) associated poor conditions of service 

and poor salaries as a cause for decline of standards. Three (13,04%) teachers 

indicated that low salaries contributed to lack of commitment by teachers in the 

performance of their duties as they spent some valuable time looking for menial jobs to 

supplement their magre salaries. 

It has been established that generally all schools whether government, private or farm 

were manned by temporary teachers as the majority of qualified personnel had left the 

country. Most of the respondents indicated that the causes of the brain drain among 

professional teachers was poor salaries, poor conditions of service as well as poor 

motivation factors for professional technical vocational education teachers. The other 

factor cited was the poor economic situation in the country. However, in the farm school 

poor and lack of accommodation, shortage of water and lack of electricity were cited as 
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causes of shortage of professionally qualified teachers. High transport costs were also 

cited. 

4.4.2 Professional qualifications of heads and HODs 

In Zimbabwe for one to be a school head one should possess a minimum qualification 

of an 'O' Level Certificate, Certificate in Education and a degree. However, for one to be 

HOD, one should possess a teaching certificate or degree in that particular subject. The 

HODs are the experts or "fundis" in their areas. They are mainly responsible for 

supervising and administering the affair~.a........>-U ...... , ents. The school head relies 

on their expertise. 

The researcher sought information to e$~:~-~ IJ$'tll "~rmms and heads of schools were 

professionally qualified to execute their ties. It should be not that the 

number of management team from governme schools is 10 instead of 11 because 
one member did not write i • • M , • . JreP~ -=_,,.....,,.,. shows professional 

. . Toaether in Excellence qualtficat,ons of HODs and school heacts for government, private and farm schools. 

Table 4.8: Professional qualifications of heads and heads of departments 

Type Government Private Farm 

Qualification freq % freq % Freq % 

Certificate in 2 20 1 16,66 1 100 

Education 

Diploma in 1 10 2 33,32 

Education 

Graduate 2 20 1 16,66 

Certificate in 

Education 

B. Ed. 4 40 

Honours 1 16,66 

M. Ed. 1 10 1 16.66 
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I Total 110 1100 16 1100 I 1 1
100 

Information indicates that ten HODs and heads were from government schools. There 

were six heads and HODs from private schools and one head from the farm school. In 

the farm school, the researcher observed that there was no HOD because there was 

only one technical vocational subject and it was a small school. 

It emerged that all heads of schools and HODs were professionally qualified. According 

to information from table 4.8, the maj s and HOD, 40% (4) from 

government schools had a Bachelo degree. Management from 

government schools with Certificate in raduate Certificate were two 

(20%) respectively. The Graduate Certi 'l~~~!!::l~ fi ssional educational certificate 

awarded by the University of Zimbabwe to o first acquire academic degrees 

before qualifying as teachers. I\..A liHni-.utA1::i...n~cl'r DC;>SSr:rs-E~e.<n- ~ri-trn~te in Education and 
l 

Diploma in Education. Together in Excellence 

Information reveals that the majority (33,32%) of management, from private schools 

had a Diploma in Education and according to records, these were mainly heads of 

departments. Table 4.8 indicates that there was one management (16,66%) with 

Masters in Education. All management from private schools were professionally 

qualified. The only head from the farm school was professionally qualified. However, 

administratively, she was not adequately qualified as all school heads should possess a 

degree. The researcher found that she was an acting head and was the only one 

together with her deputy who were professionally qualified in the school. 

It emerged that school heads in government and private schools had relevant 

professional qualifications. They all had degrees. The heads of departments were also 

professionally qualified. Therefore, technical vocational education in all the schools is 

being managed by suitably and professionally qualified personnel. 
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4.4.3 Teachers' specialisation 

The study sought to establish the specialization areas of teachers since it had a direct 

bearing on the implementation of technical vocational education. The way one conducts 

lessons is dependent on the knowledge one possesses in that field. It becomes easier 

for an individual to teach a subject where one is an expert, not where one lacks 

knowledge and the skills. The teacher may lack confidence in a subject where he/she 

lacks knowledge. It has to be noted that quite a number of teacher respondents had 

specialisation in industrial fields but they were still considered as temporary or 

unqualified teachers as they had no professional qualifications. 

Hence the researcher sought to establis achers in the studied area had 

specialised in technical vocational educ ti I elow presents specialization of 

teachers. Nonetheless, it should be n~ ~ M ~ ~~-ef are twenty-two teachers who 

entered their specialisation and one respa~~· ..... ...i:=-~""._,,::--.. a government school did not 

indicate her specialisation. University of Fort Hare 
Together in Excellence 
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J"able 4.9: Specialisation of teachers 

School type Government Private 
Specialisation Freq % Freq % 
Diploma 
Agriculture 

in 2 16.7 1 11.1 

Carpentry 
Clothing & Textiles 2 
computer 
Religious Studies & 1 

Clothing 
Fashion & Fabrics 1 
Geography & 
Agriculture 
Home Economics 2 
Metal work 1 
Art 
Woodwork 2 
Human Resources 1 
Management 
No specialisation 
Total 12 

16.7 1 11.1 
1 11.1 

8.3 

8.3 
11.1 

16. 7 r::::::::.' __ 'b .__.. ,,-:e-

\ ll~ ~- •• l/ 22,2 

UniJ€rsity of Fort Hare 
'ogetner m bxceller•ce 
100 9 100 

Farm 
Freq % 

1 100 
1 100 

It was established that the teachers had specialized in various fields except one teacher 

from a farm school. Table 4.9 indicates that 16, 7% (2) teachers from government 

schools teaching Agriculture had Diploma in Agriculture and they were all females. 

Clothing and Textile had16, 7% (2) and Home Economics also had16, 7% (2) teachers. 

All of the teachers that specialised in these subjects were women. It was further 

established that16, 7%) (2) teacher respondents specialised in Woodwork and 

according to school records, these males had relevant qualifications. Religious Studies • 

and Human Resources Management had one person each as indicated by table 4.9 

above. These teachers were teaching subjects which were different from their 

specialisation as revealed by teachers in interviews. The teacher with Human 

Resources Management specialisation was teaching Agriculture and the one who 

specialised in Religious Studies was teaching Fashion and Fabrics. 
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It can be observed that in government schools, some of the teachers, although they had 

specialised subjects were teaching subjects which were not their specialisation. Such 

teachers could lack both content and pedagogic skills. On the other hand, there were 

some technical vocational teachers who had specialised and taught subjects which they 

had specialised in. 

Information on specialisation from private school teachers in table 4.9 indicates that 

Woodwork had the highest number of specialised personnel which is 33, 3% (3) and 

they were all male. According to the sc 

right subjects in which they had specialis 

specialised in it and they were both fem 

as indicated in table 4.9 above. 

f se teachers were teaching the 
, i n had 22,2% (2) teachers that 

,;rr-ir-tn,JdAf,~f1f..tHe other subjects had one each 

All the teachers in the privatmf{Yef§ftf C> • • . ~f~uld be assumed that 
these teachers had the subject cont lee lna~ed the pedagogic skills as 
they were not professionally qualified. Teachers in private schools taught subjects that 

they had specialised in. 

It was also established that the majority of teachers who were teaching Technical 

Graphics specialized mainly in Wood Work. These teachers had the know-how since 

Technical Graphics is part of designing. Interestingly, it was found that although schools 

had specialised teachers, some of the teachers taught subjects in which they had not 

specialised, especially in government schools. However, such a situation did not prevail 

in private schools. It was also revealed that schools used teachers who had subject 

content but lacked pedagogic skills. 

4.4.4 Experience and age of teachers 

The experience of teachers was sought because they had a direct bearing on the 

implementation of technical vocational education. Experienced teachers are conversant 

with the syllabus. They understand problems faced by students in their different 
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subjects and topics. They know topics which need more time and those topics which 

usually cause problems to students. The ages of teachers were also sought as it is 

assumed that young teachers are more mobile than old teachers. It is also assumed 

that old teachers are more mature and may be more experienced. However, one 

teacher did not indicate her age hence 22 respondents appear in the table. Table 4.10 

presents ages and experiences of school teachers. 

Table 4.10: Responses of teachers on their ages and years of teaching 
experience 

Government 

schools 

age exp freq % 

20-29 <1 2 15,4 

30-39 1-5 5 38,5 

30-39 6-10 4 u re 
40-49 11-15 1 ce 
50-59 >20 1 7,7 1 11, 1 

Total 13 100 9 100 

Information revealed that most teachers in government schools had one to five years 

experience of teaching. There were more teachers that had between six and ten years 

of teaching experience. The most experienced teachers had more than twenty years 

teaching experience. This is shown in table 4.10 which indicates that most teacher 

38,5% (5) in government schools were between the age of thirty and thirty-nine had 

between one and five years teaching experience and 15,4% (2) between the age of 

twenty to twenty-nine. Those with between six and ten years of teaching experience 

were only 30,8% ( 4) and were in the age range of thirty to thirty-nine. However, it was 

established that there were only two teachers (15,4%) with less than one year teaching 

experience in government schools and these teachers were in the age range of twenty 

to twenty-nine. 
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It can be observed that teachers in government schools were inexperienced as the 

majority of them had between one and five years of teaching experience and some had 

less than one year of teaching experience. Information also reveals that there are young 

teachers in government schools. 

It was established that private schools had more experienced teachers who had been 

teaching for more than twenty years and they are more mature, old teachers in private 

schools than in government schools. Information on table 4.10 indicates that most 

teacher respondents 33,3% (3) in priv more than twenty years of 
teaching experience and were in the a _______ , tf. to forty-nine. There was also 

one teacher with more than twenty years atif1~mrl~eQiral1 d was in th e age range of fifty 

to fifty-nine. Teachers with less than on experience were 22,2% (2). 
Generally technical vocational education ___ rivate schools were highly 

experienced and mature peopl(i.T • •t f F t H u n1vers1 y o or are 
Together in Excellence 

The situation in the farm school was different from the rest as the only technical 

vocational teacher had less than one year teaching experience. 

It emerged that government, private and farm schools have a small number of young 

and inexperienced teachers as compared to the old and experienced ones. Information 

further reveals that there are more old experienced teachers in private schools than in 

the government schools and farm school considering that four teachers had twenty 

years of experience and those were in the age range from forty-nine to fifty-nine. 

Information was also solicited on school heads and HODs to ascertain their ages and 

teaching experience. The information is indicated in table 4.11 below. 
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Table 4.11: Responses of school heads and HODs on their ages and years of 
experience in management 

Government Private schools 

schools 

Age exp freq % freq % 

20-29 <1 1 8,3 1 16,7 

30-39 <1 3 25,0 2 33,3 

40-49 1-5 2 16,7 2 33,3 

40-49 6-10 2 16,7 

40-49 >20 3 25,0 ~\\/\/ II /fj 
50-59 >20 1 8,3 :¥ 
Total 12 100 JV ira1 

111MINE Bl illus 
\ II TU!LJ~ VltN 

V '- -
Information solicited from ma ~t schools, there are 

more young and inexperienced m~ _iE~~~rt.:~'illc han in private schools as 
revealed by table 4.11. The majority of school management, 33% (4) from government 

schools had less than one year experience in a management position. These 

management respondents were in the age range of twenty to thirty-nine. It emerged 

from interviews that these were the majority of HODs. It was also established that there 

were some respondents with more than twenty years of experie.nce in management. 

Table 4.11 shows that these were in the age range of forty to forty-nine. From interviews 

with the management respondents these were the heads of schools and HODs. 

Information further revealed that in private schools, there were more young 

inexperienced members of the school management. 

Table 4.11 indicates that half, that is, 50% (3) of the management team respondents 

from private school had less than one year experience in a management position. Two 

management respondents (33,3%) in this school category had one to five years 

experience in management positions and were aged between forty to forty-nine. The 
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only experienced management respondent had more than twenty years in a 

management position and fell in the age range of forty to forty-nine. 

From interviews it was established that the school heads were in the age range of 

between forty to forty-nine and fifty to fifty-nine years. Only one head had one to five 

years and more than twenty years experience respectively. One can conclude that 

technical vocational education in Khami District private schools is being managed by 

inexperienced personnel. The same scenario was observed on the farm school where 

the only management respondent from this school has between one and five years of 

experience and is between the age of thi 

The district officials had vast experienc 

deputy head, head and finally district ed 

-~ """--ram the ranks of a teacher to 

he former Khami DEO had the 

relevant experience as a technical voca • nal edu officer. He had five years 

experience as a subject spec· "i\_i\9~t8siffyo~ ~I" e ·ff~ vocational education 
and also had 4 years experience in~gl) p i>lf cJi110J~~r, the current Khami DEO 
had only 4 years experience as an education officer and had no technical vocational 

education expertise. It can be observed that while the district education officer may 

have a wide range of experience in the supervisory and management position, he may 

lack technical vocational education expertise needed to advise staff. 

4.5 Delivery of the curriculum 

The training and qualification of a teacher may determine his/her instructional delivery 

strategies or teaching methods. These can also be determined by the calibre of 

students one has as well as the discipline one is teaching. However, in some situations 

the choice of methods may also depend on the experience of the teacher and on what 

he/she wants to achieve. 

It is the task of the teacher to identify the particular technique which he/she considers as 

appropriate to the instructional situation and which will best contribute to the attainment 

of educational goals. Hence, the researcher sought to establish strategies and teaching 
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methods used by teachers since they are an important component of the 

implementation of technical vocational education. It is these methods which determine 

students' successful interaction with the taught curriculum. Table 4. 12 below shows 

teaching methods/ strategies used by teachers in conducting their lessons in technical 

vocational classes. 

Table 4.12: Responses of teachers on strategies/ teaching methods used by 
teachers in the classroom. 

Teaching methods Number of teachers 

Demonstration, experiments and lectu 

Theory and practical and seminar 

Group work and discussion 

Teacher to pupil/lecture 

Total 

University of Fort Hare 
Generally, most teachers use de • n ·ne ~11mttt--1 l1!:n and lecture during their 

lessons as well as group work and discussions. However, lecture method is the least 

used strategy by teachers. It emerged from data that majority of teachers 10 said they 

used the demonstration and experiments methods when conducting their lessons 

because they found those strategies or methods effective when teaching technical 

vocational education. Table 4.12 shows that three teachers used theory and practical 

method and seminar methods in conducting their lessons in technical vocational 

education. They indicated that these strategies were good as they assisted them to 

impart skills among learners. Respondents viewed seminars as child- centred and gave 

students a chance to explore to be creative. 

Table 4.12 shows that the second largest group of 8 teachers indicated that they used 

group work and discussion because it encouraged higher participation among students. 

Two teachers used teacher to pupil/lecture method for pupils to understand and for note 

taking. Respondents said they found this method useful as there was a shortage of text 

books. The evidence from this study reveals that teachers used a number of active 
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learning strategies. Use of various strategies was confirmed by a temporary teacher of 

Agriculture with five years of experience who stated: 

In my theory lessons, I use mostly group discussions. I sometimes use lecture methods 

when there is shortage of text books. Before that I explain fully what is to be done by 

students. In my practical lessons, I use demonstration and instruction. I also use 

practical tests to measure practical ability. 

Tgvt10 commented, "In teaching theory we use methods such as lecture, group support 

and group work where students interact o n and demonstration is used for 

both theory and practicals". 

The views of teachers were confirmed licited from school heads and 

HODs where the majority of the school nagem respondents 12, said teachers 

used child- centred methods s • BW ·!if~ and demonstrations. 
Three management members ind i ~Stlfffitlznq -WP Ws that teachers used a 
combination of child centred , lecture, and project methods in their sessions. There were 

only two management respondents who indicated that they used the lecture method. 

Information from students and teachers confirmed that teachers used a combination of 

project work, group work, demonstrations and lecture methods. 

Data reveals that teachers use active learning strategies in their teaching and learning 

sessions as they use child- centred methods. These are relevant to skills development. 

Students said teachers used the lecture method mainly for note taking and project 

method in Wood- work, Agriculture, Metal work and Fashion and Fabrics. Project 

method was mainly used where students had course work for their final examinations. It 

is observed that one of the basic goals of teaching is to promote learning through the 

use of good teaching strategies and methods. In this respect, teaching strategies or 

methods and the classroom activities involved are chosen for their capacity to bring 

about learning gains. However, these can be affected by class size. 
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4.5.1 Class size 

According to the Ministry's requirement, class average for technical vocational 

education should be fifteen to twenty students as cited by DEO2. However, the 

researcher observed that in some governrnent schools, classes had over- enrolled; with 

about twenty-five to thirty students. Some private schools as well as the farm school 

had less than fifteen students in a class. Low teacher student ratio was witnessed in 

one private school and in the farm school as indicated by school records. Documents 

from the district show that these two schools had less than two hundred students in the 

whole school. 

Over- enrollment was also confirmed by t ilikazi District who stated that, " 

government schools have over-enrolle I a se of shortage of places; as 

such classes are overcrowded". He also ~-_; his affected class management 

by teachers. 

University of Fort Hare 
Class size is an important factor in tJt~,Ciffiifl'MffiP-ffl:Ui1~.ff.;:ttff;:.~t::it::1nical vocational education 

as it determines the sharing of equipment and it has an effect on the teacher's 

management skills and teaching methods. The class size can have a bearing on the 

strategies used by teachers on instructional delivery as well as on teacher 

effectiveness. A big class can sometimes be difficult for the young and inexperienced 

teachers to manage. The majority of the teachers, (60.9%) indicated that the class size 

had an effect on instructional delivery and 34.8% of teachers said the class size had no 

effect on their teaching technical vocational education. The reason propagated by the 

teachers on the effect of class size in students' learning were is that: too many students 

are difficult to manage and resources become inadequate. On the other hand, some 

said class size is not a problem as students learn better if they are put in groups. 

It emerged that all government schools and one urban private school had big class 

sizes. They had about thirty students for technical vocational education; a ratio of 1: 30 

and about forty-five to fifty; a ratio of 1 :50 in the academic classes. The two peri-urban 

private schools and farm school had small class sizes. In some cases the ratio was 1 :7 
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or 1: 12: These classes were manageable and students were able to share the meagre 

resources. 

4.5.2 School syllabi 

Syllabi are an important component in the implementation of technical vocational 

education as they guide teachers on what to teach and what not to teach. Syllabi 

provide the scope of the programme, hence, this study sought information on syllabi 

used by teachers. lnforr!')ation was sought from teachers regarding which syllabus they 

mainly used, the old syllabus or the new ____ s ............. ~------................ old one was used in practical 

subjects since pre-independence ore the introduction of the two 

path-way system. 

The new syllabus is more technical as st design the articles before they 

construct them. It has an advantage in that it a specialization and is in line with the 
new technology and the dema • • lf eijfd II • e mainly for practical 

subjects and had no components toT8£r~Hm~_itt,~q~ Wb<rfl Fashion and Fabrics and 

Wood Work they have added the designing part which constitutes Paper 3 of which 

such elements are absent in the old syllabi. In Food and Nutrition they added Hotel 

Catering and House Management. The previous or old syllabus had only Food and 

Nutrition and Home Management. Table 4.13 presents responses of teachers on the 

syllabi they use. 

T~ble 4.13: Views of teachers on syllabus used by schools 

syllabus Government Private Farm 

used freq % Freq % Freq % 

New 11 71 4 50 1 100 
Old 3 29 4 50 - -

Old & new - - - - - -
Total 14 100 8 100 1 100 
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Information sought from the teachers in government schools revealed that most of them 

used new technical vocational education syllabus and only a few still used the old 

syllabus. Figure 4.13 shows that most of the teachers 71 % (11) from government 

schools, used the new technical vocational education syllabus only 29% (3) indicated 

that they used the old syllabus. One school head from a government school confirmed 

the use of old technical vocational education syllabus when he said, "To be frank with 

you we have not started to implement the new syllabus. This syllabus is demanding and 

it needs a lot of resources which we cannot afford". 

However, a different situation was obser 

of teachers indicated that they used th 
?e ools where half, 50% ( 4) 

nhl~i--21-, d the other half used the new 

r ed that they still used the old syllabus. One school head from a priva emsc:tioi~vi~ 

school syllabus. 

Information reveals that in th [l\r~~m_~ac1 technical vocational 
education syllabus. The teacher r~~htmatn the old syllabus till early 
May 2008. He found the new syllabus difficult to implement because of lack of 

understanding. It was after induction by district officers during school inspection that he 

started using the new syllabus. 

Technical vocational education in Khami District is being implemented through the use 

of old and new syllabi. Those who used the old syllabus justified themselves by arguing 

that: 

• the new syllabus was not available and it is difficult to obtain, 

• it has not been revised for a long time now 

• it is not different from the new one. 

• Those who used the new syllabus argued that: 

• it was because the examinations cover the new syllabus; 

• it is relevant, more informative and has the latest information. 
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The researcher observed that although most schools claimed that they used the new 

syllabus, they did not implement technical vocational education as recommended by the 

Nziramasanga (1999) Commission as schools had only one technical vocational subject 

at Form 1 and all government schools did not have technical vocational path-way at 'A' 

Level. Teachers neglected the designing aspect as most of them were trained for the 

old practical syllabus . 

4.6 Infra-structure and equipment 

Apart from being the direct responsible authority for many schools in the country, the 

Ministry of Education, Sport and Culture i 

as it subsides all schools and mainta s 

ational authority for education 

ranee. In its pursuit of skills 

development among all students it is ........... Nl'M'" • ible for providing: per capita 

grants for every child enrolled in a a-~~- t is also responsible for the 

purchase of tuition materials and a f""-A ,ort~::1.1-n ing grants for authorized and 

completed construction in sec=--.i..,.in-."1-=u~~.i;.,.;'«.,...:H....,_.,lil""'ll:-I'.,, lnm"1~J~ 

encouraged parental involvement 11 

'-ll.l .&.,~ l.li!.J'-'l.he government has 

R:,<rf of technical vocational 

education. Parents are to build classrooms, specialist rooms and buy equipment. 

Hence, the researcher investigated parents' contributions on infra-structure and 

equipment in the past five years. The table below shows SDC/SDA members views on 

parental contributions to school facilities and equipment in the past five years. 
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Table 4.14: Views of SDC/SDA members on parental contributions on School 
facilities and students' equipment 

What were parents' contributions in the school in the past 5 years? Freq % 

Building of classrooms 

Sewing & Wood Work equipment 

Everything needed by school 

Nothing 

No idea 

Total 

It is the responsibility of the SOC/SD 

equipment for the students. Table 14. in 

1 10 
2 20 

4 40 

2 20 

1 10 
10 100 

infrastructure and learning 

;0 (2) of the SDC/SDA members 

indicated that they bought sewing machir\~~~~~~ ork tools for the students, 40% 
(4) said they were able to provide the sch I with t · needed equipment for technical 

vocational education, 20% (2 ~ ewere not able to do 

anything for technical vocational r -::1., ... .,oiof.i lrz~se members were from 

government schools. The only member from the farm school said that they were able to 

construct a classroom block in the past five years and there was an SDC/SDA from a 

government school who had no clue about what they did. 

It was established that parents are trying to improve the learning conditions of their 

children and provide them with resources to assist in their skills development and 

prepare them for the world of work. It emerged from an interview with the SDA member 

that they had repaired school furniture and bought some sewing machines. Information 

was gathered on available specialist rooms for implementing technical vocational 

education ( see table below). 
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Table 4.15: Specialist rooms in schools by type. 

Name of school School type 

A Peri-urban (farm) 

B Private 

C Private 

Private 
D 

Government 
E 
F Government 

H Government 

G Government 

Number of 
specialist rooms 
0 

1 for Computers 

0 

2 

Comments 

No specialist room for 
Agriculture. 
No specialist room for 
Agriculture, Food & 
Nutrition 
No specialist rooms for 
Agriculture & Fashion & 
Fabrics 
For Woodwork Computers. 
Rooms are adequate 

, All these short by 1, there 
is none for Agriculture 

1 for computers 
1&1forF&F 
1 for F&N, 
1 F&F, 1Woodwork& 
1Metalwork 

• &1 computers 

Not adequate even for 
&F. Nothing 

~lture. All 
omputers stolen 

for 
14 

Not adequate & there is 
non for agriculture 
None for Agriculture. Not 
adequate for other 
subjects. 

It emerged that there is a shortage of specialist rooms for technical vocational 

equipment. Table 4.15 reveals that Agriculture is the most affected subject in terms of 

specialist rooms. All schools have a problem with Agriculture specialist rooms. All 

government schools had some specialist rooms for Fashion and Fabrics but were 

inadequate because of high enrolments as revealed in interviews. However, the 

researcher found that one urban private school had no single specialist room for any of 

the technical vocational education subjects taught in their curriculum. The information 

from table 4.15 further indicates that there were three government schools with 
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computers and two in private schools and they all had specialist rooms. It was further 

revealed that schools face problems of theft as one government school lost all fourteen 

computers. 

The researcher further solicited information on adequacy of specialist rooms from 

school management. Their views were important as they were the ones who were 

involved in the day to day running of the school. Figure 4.1 below indicates their 

responses. 

t!I no 

of Fort Hare 

Figure 4.1: Responses of heads and HODs on the adequacy of specialist rooms 

Figure 4.1 shows that the majority of the management team 72% (13) indicated that the 

schools had no adequate specialist rooms for an effective learning environment while a 

few 28% (5) were content with their school specialist rooms as indicated by Figure 4.1. 

Data was solicited from the teachers on the same issue since as the shortage would 

affect them as classroom practitioners. Hence, there was a need to hear their views. 

The shortage of specialist rooms was echoed by the majority (76.9%) of teachers from 

government schools who indicated that specialist rooms were inadequate and the other 

23.1 % indicated that they were adequate. 
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Most of the private schools had adequate specialist rooms. The situation was reflected 

by the majority {66%) teachers and only (44%) of teachers from private schools 

indicated that the schools had inadequate specialist rooms. 

The situation in the farm school was similar to that in government schools as the 

teacher indicated that there was a shortage of a specialist room. The magnitude of 

shortage specialist rooms varied from school to school and by the type of school. The 

shortage is higher in government schools than in private schools. 

Shortage of specialist rooms was also c n Ir terviews by a teacher from one 

private school. Tpvt1 said, "There a/i s and there is shortage of 

classrooms. Some students face the ot e I ss while others face the other 

direction while doing two different su·tJJ___·~ ~~~~~ 91assroom". This scenario was 

observed by the researcher as students do" and Fabrics were crowded in a 

storeroom. They had no furn it ile sewing garments. 

This private school had no single sp • 

A similar situation was observed in a government school where students were using a 

storeroom as a specialist room and they were also doing Fashion and Fabrics. The 

researcher also observed in two government schools that students were doing two 

different subjects using one classroom. One class was doing practical work while the 

other class was doing theory. The students were facing different directions. However, in 

the government schools, the difference was that the specialist rooms were there but 

were inadequate as compared to the number of students. The schools had over-

enrolled. 

Information was also sought from the DEOs on the availability of specialist rooms and 

other resources. The following were some of the comments made by the two senior 

officers in the education department. 
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DE02: The schools have specialist rooms but they are not adequate. This is so 

because schools tend to over- enroll students instead of 15-25; they enroll 30. This over 

stretches the resources. 

DE01 aired the same sentiments as those of his counterpart when he said: "The 

teachers have a problem of shortage of tools, materials, space and specialist rooms. 

This has affected their performance". 

The shortage of specialist rooms was echoed by all interviewed school heads and 

heads of departments. This was also co 1 

and SDC/SDA members. The majority 

The researcher observed that one priva e • 
. school in the farming area had no sin I 

rviews with teachers, students 

shortage of specialist rooms. 

rban area and one peri-urban 

r: om. They both used general 

classrooms for technical vocational subject t healthy for technical vocational 

education which needs special' 19.i~~~ • sons. 

Together in Excellence 
Most of the respondents from government schools indicated that to overcome these 

shortages they had hot seating (learn in shifts). That is, some students had classes in 

the morning while others had classes in the afternoon. In some case, two classes 

shared one classroom. This was a common feature in both government schools and 

private schools where there was a shortage of specialist rooms as observed by the 

researcher. 

4.6.1 School equipment 

Information was solicited from teachers on the adequacy of equipment and other 

learning materials. It was found that the majority of schools, both government and 

private, had shortages of equipment and other relevant school materials. The situation 

was the same in the farm school. This was revealed by DE01 who said: 

Schools have shortage of furniture, equipment, text books and other 

learning materials. The equipment shortages affect the performance of 

students as some equipment is old and unusable. They are in a bad state. 
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The machinery does not match those used by industry. Equipment rieeds 

upgrading. Students find it difficult to use some of the equipment. 

The problem of shortage or inadequacy of learning equipment was also confirmed by 

DEO2: 

We have shortage of text books, desks, tables and chairs for use by our 

students. Most of them are in state of disrepair and some are broken or 

even worn out, while others are no longer in working order, e.g. machines. 

A lot of equipment, machinery and tools have been lost or stolen and there 

is no replacement efforts being m 

The responses from teachers concurred 

indicating that there was a shortage of e 

' Os, with the majority of them 

terials in their schools. Eleven 

(63,6% ) teachers from government sch ____ at there was a critical shortage 

of equipment and learning mat ·il: • !r~o (15,2% ) said that 
they had adequate equipment and I ,,, ... r .......... ation was echoed by one 

teacher through an interview. 

Tgvt2 remarked: 

There is shortage of materials and resources in the school and this 

disturbs our teaching. Students have to bring some equipment and 

ingredients from their homes and as a result, this affects our teaching and 

the learning of students. Students sometimes have to practise preparing 

menu in groups because of shortage of ingredients. 

One student confirmed what was said by the teacher. Fgrp1 said, "In Agriculture we 

have shortage of tools, equipment and water. We sometimes borrow equipment from 

the SDA and sometimes bring some from our homes". 

The respondents from government schools indicated that while the equipment was 

inadequate some of it was too old or obsolete since it was bought long ago, some could 
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hardly be used as some parts were missing and some measuring tools' graduations 

could hardly be seen. Some equipment like the guillotine were usable but were not in 

line with modern technology and others like sewing machines, stoves and welding 

machines were usable. 

Observation by the researcher revealed that the two government schools that were 

doing Metalwork had the shortages of equipment. The researcher observed that they 

had adequate benches and vices although they were old. They had only one gas 

welding plant and it had no tubes and tapes. They all had guillotines and drilling 

machines. They experienced the same r 

consumable tools. However, they had o 

for use • by the whole school. General }1 

compared to other subjects like Agricult 

quipment and none renewal of 

machine which was adequate 

ad no serious shortages as 

Nutrition in all schools where 
it was implemented. The schools encount ms of water rationing as well as 

load shedding of electricity. University of Fort Hare 
Together in Excellence 

The shortage of equipment and learning materials was also observed in private schools 

as indicated by the majority, (66,7% ) of teachers from private schools who said that 

they had inadequate equipment and learning materials. Only 3 (33,3%) of the teachers 

from private schools indicated that they had adequate equipment and learning 

materials. 

Evidence from interviews with teachers from a private school confirmed these 

shortages. Tpvt2 said, "We do not have ironing boards and irons. When we want to 

press our garments we use rulers or the edges of desks. Sometimes students take their 

garments to their homes for pressing". 

The inadequacy of equipment and learning materials in private schools was also 

confirmed by a student during group interviews. Fgrp4 said, "We have shortage of 

sewing machines and materials. We sometimes share one sewing machine being 

seven". This situation was observed by the researcher in one urban private school and 
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the students used hand sewing machines. They sew their garments sitting on the floor. 

However, the machines used were still new and usable. Generally, in private schools, 

while there was a shortage or inadequacy of equipment, teachers confirmed that the 

tools were usable. 

The researcher confirmed the private school teachers views from the observations 

made in two private schools he visited. It was found that there was inadequate. 

equipment and learning-materials and all schools used hand sewing machines. The 

quality of equipment was better than in government schools as some of it was new and 

the old one was usable. However, Ho e , ,c was faced with high cost of 

ingredients and unavailability due to the e omic ion in the country. Agriculture 
also had water problems because of u ll!!:l itd'r---:r. ff",,.,.,n;;,n'h:, he schools were faced with 

electricity load shedding like their counter"-1!~~~~~ . rnment sector. 

The situation in the farm schoo Hi~Jf ~ly'1 Hr &t'" "llr~e school categories. 
They also had a critical shortage of7 • ffleflflf ~aematerials as indicated by 
the teacher. In this school they did not even have a single tool as observed by the 

researcher. The students from the farm school echoed the same sentiments as their 

urban counterparts although in their own situation, they also had to buy seeds as well 

as bring some water from their homes. One student from a farm school focus group 

said: 

We have shortage of Agricultural implements, tools and materials. We do 

not have even one tool. We sometimes bring hoes from our homes. There 

is also a problem of water, the borehole we have usually dries up. We also 

bring water from home for the teachers. So what we learn in theory we do 

not practise because of this water problem. This affects our learning. We 

once brought maize seeds from our homes and we tried to sow it during 

the rainy season but it did not do well as there was drought that year. 

The researcher was informed that the borehole used by the farm school did not produce 

adequate water for the teachers' consumption and for Agricultural purposes as it easily 
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dried up. The researcher established from interviews that teachers had to ask students 

to bring water from home. Sometimes they asked them to fetch it from the nearby farm 

which was a kilometre away. 

These shortages varied from department to department. The hardest hit was the 

Agriculture Department and Food and Nutrition. The Art, Metalwork, Woodwork and 

Technical Graphics had lesser problems. In the Home Economics department no single 

school had fire extinguishers for emergency. The safety precautions were not taken into 

consideration. 

Information was sought on how teacher 

and learning materials. Teachers indicatd:.rr.ilh-..::ir.tTo~ 

from their homes. One Woodwork teach 

e with shortages of equipment 

rk d students to bring some items 

at sometimes teachers brought 

their personal tools from home. He furthe that during examination periods, 

they also borrow some equipm lf ~fS: ~· OOJ]gfnjl.QIJ rliJJ~~;LOOls. 

Together in Excellence 
This was substantiated by one student in focus group discussions who stated, "Those 

in Fashion and Fabrics and in Food and Nutrition sometimes buy or bring equipment 

and materials from their homes". In the same discussions another student in Food and 

Nutrition said, "We always buy or bring flour, salt, sugar and other ingredients from our 

homes because the school cannot afford to buy them for us". 

Teachers' capacity in the implementation of technical vocational education can be 

affected by these shortages of materials and the use of materials of less quality as well 

as substandard equipment. This was expressed by a teacher ( Tpvt2) from a private 

school when she said: 

Because of these shortages, we sometimes use things which are 

irrelevant. The shortages of ingredients also affect the quality and texture 

of our products. Sometimes it makes it difficult to produce a three course 

meal. Teachers find it difficult to practise. For example, students practise 

169 



 

 

in twos while in the examinations, it will be an individual effort and it takes 

about 2 hours and the student will not be used to that. 

It emerged from the data that most of the school_s had a shortage of equipme,nt and 

learning materials. It was also revealed that schools lost equipment through theft. 

Government schools have more of a shortage of equipment and learning materials than 

in private schools and most of the equipment is old and unusable as compared to 

private schools. One can therefore conclude that Implementation of technical vocational 

education in Khami District secondary schools faces a critical shortage of equipment 

and learning materials. The researche ur r i v s i ated the quality of equipment 

used by students. 

4.6.1.1 Quality of equipment 

Information was sought to establish the qua 1 .........,_-=-"'1.-- · ..... ment used by students, since the 
quality of equipment could aff lll!'iii, ,~1w·l,~m· fQm•t~-i',nrtl.i ocational education. 

1JB.llae~>naet as well as acquisition of Quality of equipment determines th eITT .. __,_...., .... ,1, .. ....... 

relevant skills by students. Old machines can constantly break down or malfunction. 

Table 4.16 presents data on quality of equipment used by students. 

Table 4.16: Responses by students on quality of equipment. 

Quality Govern Pvt school (n= 11) Farm school (n=4) 

school(n=18) 

Freq % Freq % Freq % 

Average 8 44,4 8 72,7 

Good 3 27,3 

Poor 10 55,6 

No equip 4 100 

Total 18 100 11 100 4 100 
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Information solicited from government school students revealed that government 

schools had poor quality of technical vocational education equipment. Table 4.16 

indicates that the majority of students (55.6%) indicated that technical vocational 

education equipment in their schools was poor. This equipment could hardly be used as 

some parts were missing, it was too old, and in most cases malfunctioning. Those tools 

used for measuring graduations could hardly be seen. Eight (44,4%) students indicated 

that the equipment was of average quality. This meant that the equipment was usable 

although old and sometimes gave them problems. 

Information from private schools reveale 

most of the equipment was of average q 

students (72, 7% ), indicated that the qu 

indicated that the equipment was of g 

usable and functioned well without giving th 

c ario as students indicated that 

indicates that the majority of 

liiP1JneJnt was average and (27,3%) 

s means the equipment was 

Universizy of Fort Hare 
The data on table 4.16 indicates • ri. f!x W}1 (48.5%) suggested that 

equipment was of average quality. There was a mixture of sentiments from both private 

and government schools. Information from 13 government school students (39, 39%) 

revealed that the equipment was of poor quality. Three students (9, 09%) from a private 

school indicated that the equipment was of good quality; meaning that it could be used 

without causing any problems. • One student (3%) did not indicate the quality of 

equipment used. 

It emerged that the farm school had a critical shortage of equipment. Information from 

the farm school students revealed that students had no technical vocational education 

equipment; as such instead of indicating the quality, they wrote "no equipment". This 

was indicated by all students. 

4.6.2.1 Views of teachers on quality of school equipment 

The views of teachers were also sought to establish the quality of equipment used by 

students in schools. The majority of equipment in sch9ols was found to be of poor 
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quality. The majority of teachers (61,5%) from government schools indicated that the 

equipment was too old. This equipment always gave them some problems. They could 

hardly be used. Four (33,3%) teachers indicated that the equipment was of average 

quality. 

Information solicited from private schools teachers depicted a different picture in private 

schools as equipment was said to be of average quality and some of it being good. The 

majority of teachers (55.6%), indicated that the equipment was of average quality while 

3 (33,3%) indicated that the equipment was of good quality. However, the situation in 

the farm school was confirmed by the t a nt that it was critical as there 

was no equipment. 

The researcher observed that most of t s old and was not in line with 

the demands of new technology. Machin guillotines, drilling machines and 

hand sewing machines, serve ffi_{}'if~~ i)9uO t • with the demands of 
industry. These machines were oldtB~ er'1'9z quality and type of items 
produced. Students also need to acquire skills to operate machines used in industry to 

make it easy for them when they join the world of work, hence, they should practise with 

the correct machinery. 

4.6.2 Text-book -student ratio 

Text books are an important component of the learning system as they provide 

students with the needed information. They can also be used as referral points when 

doing home work. Students were requested to indicate whether they had technical 

vocational education text books in their schools and also to show the textbook-student 

ratio. Text-books are important for the implementation of technical vocational education 

as they are the source of information. Their responses are shown below according to 

their schools. Table 4.17 below presents data solicited from students on student text-

book ratio in their schools. 
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Table 4.17: Responses of students on textbook student ratio in their schools 

Textbook Government Private Farm 

Ratio 

freq % freq % freq % 

1:3 2 22,2 5 45,5 4 100 

1:4 2 18,2 

1:4 3 27,3 

1:5 2 22,2 1 t4 
1 :6 2 22,2 " r ,;;::: 
Have no 11 61,1 LUMINE BIMI s 

N 
textbooks ) IN I VID 

TUQ_ !_!!MI 

' - / 
No response 1 5,6 '- .,,,,,,. .,, -
Total 18 100U1 1ffers 11)0 ,t .. H' ft l-J 

1 ogether m bXceLLence 

Most government schools in Khami District have a shortage of textbooks as indicated by 

the majority of students. Table 4.17 indicates that the majority of the students 61, 1 % ), 

from government schools said that they had no text books for technical vocational 

education subjects. The text-book- pupil ratio was also high as shown in table 4.17; 5 or 

6 students shared one text-book. The lowest text-book-pupil ratio is shown as 1: 3 in 

government schools. 

This situation was confirmed by the head of department in a government school as she 

indicated that schools doing Fashion and Fabrics had problems in acquiring an 

important text book by Lauw. She commented: 

We have shortage of text books, as you can see we all use this one 

photocopied text-book. It is the only one for the teacher I had to find it for 

myself,· the school cannot afford to buy it. It is not available locally (Needle 

Work and Clothing. Manual Volume 1.Grade 10 by Lauw). This book was 

got in South Africa. Most of the · text books were lost through theft and 
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vandalism and some were lost in 2008 during teachers' strike. We have 

inadequate text-books. The book-student ratio is 1:10. 

Data solicited from private schools depict a different situation from that in government 

schools. Students said that textbook-pupil ratio is low. This was indicated by (45,5%) 

students who indicated the ratio as 1: 3 and (27,2%) students indicated the textbook 

ratio as 1 :5. However, these ratios show inadequacy of textbooks. The problem of text 

books was also highlighted by a teacher from a private school. Tpvt2 said: 

We sometimes use our experience when we are planning or teaching as 

we also have no enough textboo a e rtage of text books; we 

use text books we brought from ...,IL< ... "-~' mer - r ment schools. Form 4s 

use Form 2 books. The best text O l'rru,~'t-l.-1\llnedle work for schools). 

We don't have this textbook. We '\~~~~~'ftocopy this book as the 

school does not have a photocopy, because we do not have 

electricity in the school. University of Fort Hare 
Together in Excellence 

The situation of inadequacy of textbooks in the farm school is not all that critical as three 

students share one textbook. This was shown by all ( 100%) students from the farm 

school. The shortage of textbooks was confirmed by students from the farm school 

during the interview as one student from Fgrp3 said, "We have shortage of text books 

for Agriculture. Some of us share one text book among three of us while others share 

one text book between two of them". 

It emerged that government schools had a critical shortage of textbooks as some 

students indicated. Information from respondents reveals that most schools in 

government schools had more problems with obtaining technical vocational education 

text-books as compared to private schools which had a low textbook student ratio. 

Interestingly information from interviews revealed that the textbook-student ratio was 

better at the peri-urban farm school than at urban government schools. Perhaps this 

could be attributed to low enrolment in the farm school as indicated by school records. 
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Information reflects that all the schools had similar problems regarding the shortage of 

text books. The text book-student ratio is similar in the majority of government schools 

which had high enrolments. The researcher also established that the farm school had 

low student ratio as only two or three of the students shared one text-book. Students 

had a shortage of text books. The text book-student-ratio was too large and made it 

difficult for students to take text books to their homes to do home work. Such text book-

student ratio could have an effect on the durability of text books as they can be easily 

torn when students share them. It can also affect the quality of learning as well as 

strategies used by teachers. This is a cause for concern since it can affect the 

implementation of technical vocational e 

of skills by students can be also affected. 

It emerged from the observations made that the farm school and one 
private school had no school library. The .___ government and private schools 

had libraries but in all the case t1t'f ~~gr· -.. ,:i n ~ .. and lacked relevant 

technical vocational education book!T-J~m f!)~~~n<e~relevant student books for 
subject specifics. The researcher established from interviews with school management 

that most books were mainly donated for reading purposes by NGOs. Libraries need to 

be well equipped since they are the source of knowledge and they assist students to 

develop research skills. 

4.6.3 In-service and training programmes in place in schools (Continuous 

Professional Development) 

In-service Education and Training (INSET) is a term widely used to refer to planned 

activities practised both within and outside schools primarily to develop knowledge, 

skills, attitudes and performance of professional staff in schools (Oldroyd & Hall, 1988). 

This is sometimes referred to. as continuous professional development. 

In-service and training programmes are important aspects of any school development 

programme as they are meant to build capacity of the organization's personnel. They 



 

 

are mainly meant to increase the level of competence for teachers in syllabus 

interpretation, instructional delivery and classroom presentation. These programmes 

can either be conducted internally or externally, that is, by the school or outside school 

agencies. In schools, they are conducted by the administration and outside agencies 

are district education officers and other interested stakeholders. They are meant to 

improve teachers' instructional competence. INSET is mainly the responsibility of the 

deputy school head and head of department in the school setting in Zimbabwe. The 

external INSET programmes fall under the jurisdiction of the education officer and 

Better Schools Programme of Zimbabwe (BSPZ). This study sought to establish INSET 

programmes which are in place in schoo s 

development. 

It was enquired from the school manag ~ ~~~~t6'Jther they conducted in-service 
training within their institutions. lnformati school heads and HODs 

revealed that generally all sctm.1_'9~'fs ·~e8 • 8ff i ct>~rammes within their 
institutions. All management respornre~hJ~~n% 't~}le l4 their schools had INSET 
programmes for teacher development. They all indicated that they conducted staff 

development to improve teachers' instructional skills. Management respondents 

indicated that they used subject panels and class supervision by HODs. This was 

supported by one head of department in an interview with the researcher. She 

commented: 

These teachers are given close supervision and had observation lessons 

for them just yesterday. We scheme together as a department. We also 

have staff development workshops fortnightly where we assist each other 

as teachers in our department. 

Information was also solicited from the school management team as to why they 

conducted INSET programmes in their schools. The majority 42.1 % (8) of school 

management, said that, they used staff development programmes to help teachers 

improve their performance and 15.9% (3) indicated that they used them as motivational 

factors to boost teachers' confidence in class management. 
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The researcher had interest in finding out the most common type of INSET programmes 

in the schools. It was established from interviews with teachers from government, 

private and farm schools that staff development workshops, supervisions, staff meetings 

and induction workshops were the most common forms of teacher development 

programmes conducted in the schools. These were mainly conducted by heads of 

departments and departmental committees. This was also confirmed . by one teacher 

(Tgvt13) who said: 

We sometimes have staff development workshops where we assist each 

other as department on certai es we also have term 

beginning of term and end ofter. 

and how we can improve students 

discuss school issues 

Enquiries were made from teachers on th --.;:;._-- of staff development workshops 

within their schools. lnforma • e:.aJ~~SIJ ~ led that most staff 

development programmes in school . It was also revealed that 

staff meetings were sometimes conducted at the beginning of the term and at the end of 

each term. The duration of these continuous professional development workshops 

ranged from one hour to two hours. 

Regarding assistance that teachers get from their HODs, quite a number of different 

ways of assistance was mentioned; but most teachers cited moral support, staff 

development programmes and issuing of text books as well as planning and scheming 

as a team. 

However, an interviewed teacher (Tgvt1) said she had never received any support from 

the school and district in terms of skills and training since she was new at the school. 

Tgvt2 aired the same sentiments as Tgvt1 when he said that; "There is no assistance 

given by the school in terms of skills development and workshops. Sometimes the 

school administration is not supportive". 
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On INSET programmes and other training programmes provided to assist teachers to 

improve their teaching skills within the school, teachers mentioned staff workshops, 

meetings, induction workshops, assessment programmes. These were mentioned by 

respondents from government, private and farm schools. However it was noted that 

some schools do not conduct these INSET programmes as indicated by Tgvt1 and 

Tgvt2. 

Information from government, private and farm schools reveals that there are no 

workshops conducted by the district education officers to improve teachers' capacity. All 

respondents concurred with this. Tgvt1 r 

personnel do not give us assistance a 

department who said, "We do not have 

Last year we had only one workshop t 

national examinations. It was only the/i 

workshops are held teachers 

and make them better individuals in ~eN/fJ LJQ'""'ll•N 

istrict or province education 

as shared by one head of 

the district education officers. 

n ing end of the year 'O' Level 

days11
• However, when these 

their various skills 

Lack of out of school INSET programmes at district level was confirmed by DE01 in an 

interview: 

When the programme started, we had induction workshops with the 

school heads. The duration varied, running for one day to four days. We 

also had meetings to conscientise them. We first tried to interpret the 

syllabus with them and to upgrade the teachers. This year; we intended to 

have 5 workshops but we were let down by financial constraints. So far we 

had none. 

The lack of out of school INSET programmes was confirmed by one of the district 

education officers in an interview with the researcher. The majority of heads and HODs 
indicated that the support they got from district officers was inadequate. DE02 aired the 

same sentiments when he commented: 11 We have not conducted workshops for the 

technical vocational teachers because of shortage of resources. However, schools 
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organize their own staff development programmes within their schools. They have their 

internal mechanism". 

Information from interviewed teachers from government schools cited Home Economics 

Association as one board which used to develop teachers' capacity in the teaching of 

Fashion and Fabrics and Food and Nutrition. This association used to update its 

members on current developments and trends in the implementation of Food and 

Nutrition and Fashion and Fabrics syllabi as well as teaching strategies in those 

subjects. It was always held annually at national level. However, they pointed out that 

they were no longer attending because 

afford to send teachers to those conferen 

The researcher also established from int 

to universities for further training, in most c 

joined the private sector imme • ~St 
was high for teachers with techniCJlbg@· 
better. 

chers that teachers who went 

return to their stations as they 

ted that the demand 

d remunerations are 

It emerged from information solicited that all schools conduct internal INSET 

programmes such as staff supervision, staff workshops, induction courses and staff 

meetings to assist teachers in professional development. It was established that these 

INSET programmes were conducted to improve teachers' performance and to boost the 

teachers' confidence in handling lessons. These are mainly conducted by heads of 

departments and departmental committees. However, there are no external INSET 

courses conducted by the district. However, teachers could go for study leave to 

advance themselves at colleges or universities. 

4. 7 Financial resources 

Funds are an important component in technical vocational education. For schools to 

operate smoothly, there should be adequate funding to meet operational costs. Schools' 

main revenue base from school levies which are paid by students. These funds are 
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administered by SDA/SDC with the assistance of school heads. It is from these funds 

that schools build specialist rooms, buy furniture, machinery and other learning 

materials such as textbooks and also pay ancillary staff. These facilities are necessary 

and contribute immensely towards the successful implementation of technical vocational 

education curriculum. Hence, this study sought inform~tion on the funding of technical 

vocational education. Information was solicited from school heads and HODs. See the 

table below 

Table 4.18: Views of heads and HODs on funding of schools 

Who funds your school? Farm 

Freq % 

Parents 1 100 

Government 

Parents and government 

Responsible authority Te 
Total 1 100 

Responses from school management team were sought on who was the main funder of 

the schools. It was revealed that most schools are funded by parents through school 

levies. Figure 4.18 indicates that the majority of the management team 90% (10), from 

government schools said schools were mainly funded by parents and only one 

management team member from a government school ( 10% ), indicated that schools 

were funded by parents and the government. The majority (85.7%) of the management 

team from private schools indicated that schools were funded by parents and one 

management member ( 14.2%) from a private school differed with his colleagues when 

he indicated that schools are mainly funded by the responsible authority, in this case, 

the Board of Directors. The funding of schools by parents was also confirmed by the 

school head from the farm school. 
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However, all the members of the management team from government, private schools 

and the farm school indicated that the government paid teachers' salaries although in 

private schools, the board of directors topped it up according to their financial standing. 

The researcher also solicited information on funding of schools from the SDA/SDC. 

Information solicited from SDC/SDA confirmed observations made by the school 

management. The majority of school chairpersons and their secretaries 90% (9), 

indicated that schools were mainly funded by parents although government paid 

teachers' salaries. However, it has to be noted that during the time of the study, 

government did not pay teachers sala • . paid them what was termed 
"allowances" and the parents had to pay ~uh',,,i,'fu)l'j"; "teachers' incentives". 

The funding of schools by parents was c n 1 when he posited: 

There is inadequate funding o .____ ocational education by 

government. The school.~re funded~ !]fJ[~ts g_SJ/;J.ey_R_ay school fees un1vers1 or~orrttare 
and levies. The government Ufo~J~JR R['if!lcfrfe1fc?J1 student but now it 
is no longer doing it; and donors sometimes give direct assistance to 

schools. Some may pay fees for underprivileged student such as orphans 

and buy uniforms or give supplementary feeding, especially World Vision, 

Plan International, Christian Care, Cadec, and Capernum Trust. 

Data indicated that the difference among these schools was the amount of levies paid 

by students. The private schools charge higher levies than government schools. The 

farm school has the lowest fees. A teacher respondent from a private school indicated 

that students were paying R1500 as fees in their school per term as compared to R100 

per term in government schools and R30 in the farm school. 

Students' views were also sought from government and the farm school in a focus 

group, on issues of school finances. The following are comments from two students in 
Fgrp1: 
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We pay school fees and teachers' incentives, we no longer pay practical 

levy but we pay SOC levy (R100), school fees (R100) per term and 

teachers' incentives (R 50) per student per term. The school does not 

receive any funds from the government. The funds we pay are not 

adequate for the school needs. Our parents are also not able to pay these 

funds as some of them are not working and those who are working are 

earning little money. 

Student from Fgrp3 said: 

The funding is mainly done by ou ay school levies. There 

e money we pay is not 

bM-tl:fe"ISciUwtoJ.. The students pay (R30) 

is no money we receive from the 

enough to buy the things neede 

for school levy and (R40) for te 

able to pay this money as some of 

s. The parents are not 

working. Our parents are 

also not able to pay b fffv~ts ff J<tYd 8I-t~torking on the 

farms. Together in Excellence 

According to information solicited from district education officers, school management, 

teachers and students all the schools are mainly funded by parents. All the respondents 

indicated that students' levies are the only revenue base for those schools. Data further 

showed that students in private schools pay the highest levies as compared to 

government and farm schools. However, students in government schools pay higher 

levies than those in the farm school. This is in line with the recommendations of the 

Secretary's Circular 2007(MoESC, 2007) which stipulates that parents should decide 

the levies for their students, according to their affordability. 

4.7.1 Adequacy of school funding 

For schools to operate effectively and efficiently, they need adequate funds for 

operational cost. The researcher therefore went on to investigate adequacy of funds 

from school management, teachers and SDA/SDC respondents. It was established that 

schools generally had inadequate funds. It was revealed by all members of 
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management in government schools100% (10), that their schools had inadequate 

funding. This was also confirmed by the school head from a farm school and the 

majority 67% (4) of the management team respondents from private schools. Only 11 % 

(2) members from the management team respondents from private schools said 

schools had adequate funding. 

The same information was sought from teachers. All 100% (14) of the teachers from 

government schools echoed the same sentiments as school management as they 

indicated that funds were inadequate for school operations. The same sentiments were 

confirmed by the majority of teachers fr Is 6 (67% ), who indicated that 

funds were inadequate. The teacher f hool was in tandem with his 

colleagues' views from both government ~iru~ifWl~~r.100Is. 

The views of SDCs/SDAs were also sou __ adequacy of funds collected by 

schools. Responses from the 'nif ~r~rfSt ec91trr= ~tt:l9), indicated that the 
school funds were not adequate. T tJ ns~ . f!i etvith what was earlier said 
by students, management team and teachers. 

SDA2 remarked: 

Parents find it difficult to pay fees because of poverty and some are not 

working, and those who work get low wages. Some parents also find it 

difficult to pay although they are self employed. Orphaned students find it 

difficult to pay fees. Each student pays USA $10 per child per term and 

this is about R100. 

It also emerged from the interview with one school head from a government school that 

schools face pr.oblems in the payment of levies. She said that, "Parents find it difficult to 

pay levies most of them are not working and some of them are farm workers. 
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However, despite the fact that schools are encountering financial problems, parents are 

trying their level best as observed by the researcher in two government schools where 

parents made repairs of 45 one seater desks and 36 chairs. The researcher found the 

carpenters in the process of repairing the furniture. In the other government school, the 

researcher was shown repaired toilets. However, some desks and chairs that were sent 

for repairs had not been collected due to shortage of funds. This shows that parents 

have a positive attitude towards technical vocational education and with support from 

business people and government, the programme can be successfully implemented. 

The researcher further investigated how 

inadequate. The majority of governmen 

schools supplemented their funds throug 

indicate how they managed 

d to survive if the funds were 

rs 70% (7), indicated that 

3 SDC/SDA (30%) did not 

und-raising included the 
following activities: running scrigcJ11.t1uCfl~::t®1;1s iwg~o~,~r is was confirmed by 

respondents (SDA1 and SDA2) in t~q(/1f~fH~/6b~~JH ~!1ce 

SDA 1 remarked, 'When we repair school equipment we ask for civics day from parents. 

We also run tuck-shops to try to raise funds". 

Respondent SDA2 commented, "We have no other sources of income except fund 

raising through civic days and tuck-shop sells". 

The members of the management team were also asked how they managed to survive 

if the funds were said to be inadequate. Those in government schools echoed the same 

sentiments as their SDA counterparts as they mentioned fund-raising through civics-

days and tuck-shop sales as strategies for supplementing their meagre school 

revenues. 

The management team from private schools concurred with their government school 

counterparts in citing fund-raising activities such as tuck-shop sales and civics-days. 

They further suggested that they sold raffle tickets during school open days. 

184 



 

 

It was established that for most schools to survive, they had to increase their revenue 

base through fund raising activities. The most common strategies for supplementing 

school revenue base· were civics-days and selling goods in the school tuck-shops. 

However, sale of raffle tickets was commonly used by private schools. 

4.7.3 Extra funding 

The researcher went on to investigate whether schools received extra funding. It was 

established from respondents that schools had no extra funding as indicated by the 

majority of the SDC/SDA, 84% (16). Schools did not receive any extra financial 

assistance elsewhere and 16% (3) indicca .. ='-" "'.LI,.. ....... ,~ 

indicated that they had extra funding re 

privileged students. However, informat o 

ad extra funding. Those who 

donors paid levies for under 

dents revealed that orphans 

generally received assistance in various chool levies, school uniforms 

and supplementary feeding. This was confirn"h:!!l'~Y the interviewed SDA chairperson 
and secretary. University of Fort Hare 

Together in Excellence 

This was confirmed from an interview with one government school development 

chairperson who commented, "We do not have extra funding although some students' 

fees was paid by Plan International Zimbabwe, put it is given to few orphans". SDA2 

concurred with her counterpart when she said, 11 Only orphans are assisted by some 

Nongovernmental Organizations (NGOs), like Christian Care and Capenum Trust. Even 

these NGOs are sometimes failing to pay the fees for those students. Now they are also 

in a desperate situation due to economic hardship". 

The assistance given to orphans by NGOs was confirmed in interviews with student 

respondents, when one of them from Fgrp2 said, 11 The government only pays teachers' 

salaries. Plan international Zimbabwe, Strive, Capenum Trust and Bulawayo City 

Council pay only for orphans. Beam is no longer there". Similar comments were echoed 

by one student from a farm school Fgrp3 commented, 11 Capenum Trust and ORAP pay 

levies for orphaned students and also buy uniforms for them, but they do not buy books. 

ORAP gives food to Form one and Form two students". 

185 



 

 

Information from private schools revealed that private schools also received financial 

assistance for orphans from NGOS. This was confirmed in an interview with a student 

who said, "Some students who are orphans and are not able to pay their fees have their 

fees paid from NGOs like Capernum Trust and World Vision. They also buy uniforms 

for them. This was observed from a church private school only. 

Information from DEOs revealed that orphans and vulnerable children from farm 

schools, government schools and private schools were offered some various forms of 

assistance by NGOs. These included sch I uniforms and supplementary 

feeding. 

In an interview DEO2 said: 

.. . the government used to pay gra __ student but now it is no 

longer doing it; and don nW~¥~ oft' ~li~e to schools. 
Some may pay fees for unden Wl/efl,,/iv)<~H • Waf orphans and buy 

uniforms or sometimes give supplementary feeding, especially World 

Vision, Plan International, Christian Care, Cadec, and Capenum Trust. 

It was established that some schools were even offered assistance to build a classroom 

blocks. The researcher was informed that the farm school was assisted by a non-

governmental organization called Zimbabwe Development Communities which donated 

a classroom block and furniture. The parents assisted by contributing labour. It is 

observed that non government organizations are important stakeholders in the schools 

as they contribute towards the betterment of students' lives through education. 

According to the current information from respondents, the Zimbabwean government 

has shifted the funding of schools to parents. This is unlike in the past where the 

parents were· supplementing the government. In the past community support sought to 

bridge the gap on what the Ministry of Education provided and the demands of the 

community or the needs of the school. The community could be called upon to erect 
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additional buildings, employ additional staff, buy more books to supplement existing 

stocks and finance pupils' education tours (MoESC, 1993). However, the Ministry is only 

meeting one of its obligations; that of paying teachers' salaries however, at the time of 

the study, it was only paying them incentives. Information from respondents revealed 

that the funding for schools was inadequate for school operations. Parents had been 
called upon to supplement teachers' salaries through payment of teachers' incentives. 

4.7 .4 Way forward on funding of technical vocational education 

The researcher also sought views of re_s _____ rding the way forward in the 

funding of technical vocational educati . The majority of management 

respondents indicated that there was a r ment to show commitment by 

adequately funding the programme. The i g support by government from 

the business community was also s ble idea for the successful 

implementation of technical vocational educa • 
funding by making students p mdJ~l~\2h~& fl 1 ~s. The following are 
some comments made by school he'f 89frfgffir1MrMW.llence 
HM1said, "For technical vocational education to be successfully implemented, it needs 

commitment from the government. The government has to put more funds". 

HM2 posited: 

"Government should take the Nziramasanga Document (1999) seriously 

and fund technical vocational education. There should be co-operation 

between government and the private sector in funding technical vocational 

education as the two parties may benefit from it" 

Regarding ways of improving technical vocational education funding, all respondents 

from government schools, private schools and the farm school said the government 

should seek help from donors. Half of SDC/SDA management team said parents 

should start self help projects while the other half said government should intervene and 

fund technical vocational education. SDC/SDA respondents further indicated that 
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technical vocational subjects should be made compulsory for all students and more 

resources are needed if its implementation is to succeed. 

4.8 Monitoring and support systems 

Monitoring is the continuous process of ensuring that the implementation of the plan is 

proceeding smoothly. Curriculum designers need to provide the necessary support for 

their recommended programmes or programme modifications to facilitate their fast and 

smooth implementation. Education officers carry out this role of monitoring the 

implementation of curriculum in schools through supervisory duties. Their supervisory 
activities include a formative evaluatio d ~ l'l\l"\,r,a,n, -cq ince they organize in-service 

courses that up-date and extend the 

teachers. There is a need for constant vi i 
have full knowledge of what is taking plac 

d skills of school heads and 

y the district personnel so as to 

District · Education Officers (D • t )b1 ft , curriculum is being 

implemented in schools and rendef 0JrnUr1eretM~c~"rv7i18Gs for teacher growth. The 

schools are visited on equal terms, whether private or government. They are just 

selected randomly. The research sought information on the regularity of class visits by 

the management team. This had a bearing on the implementation process of technical 

vocational education. Figure 4.2 presents data on views of school heads and HODs on 

frequency of school inspections by the district education officers. 

50 
Conceln 1yr 

40 

30 
once in 2 yrs 

zo C once In 3yrs 

10 C once In 4 yrs 

0 once Ins yrs 
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Figure 4.2: Views of heads and HODs on inspection by DEOs 

Figure 4.2 indicates that there are different views on how schools are inspected by 

government, private and farm schools. Information solicited from respondents reveal 

that district officers visited schools once every five years. This was confirmed by the 

majority of the school management team, 50% (9) which indicated that the DEOs did 

full inspection in schools once every five years. Three of these respondents were from 

private schools and six were from government schools. Four (22.2%) management 

team indicated that schools were fully inspected once every year. Two school 

management respondents were from the government schools and the other two were 

from the private schools. 

According to this information, schools supervision from the district 

Five years is a long period 

--~ alified and may need consistent 

officers as they are inspected once eVffl~~~~~ 
considering that some of these teachers 

supervision. University of Fort Hare 
Together in Excellence 

Responses were sought from the teachers on the same issue. It was a established that 

district officers visited schools once every five years while other respondents indicated 

that they had never seen them in their schools. This was substantiated by eight 

teachers 34,8% (8) who indicated that school inspection was done once in every five 

years. Of these teacher respondents, four were from private schools and four from 

government schools. On the other hand, 30, 4% (7) teachers indicated that they had 

never had any school inspection from the DEOs. It emerged that four of these teachers 

were from government schools and three were from private schools. It has to be noted 

that some of these teachers were new in the schools and others had recently joined the 

teaching profession. 

Interestingly one temporary teacher ( 4, 4%) from the farm school indicated that schools 

are inspected once a term. The researcher had an interview with the teacher and found 

that the respondent came to that school in January 2009 during the first term and the 
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DEOs came in 17 June 2009. Since this teacher was temporary, he could have assumed 

that they came every term. 

Information from government school focus group students revealed that the district 

officers never visited schools. One of the student in Fgrp1 said, "We have never seen 

DEOs in our school since we came to this school". Some of these students were in their 

fourth year and therefore it could be assumed that the DEOs had not visited this school 

for four years. 

The views of the students were confirme 

any technical assistance from the distri -

had come for only administrative issues; h 

Tgvt12 said, "I have never had school 

since 1996 when they visited fy 
out some of my short comings". Thism-1frli-l;1f¾l!io 

more than twelve years. 

Mgovt1 said, "We do not have 

e ast time they were here, they 

e any class inspections". 

m the district education officers 

neficial as it pointed 

ad not been inspected for 

A teacher from one of the private schools during the interview confirmed lack of 

supervision in schools by the district education officers. " I have never been inspected 

by DEOs for the past four years as a teacher". Information from the interviewed farm 

school head was different from that of her government school colleagues. 

The district officers also assist us through their school inspection programmes. They 

were here on the 17/06/09 and they inspected all the teachers. It really helped us as 

they pointed out some of our weaknesses. 

This lack of regular supervision was acknowledged by the district education officer. He 

attributed it to shortage of transport and financial resources as well as to the economic 

situation. DEO1 said, "We are handicapped by finance and transport. We have 

managed to visit all the schools in the past five years". 
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The researcher sought information from the DEOs on the standing policy pertaining to 

the full inspection of all schools in terms of normal frequency. The two education officers 

had different views on how often they are supposed to have school inspections 

according to the Ministry's policy document. DEO1 said once every year and DEO2 said 

once in every two years. Such contradictions from people who are to lead and guide a 

district do not give a good picture of the officers' knowledge of policy circulars. Lack of 

knowledge on such issues may have a negative impact on the implementation of 

technical vocational education as policies can be wrongly applied. 

DEOs managed to visit their schools, i .. ~ .;.,,. hey were satisfied with class 
inspections, recommendations and t ict team rendered during full 

school inspections. However, five sch(\dJM~~~iJt members (27.8%) showed 
dissatisfaction. They said the district team inspected the teachers. This is 

an indication that when they vi i i\r~~ "t)r<liF. drf ~feipected. This was in 
tandem with what was echoed by H i Pftfroi • Mf Bli'es came to her school for 

administrative purposes. 

The views of district education officers were sought on what the way forward is in terms 

of schools' inspection in the implementation of technical vocational education. In his 

interview, the Khami District Education Officer emphasized the need for expertise in the 

supervision of technical vocational education teachers. He commented, "Technical 

vocational education should be supervised by people who are experts in the discipline. 

The district should have technical vocational subject inspectors". 

This confirmed the sentiments echoed by former Khami District Education Officer 

earlier that he was the only specialist in the whole of Bulawayo Metropolitan Province. 

He proposed that the government should go back to the old system where there were 

subject education officers. He further suggested that government should inject more 

funds for supervision purposes and provide the district education officers with transport 

for mobility instead of relying on Provincial transport. 
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It emerged from information that there is inadequate supervision of schools by the 

district education officers. Schools are inspected after a long period. It was established 

that some schools are inspected once every five years and some teachers have not 

been inspected for a long period. Inadequate school supervision was attributed to 

financial cost and lack of transport for the district personnel as they relied on Provincial 

transport. It is also alleged that these school inspections are sometimes only conducted 

for administrative purposes. However, it also emerged that when the inspections are 

conducted on classroom practitioners, they are found to be beneficial. Lack of adequate 

supervision by the district educatio impact negatively on the 

implementation of technical vocational e 

sought to establish how the internal scho I 

4.8.1 Class visits by school heads and . . 

lum. Views of teachers were 

The role of the head of a scH 1 1s f g-e • 1t ngs done effectively 
through class teachers. Class vis1t~9~fgeht~ThfyXfcf/l't?Jt~lopmental purposes and 

feedback. The head has to observe the instructional delivery by the teacher, check both 

students and teacher records during class visits as well as give feedback. The staff will 

work well if they see that the administration take-note of their work and constantly 

reinforces them according to their performance. The staff will work well if they are 

properly briefed on what is expected of them as well as on changes taking place. 

Hence, it was important for the researcher to seek the views of the school heads and 

HODs on how often they visited classes. Information was sought on the frequency of 

class visits made by heads and HODs. The data on class visits by school management 

are presented in figure 4.3 below. 
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Figure 4.3: Views of heads and HODs on class visits 

The researcher solicited information about the regularity of class visits by school heads 

and HODS as it contributes towards ta.-a~?t\l~1~•,r, .. ,.. ......... ,"'"'"'ement through feedback and 

reflection which are important compone 

that the management team carried out I 
TUO 

that majority of school heads and HOD r pon 
per term while 11.1 % (2) indicated that they • . . 

-pie learn. Information revealed 

. g larly. Figure 4.3 above shows 

.9% (7) carried class visits twice 

also solicited from the teacher It i · fd .. :;..µt,,;.__,,p,,."'M's. The majority of the 
. Toaether ·n Excellence . 

teachers 47.8% (11 ), said they found 1ne assistance given by HODs being adequate, 

30.4%(7) said that the assistance given to teachers by HODs was inadequate. 

Evidence from interviewed teachers revealed that HODs, deputy heads and . heads 

made class visits. Tgvt13 commented: 

We occasionally have school supervision by the heads of departments, 

deputy head and school head. They make class visits and also do book 

inspections as well as records inspections. Records inspections are done 

fortnightly. The supervisions are beneficial as they assist us to see our 

areas of weakness so that we can correct ourselves. 

A teacher from a private school echoed the same sentiments as her government school 

counterpart when she expressed her views. 
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We have supervision from the HOD, and deputy head, head as well as 

from school directors. In this school you are also observed teaching by the 

management as part of an interview before you are offered a place. 

The assistance of teachers through supervision by the school management was 

confirmed by one of the teacher respondents from a government school as she 

concurred with her private school colleague. "The school assists us through class visits 

and book-inspections. Under normal circumstances we have 3 term books inspections 

and 3 term class visits, but this year we have not yet had any. This is because of the 

economic situation". 

Information solicited from respondent 

benefited from class visits and book insp 

both students and teachers 

d by the management team. 

Information was sought to est • ft'i:'ethe same number of 

class visits by the management. Tlfb~· r-P",.,,_,,.,..,.,_, HOD 50% (9), said they 
conducted the same number of class visits to junior and senior teachers. The reasons 

cited were as follows: they wanted to avoid being accused of bias or favouritism, they 

also wanted to maintain uniformity. These class visits were conducted once a month 

following the supervision schedule. Seven management respondents (38.8%) said 

juniors were monitored more often than senior colleagues. They argued that junior 

teachers needed more assistance than senior teachers. One respondent (5.6%) who 

said they did not always conduct the same number of visits to their teachers argued that 

it depended on availability of time and on how busy the term was. 

Information from figure 4.3 and interviews reveals that management had mixed views 

on supervision conducted as some said they conducted the same visits for both senior 

teachers and junior teachers while others indicated that juniors were supervised more 

regularly than senior teachers. According to school records, it was found that temporary 

teachers received more supervision than qualified teachers. This situation was similar 

for government, private and farm schools. 
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However, during the interview with one teacher, she pointed out a very pertinent issue; 

that of lack of monitoring of students by parents. Tpvt2 said: 

There is no monitoring of students' work by parents as 75% of the 

students stay with house maids and their parents are working in South 

Africa .. There is no-one to supervise the students at home and this affects 

their learning. 

However, an interview with the school head revealed that parents in the farm school 

were not able to monitor thei r children's o to travel long distances to and 

from school and always arrived in the e e I, most of the parents are not 

educated. The observation by the as students need parental 

guidance in order for them to succeed in rk. Such issues could have a 

negative impact on the implementation of te . 

• Universizy of Fort Hare 
According to the solicited informatiot 0 ~ J ·l'ri3~ eril4Pervision of schools from 
the district offices. It emerged that most schools are inspected once after every five 

years. Information also revealed that in some cases, schools' inspection were only 

conducted on administrative issues and neglected the core business of the school 

which is teaching. It was further established that whenever these inspections were 

conducted properly, teachers benefited from them. 

On a positive note, it emerged that teachers received assistance in the form of 

supervision from HODs, deputy heads and school heads. It was revealed that the 

management conducted both class visits and book inspections. These class visits are 

generally conducted twice per term and can be viewed as adequate. It also emerged 

that in some schools, junior teachers are supervised more frequently than their seniors. 

It is assumed that they need more assistance than their senior colleagues. However, 

the majority of schools did not consider seniority when conducting class visits as they 

were afraid to be accused of bias and favouritism. This assistance rendered by the 

management team has been viewed as beneficial by most of the teachers. 
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Students in the farm school lacked parental supervision because most of the parents 

are not educated and secondly because they arrive home late because of long distance. 

It was also revealed that students in private schools lack parental supervision because 

most of parents are working in South Africa and they stay with house maids. Such 

conditions are not favourable for the implementation of technical vocational education. 

4.9 Students' performance 

4.9.1 District national examinations school results from 2006 to 2008 

School results are an indicator of wheth r AhJfr1,w~v ,,. ... ,,4 t achers are achieving their set 

objectives as well as meeting their oblig I r sometimes these cannot be a 
good measure in terms of human capit I ecause examinations tend to 

measure only basic and specific skills an ____ hat may not be required by the 

employers. The researcher soy~ht .data OJ) scho~sults~ was very difficult for the 
researcher to access data on 'ffiP~~~~J!Yu1Ps. o<2TT1of~f{~ool heads or senior 1ogetnerzn xcetl~nce 
teachers would pretend to be busy ana also those asked about the results would only 

say they are very low or poor without giving figures or percentages. 

It was established that there was poor record keeping among schools as some results 

of past years could not be found. However, the researcher also had to use the results 

from the district office for 2006, 2007 and 2008. The 2004 and 2005 results could not be 

accessed as some schools then did not belong to Khami District; they were under 

Mzilikazi District. 

In Zimbabwe a student is considered to have passed a subject if he/she has scored fifty 

percent and above. A student is considered to have passed 'O' Level if he/she has 

passed five subjects including English Language. The national pass rate at 'O' Level is 

21 % for the past five years (MoESC, 2006). 
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All schools offer Agriculture because of accessibility of the equipment and tools. It is 

also encouraged since Zimbabwe is a farming country and most students realize gains. 

The majority of students; mainly girls, do Fashion and Fabrics while Building is mainly 

the domain of boys. The subject with the lowest pass rate was Computer Studies which 

had 8% (3). In the academic path-way, the worst pass rate was 9.6% in Mathematics. 

The best results were from Art where the pass rate was 100% and all three candidates 

passed. The second best subject was Metal work where all forty-five boys (100%) who 

sat for the examinations passed and the two girls failed, bringing the pass rate to 

95,7%. The best pass rate in the acade 1c a wa 60% in Ndebele followed by 

English literature (47%) and English lang 

Information reveals that the average pas I vocational education in 2006 

was 41.9% as compared to 27.4% in th 

education had a higher pass rat han acade!l)j¥ s • ;ts. t H re n1vers1Ly o or a 
Together in Excellence 

vocational 

Generally, there was a decrease in the district national examination of 'O' Level results 

pass rate in technical vocational education path-way. It dropped from 41.9 % in 2006 to 

33.3% in 2007 and 26.46% in 2008. This scenario was also previously displayed by 

schools' results. The same scenario was evident in the a·cademic path-way where the 

average pass rate was 27.4% in 2006, 25.69% in 2007 and 25.9% in 2008. These 

results were worse when compared to those in technical vocational education. It 

emerged that there was a decrease in examination results from 2006 to 2008 in both 

technical vocational path-way and academic path-way". The best results were those for 

2006. The examination results for 2007 were also better than those for 2008. 

The teachers and management respondents attributed such trends to the decline in the 

Zimbabwean economic situation which contributed to the country's brain drain. The 

dissatisfaction and demotivation of teachers was at its highest peak in 2008 when 

schools were not opened for two terms because of teachers' industrial strike action as 
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confirmed by interviews with the teachers. The district report for 'A' Level (2008) 

national examination results analysis for Khami District confirmed that high staff 

turnover, poor remuneration, pupil's negative attitude, absenteeism and unqualified 

personnel are factors which contributed to poor performance (Khami District, 2008). 

The 2007 district national examination results show that all the ten candidates who sat 

for Computer Studies were predominantly girls and it also revealed that all candidates 

failed. The same percentage was witnessed in Physics. In both subjects it was 

attributed to shortage of qualified personnel as the majority of schools were manned by 
temporary teachers in Computer Studie,....._-1-.-.fff"l"P._r+h-<-·...-.-..... ows that students also did not 

do well in Building Studies, 2 students ( , a boy and a girl. This is an 

indicator that given the chance, girls ca n the same manner as boys. It 

was further revealed that the average hnical vocational education in 

2007 was 33.3% as compared to 25.69% i 

• • Universicy of Fort Hare 
It was established that in 2008, stu<;l9~8%P hr 'ct!t JRc~uilding Studies and Food 
and Nutrition· in two government schools because of high cost of building materials due 

to the economic meltdown. One school had to even drop Building Studies in 2009 from 

its school syllabus as stated by an interviewed teacher, "This year we do not have Food 

and Nutrition for forms 1 and 3 because of high cost of ingredients and we also dropped 

Building Studies". 

Evidence reveals that both (100%) candidates who sat for Art passed in 2007. 

According to the documents these results are for a private school in a peri-urban area 

where students were given a choice to choose subjects and the enrolment was low. 

They maintained the previous year's record. This may be attributed to low student-

teacher ratio as shown in open-ended questions and there is high teacher to pupil 

contact. Surprisingly, no student registered for the subject in 2008. 

In general, quite a number of subjects were not registered in 2008 which had been 

registered in the previous years as revealed by the respondents. This was mainly 
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attributed to the high cost of materials. Low results were attributed to the country's 

economic problems and the worst teacher strikes in the country's history and lack of 

resources or some specialist teachers leaving the country for greener pastures as 

previously stated. It can be noted that the number of boys who wrote Fashion and 

Fabrics is very low may be people are changing their attitudes towards classifying 

subjects by gender. Boys who did Fashion and Fabrics managed to pass it and girls 

who did subjects like Technical Graphics. 

The heads and HODs cited the following reasons for such results: 

• Inadequacy of resources as the major causes of poor results 

• Streaming students according to 

• Type of candidature, that is, studC!.l"l'b.::11./VV 

vocational education 

• Shortage of water for practical 

education system being in disarray 

f qualified teachers and the 

University of Fort Hare 
Together in Excellence 

The problem of water was confirmed by SDA1 when she remarked, "As a school, we 

have problem with water shortage. There is no water during the day. I do not know what 

is wrong with the piping. We have approached the councilor he has sugg~sted that we 

should have a borehole". The head of the farm school echoed the same sentiments on 

shortage of water. "We also have the problem of water. The borehole we have dries up. 

So we have to ask school children to bring some water for the teachers from their 

homes with 2 litre bottles". 

An SDA member from a government school attributed the poor results to too many 

temporary teachers in the school and poor school attendance by students as there was 

industrial strike action by teachers for the whole _of 2008. She also attributed it to too 

many transfers to better schools especially to the former white schools (Group A). She 

stated, ''There are many temporary teachers as such the school results are not good. 

The whole of last year there was no learning as the teachers were on strike most of the 

times. Metal work and Agriculture were the most affected". 
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However, one government school with good results attributed it to extra lessons by 

teachers. HOOi stated, "The results last year were good. We had 60% pass rate in 

Fashion and Fabrics. We did well than in Mathematics and Geography which had 1 % 

pass rate each. The reason is that we had extra lessons with our students". 

The two DEOs interviewed attributed the poor pass rate to lack of both material and 

human resources. This view was echoed in the 2008 report on 'A' results analysis. The 

education officers pointed out that the majority of the qualified personnel had left 

teaching for greener pastures. DEO1 

qualified .... Most teachers have left the 

especially, among the young, diligent an 

n7"\'fnm~~-, -1v1 st of the teachers are under t as been a high staff turnover 

The numbers of teachers who had left ed to be two thirds of the full 

complement of staff as stated,.-by .the DEQG.; Ttae.-, DE.04 Testiroated the number of un1vers1Ly 01 ~ort ttare 
trained teachers who had left the_rB[jMf!IR!r ffh c~oorfieMTiately 75%. The DEO 1 
remarked, "Most of the technical vocational teachers have left the country for other 

countries due to poor working conditions. Roughly two thirds of the trained teachers 

have gone". 

According to the solicited information, students in technical vocational education are not 

performing well as the average pass rate is low. However, it has been noted that 

students' pass rate in technical vocational education is better than in academic subjects. 

It further emerged that the students' pass rate since 2006 has been on the decline from 

41,9% in 2006 to 26,46% in 2008. The poor examination results have been attributed to 

the following: brain drain, use of temporary teachers, economic situation in the country, 

• lack of resources and poor attendance. Information reveals that people's attitudes 

towards technical vocational education is gradually changing as boys and girls do 

subjects which were previously gender-biased. It also emerged that while there are 

large classes for technical vocational education, there are few students who register for 
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technical vocational education examination subjects due to high cost of registration fees 

as compared to academic subjects. 

4.9.2 Schools results from 2005 to 2008 

National school examinations results at 'O' Level are not good. Parents complained of 

poor results although they pointed out that some sectors did well. The SDA remarked, 

"Presently school results in Fashion and Fabrics are pleasing; however, those in 

Agriculture and Building are not pleasing. Students acquire skills from these subjects 

but materials are a problem". 

An interview with SDA secretary confirm 

failure of students to high prevalence o 

industrial strike action. She stated; "... Ti 

such, the school results are not good. 

teachers were on strike most 

y schools and attributed the 

hers in schools and teacher 

ny temporary teachers and as 

affected". Together in Excellence 

Students' results are an important aspect of the learning process as they indicate 

students' achievement in terms of learnt and taught skills in technical vocational 
education. Hence, the researcher analysed the documents on students 'results. The 

results for both government and private schools as well as for the farm school are 

presented in figure 4.4. 
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Figure 4.4: Figure 4.4.4: Average sc...,._._.._...,......rwTf,I~..__. seven schools from 2005 to 
2008 

Students' school results . are an import· l-tN;l8C~eeb-:.G~T--:.. e implementation of technical 

vocational education as they are an indi chers perform their duties. The 
researcher was not able to access the res __ fo·r school A, for 2005 for school 

C and for 2007 for school D. r'rfv~ sr-l:fb art 1~gere not doing well in 
national examinations as the avera • j • i e ~ools is below fifty-percent. 

There is only one school which has good results which is above fifty percent for three 
consecutive years, the highest pass rate being 68.3% . 

Figure 4.4 above shows that government school results were better in 2005 as the three 

schools had an average pass rate of above 37%. This average pass rate was the best 

as compared to those of the three following years. Information in Figure 4. 4 shows that 

there is a decline in government schools' average pass rate as the results of 2006 are 

lower than those of 2005 and the trend goes on with 2008 having the lowest average 

pass rate. Government school E seemed to be performing better and there is almost 

consistency in the results. 

Figure 4.4 indicates that most of the private schools had a better average pass rate in 

2006. However, school B seems to have good results except in 2008. This was mainly 

attributed to low student-teacher ratio and better facilities as indicated by all 
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respondents in the administered questionnaire. The school had an average pass rate of 

above fifty per cent from 2005 to 2007. 

Information reveals that the worst results are from the farm school. Figure 4.9 indicates 

that the worst results were in 2007 where there is no student who passed and in 2008 

where the pass rate was 5%. Information reveals that school A had the lowest results in 

the past four years; the pass rate ranging from 0% to 5% which is the highest pass rate 

of the school. The poor results in the school can be attributed to lack of qualified 

personnel at the school as revealed by data in Table 4.9 on teacher qualifications. 

Information also revealed that in this far s 

due to shortage of water and equipme t 

students and the class teacher. In thi 

vocational subject taught. 

_ ... ~"'' .... .... , ... ts did not do practical lessons 
,...h .. '\1:l r'lr'Y'led in an interview with both 

In an interview the head ackno ... ... ,.M_'l,,t:i-.,_• e' Our results are very 

fje~ 'E'ft9Hti'fil'i!ise what they have learnt 

due to shortage of Agriculture equipment and water. We only rely on rain to practice 

horticulture but we still have problems of equipment and tools". 

It emerged from this study that the average pass rate in most schools is low although it 

. was better than in academic subjects. Generally the average pass rate was slightly 

better in private schools than in government schools. It was established that the best 

average pass rate was from a private school and the worst from a farm school. It 

emerged from data that there was relationship between pass rate and type of school. 

However, the declining pass rate observed in all schools was attributed to various 

factors, such as economic meltdown in the country and low morale among teachers as 

well as migration of well qualified staff as indicated in some sections above. 

4.9.3 Production of items by students 

Information was also sought on items produced by students as they were being 

prepared for the world of work and self reliance since these were some of the objectives 
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of technical vocational education. The researcher wanted to find out whether students 

had acquired some technical skills and able to produce some quality items. Hence, he 

sought the views of teachers on this issue. This was important it could give an insight on 

how technical vocational education is being implemented in schools. The Figure 4.5 

below indicates views of teachers on items produced by students. 

Dyes 
llno 
On/a 

of Fort Hare 
Together in Excellence 

Figure 4.5: Views of teachers on items produced by students 

Figure 4.5 above shows that most of the teachers 65% (15) said that their students 

were able to produce quality items. One teacher from a government school stated, 

"They are able to produce quality and marketable items but they lack resources': Seven 

teachers (30%) indicated that their students were not able to produce quality items 

because students who were placed in technical vocational education classes were dull 

and could not read plans. This made it difficult for students to face problems in 

designing and as such, they struggled even if they were good in practical work. This 

was indicated in questionnaire. 

One HOD from a government school cited little knowledge on the part of administrators 

at the school. He pointed out "There is little knowledge on the part of the administrators 
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at the schools, to know how to combine the subjects and consider the ability of the 

pupils to take up such subjects in order to succeed". 

The respondent claimed that the head lacked the know-how on the combination of the 

subjects which affected the students they produced. The teacher stated that school 

heads failed looking at the correct ability and aptitude of students to take up correct 

vocational education subjects in order to be successful. 

The researcher viewed some of the items produced by students as some of these items 

were displayed in specialist rooms. Th e on and Fabrics were able to 

make dresses which they took home. S es were well-designed. Those 

doing Agriculture were able to grow veae~rani~S Id them to the community. In 

Metalwork and Woodwork they were abl d.!::~~f~~·~~rr items such as bottle openers, 
harrows and tray servers. The SDA mem s interviewed by the researcher 

confirmed that students wer 

produced good products. 

SDA chairperson said: 

·<a~~ems and they also 

Together in Excellence 

The school used to keep a Jot of chickens, both students and the 

community benefited. The community benefited because the school made 

a lot of money from the sales and students benefited from learning self 

reliant skills. Now we have problems of funds and we cannot hire security 

people to guard during the night and we have problems of funds to buy 

chick-feed. The last chickens we had were sold prematurely because of 

shortage of chick feed. We are not able to grow enough vegetables 

. because we have problems of water rationing as you see near the gate 

there; there is a school garden. They are preparing seed beds. 

The researcher observed vegetable beds which had been prepared and there were 

some seedlings which had been planted. Although schools encountered some 

problems, students were able to acquire technical skills as confirmed by one teacher in 
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an interview. "Our students are getting enough practice and Form 4s have made 

garments. One of our students is doing garment and textile at Evelyn High at "A" Level. 

Students have adequate practice". 

Interviews conducted with a head of department confirmed that students acquired 

sufficient skills from technical vocational education. "Some students are doing well. I 

remember one of my former students is an instructor in Fashion and Fabrics in one of 

the private colleges". 

It was established that some schools, alt 

produce vegetables and to sell them to 

able construct garments, tray servers, 

openers. It was further established that 

water problems, were able to 

es. Some students were also 

~l:iiee--~lr>ft1~s-, and also make some bottle 

vocational education students 
were able to rear live stock for commu ·ty cons _ before they encountered 

economic problems. The stud ui;id-that -~u.,.deraSrlil,flv .J>..Qlential and if they are n1vers1Ly 01 .r or are 
properly selected they could even 'PBffe -Bt~IM lf!/fce able to fund raise from 
scones and other items they had baked as established in interviews with teachers. 

According to solicited information, schools are faced with numerous problems in the 

implementation of technical vocational education. Among these are high cost of raw 

materials which has caused some schools to cease rearing chickens. It also emerged 

that schools doing Crop Science, face water problems. 

4.9.4 Self help projects made by students 

The aim of technical vocational education is to equip students with self-help technical 

skills to enable them to engage in personal projects. The researcher sought to establish 

whether students were able to initiate personal projects in their respective fields of 

specialisation. The views of teachers were sought on this issue. The majority of the 

teachers 56, 5% (13) indicated that only a few were able to do so. Of these respondents 

six were from government schools and the other seven were from private schools. Eight 

teachers (34.8%) from government, private and farm schools said their students were 

206 



 

 

not able to engage in meaningful personal projects after completing secondary 

education. They argued that students were not able to engage in money generating 

projects because of lack of capital, economic challenges, lack of resources and lack of 

support from government. 

Only a few teachers indicated that students were able to engage in personal money-

making projects after completion of Form 4. Two teacher respondents (8.70%) indicated 

that there were many students who initiated personal projects. They indicated that 

some students were involved in wood carving while others had welding projects and 

girls were involved in dress-making ere in the bakery industry 

entrepreneurship. 

In an interview with one head of depa 

difficult to ascertain if students engaged in jects after completion of Form 4 

as there was no follow up or r fB.~iPW,~ 8rr" it~~ hard to tell because 

there is no feedback after students r/gl!t!I,_ qr;,p_ "xcellence 

It emerged that only few students are able to engage in self help projects due to lack of 

capital, shortage of resources and government support. This is an indication that if 

students are given capital or raw materials, they could engage in meaningful projects. 

Solicited information also shows that there is no follow up or records to show if students 

embark on personal projects after completing school. 

4.10 Summary 

The implementation of technical vocational education seemed to have a number of 

controversies and challenges. Students are not given guidance and counselling before 

they are selected to technical vocational education. The provincial counsellors seemed 

to be either overwhelmed by the workload or lacked the will to visit schools. The 

selection process of students seemed to be handled differently according to schools. 

Grade 7 results and Form 2 results are only used as opposed to aptitude, interest and 

ability of students. Students in government schools complain of being forced to do 
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subjects they have no interest in while those in the farm school complain of limited 

choice of subjects as they only do Agriculture. 

Schools lack adequately qualified teachers with relevant experience. Technical 

vocational education is being implemented by temporary teachers who lack training and_ 

prerequisite skills for the programme. Professionally qualified personnel migrate to 

neighbouring countries like Botswana and South Arica. There is also internal brain drain 

as teachers transfer from poor farm school and government former black township 

schools to former white affluent suburbs where there are better incentives. 

Funding and lack of resources such a 

machinery, text books and learning m 

implementation of technical vocation 

government schools in terms of text boo 

running of day to day affairs of 

in private and government schools 

s, desks, chairs, equipment, 

jor impediment to successful 

he most affected are the 

emed to be overburdened by the 

hers' incentives both 

responsibility of the central government. Implementation of technical vocational 

education faces problems of high inflation and economic meltdown in the country. 

Information revealed that all types of schools conduct INSET/CPD programmes within 

their institutions and are conducted by HODs and Departmental Committees. Technical 

vocational education suffers from inadequate supervision by the district office personnel 

due to unavailability of transport and financial cost. Teachers lack the much needed 

staff development and other professional assistance from the district office. 

It emerged that NGOs play a major role in the education of orphans and vulnerable 

students as they pay their fees and others support school materials. It was further 

revealed that orphans and vulnerable students are supplied with supplementary 

feeding. In some cases the NGOs have assisted the schools with the building of 

classroom blocks. The following chapter discusses the findings made by this study. 
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CHAPTERS 

DISCUSSION 

5.1 Introduction 

In this chapter, the researcher provides a discussion of the data presented in chapter 4. 

The discussion is grounded in the main themes that formed the cornerstone of the 

study, namely: selection of students to technical vocational education path-way, 

teachers' capacity, funding , resources, perceptions of parents, students and teachers 

towards technical vocational education....Q-r=w=t--H-I monitoring and support put in 

place in the implementation of technical IV.b'tC&tltfl11:ff-.,.,\'l~,JC,ltion. 

5.2 Selection of students 

The complex nature of curriculum by the fact that the 

learning situation involves not teailr-li.i~$",o tl&J@t&~l!.lt11~Hl.~ i'ee reality of curriculum 

implementation also depends on tfl0l,dJtll~tJt fling materials and learning 

experiences the teacher has provided, and the pupils' affective and cognitive 

dispositions. However all this is dependent on the way students are selected. 

Guidance and counseling is an important factor in the implementation of technical 

vocational education curriculum as it assists the selection of students to the correct and 

relevant path-way. In government schools students are faced with a challenge in 

making informed decisions in the choice of subjects as they do not receive guidance 

and counseling. This is contrary to the Zimbabwe Ministry of Education Sports and 

Culture Secretary's Circular 14 of 2004 which stipulates that students should be given 

guidance and counseling when selected to technical vocational education. However, a 

different scenario existed in private schools where students were· given guidance and 

counseling. This omission by school heads of guidance and counseling could affect the 

manner in which skills are imparted on students. Students who are misplaced could 

have a negative attitude towards the subjects and as such, lose interest in technical 

vocational education. Hilgard and Godwin's theory of learning states that "learners 
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engage in activity most willingly if they have helped to select and plan the activity (Doll, 

1998:62). 

Musaazi ( 1982), advises that schools should give students pre-decision consultations 

so as to assist them to clarify their occupational aims, giving due consideration to their 

abilities, aptitudes, interests, personalities and prevailing employment situations in the 

country. Most students from government schools were denied this opportunity. Contrary 

to Musaazi's (1982) views that abilities, aptitudes and students' interest should be 

considered when placing students, in Khami District, in government schools students 

are not consulted. Worse still the char ned by Musaazi (1982) were 

never considered. Neglecting student' 

developing their skills and preparing th6 ""~.,,orrii-Ka':::-\ 

human capital theory. 

have a negative impact in 

of work as proposed by the 

The study revealed that stude n8f1'9eotsffv 1j ~ffl. rf J he main criterion for 
students' selection. It is in line w· ~~1 -~ffl 211& e~ey (2004) who view the 
purpose of any standardized achievement test as providing the user with the information 

concerning an individual's knowledge or skills so that the user can make decisions of 

selection and classification, for academic and vocational counseling purposes. This can 

be considered as a fair way of placement but in this case it was not fair as all students 

who did not perform well were placed in technical vocational education while students 

with good results were placed in academic classes. 

The argument brought forward was that there was a need for scientists, hence, 

allocation of bright students to science classes. This indicates a bias and lack of 

understanding of technical vocational education policies among these school heads that 

mainly specialised in academic subjects. They simply overlooked the fact that technical 

vocational education subjects belong to the sciences. For example; Agronomy, Crop 

Science, Food Science, Wood Technology and Metal work and Technical Graphics 

which is an essential prerequisite for one to be an architect. These subjects need 

acumen in Mathematics like any other science subjects. 
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It can be observed that some students who are capable of being absorbed in technical 

vocational education are being excluded. This becomes a blow in the development of 

human capital. These students who are left out could have advanced themselves and 

become engineers, there-by contributing towards their country's economic growth which 

is one of the aims of implementing of technical vocational education curriculum. 

Article 2 section 3 paragraph 2 of the United Nations Convocation of Technical 

Vocational Education, states that the Contracting States shall guarantee that no 
individual who has attained the educatio ssion into technical vocational 

education shall be discriminated against G oun ace, sex, .... . political or other 

opinions, birth, or on any other grounds ( '"' ' illlll-'-1,~'V : 3). The study found that some 

school heads violated the Convention wi nical vocational education as 
they placed bright students in "A" classes ic subjects. This was a form of 
discrimination. University of Fort Hare 

Together in Excellence 
However, selecting students in that way could disadvantage some students who have a 

flair for technical vocational education as some students who were from a home 
background, where parents were involved in garment making wanted to take Fashion 

and Fabrics as a subject to follow the family's career, were denied this choice. This act 

by the school administration is a clear indication that ingrained attitudes do not easily 

fade away as they show a bias towards academic subjects. It confirms Armstrong's 

(1994) view that, all new programmes inevitably clash with certain entrenched attitudes 

and values. Human beings tend to protect, preserve and promote their own views of a 
system. School heads who used this criterion were still following what was happening 

during their own schooling times in the then Rhodesia, where students with poor results 

were placed in technical vocational education classes and those with good results were 

placed in academic classes (Moyana, 1989). 

Fullan's (1991) model of change and Rogan and Grayson's ( 2003) curriculum 

implementation theory concede that school heads play a major role in the 
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implementation of a programme. The school head has to monitor the implementation 

process and give technical and material support to the teachers. Therefore, if the school 

heads have a bias towards academic streams that means technical vocational 

education will be disadvantaged. Hence, it may not be implemented as planned by the 

curriculum planners. This study further confirms Fullan's (1991) model which stipulates 

that when change coincides with people's values they will always resist it (Ornstein & 

Hunkins, 2004). It has to be noted as earlier indicated that, none of these school heads 

had a qualification in technical vocational education, they did on academic curriculum. 

Therefore, their bias towards academic subjects should be viewed as the values they 

hold towards academic curriculum. 

Information from this study confirms that s 

vocational subjects because they wer 

ddi~~~~1,..led in some of these technical 

c ed and lacked Mathematical 
acumen. They were good in terms of pra __ ut failed to interpret the plan or 

failed to design. It was ther f. re. difficultkr s C stud to achieve some major n1vers1LJ'. o ort are 
objectives of the technical vocatio_reb~fflBJ~flnEx~ m,r f!3Specially in Metal-work, 
Fashion and Fabrics and Woodwork. 

These objectives include developing practical skills to measure and make constructions, 

establi~hing a capacity to read and interpret formal technical drawings and 

diagrammatic illustrations (MoESC, 2006). A number of students could not measure 

accurately; whether using scales in food and nutrition, or measuring different materials 

in Fashion and Fabrics, Metalwork and Woodwork. Technical vocational education 

demands that students should develop self reliant skills, however, some students had 

difficult in developing these skills due to poor selection process and therefore this may 

defeat the objective of implementing it. 

Lingard and Ozga (2007:108) concede that, "learning, expertise, and human resources-
the 'human factor' as it is sometimes called-are critical elements of the well-being of our 

economies". If students cannot measure accurately how can they contribute 

meaningfully to the development of their country's economies. In real life, who could 
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employ a worker who is not able to measure accurately and what kind of products could 

be produced by such a worker? Some of these short comings in the implementation of 

technical vocational education could be attributed to the selection criteria used by 

school heads. 

It emerged from data that school heads from both government and private schools 

neglected continuous assessment which is an important proposed element in the 

students' selection system to technical vocational education. The Rogan and Grayson 

(2003) curriculum theory considers assessment as an important factor in implementing 
any curriculum. This omission was not i rector's Circular Number 41 of 
2007, which states that "to facilitate aru;l1P1:tt ""' ....... .... ... ,dling of students, schools are 

expected to embark on a comprehensiv 

learners' attitudes, interests and aptitude 'l'I! !:::::!!!~~~ 

In light of the above, this circu is-issued- o off~ !Ldeli ,0n J=orm 2 school-based n1vers1 y 01 orI are 
internal examinations and contin~tl '~~rf[' 9!cJ erl'c~ purposes of accurately 
channeling learners into various pathways at Form 3 level (MoESC, 2007). These 
findings were in line with the findings from the survey carried out on the state of 

readiness in the implementation of the two-pathway education system by Bulawayo 

Metropolitan Province in secondary schools. Ministry of Education, Sport and Culture 

(2006:5) revealed that "the concept of and reason behind continuous assessment needs 

further clarification to most heads of schools". This is an indication that there is a flaw in 

the selection system. 

These flaws in the selection of students are indicators of poor implementation of 

technical vocational education. The flaws in the implementation of technical vocational 

education shows the gap between what is expected and what is happening, the 

difference between proposed policy and implemented policy (Parsons, 1995). This is 

the difference between the expected policy and the real implementation as the 

bureaucrats do not often consult the implementers and take them for granted. 

Educational reforms have failed because those in charge of the efforts had little or a 
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distorted understanding of the culture of the school as innovations are designed by 

experts outside the schools (Ornstein & Hunkins, 2004). It further confirms the views of 

Mccutcheon (1988), who postulates that the curriculum enacted in the classroom differs 

from the one mandated by administrators or developed by experts. The implemented 

curriculum is sometimes different from the intended curriculum as curriculum 

implementers such as teachers and school heads modify it to suit their situation. As 

Rogan (2007) confirms, the attention and energies of policy makers are too often 

focused on the 'what' of the desired educational change and neglect the 'how'. 

However, the use of examinations as seI1~ •-rrrr,-r<Ji-rtz:s-rh:r-nn its own is also faulty as only 

final Form 2 results are used to select s to t ?de hnical vocational path-way at 

Form 3. It would be ideal if test or e am'i-1:\ffllmrn~:tt.e done in conjunction with the 

aptitude test, ability and student interest. ared by Mehren and Lehman 
(1984) when they posit that in combinatio __ data, achievement test results 

could be used to assist stud s to plan . .futuref e.4ucati I or technical vocational n1vers1ty o .1:1ort are 
programmes. Together in Excellence 

If students see little relevance in the curricular activities, they are not going to be 

motivated to participate or learn (Ornstein & Hunkins, 2004; Rogan & Grayson, 2003). 

Students should react with heightened interest in a program if it is to succeed. Hence, 

students should be engaged in any change of curriculum if it is to succeed. This is 

. supported by Hilgard and Goodwin's theory of learning which stipulates that, "learners 

engage in an activity most willingly if they have helped to select and plan the activity 

(Doll, 1989:62)". This would have been good if students with a liking for technical 

vocational education were chosen, as they could be motivated to work harder. Learners 

themselves are the object of curriculum implementation. Therefore if they have a 
I 

negative attitude towards planned and deliberate learning in technical vocational 

education, then the teachers' objectives cannot be realized. 

Implementation of technical vocational education in the studied area confirms Rogan 

and Grayson (2003) curriculum implementation theory that the background of students, 
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and the kind of strengths and constraints they might bring to the school are crucial. A 

range of issues influence students' attitudes to learning and responses to change. 

These have been observed in the above discussion as characteristics of students 

affected the implementation process of technical vocational education as wrong 

students were selected to the technical vocational education path-way while the correct 

people were placed in the academic path-way. 

5.3 Perceptions on technical vocational education 

Another notable finding from this study was that the majority of the students in Khami 

District had positive attitudes towards te h 

what other researchers observed. They 

towards technical vocational education 

negative and indifferent attitudes becom 

education. This is contrary to 

udents have negative attitude 

Mandevu, 1991). Learners' 

the profitable implementation 

.__,_,==----r and Tanner's (1980) view point, of curriculum (Tanner & Tanner, 1980). Fro 

positive attitude shown by 

participants in the implementation 

them to be active 

effect of technical vocational education curriculum should bring about desirable, positive 

change among the students; that of developing their technical skills and making them 

employable as proposed by the human capital theory (Sall et al., 2009). 

Evidence suggests that students enter school with diverse needs, some of which are 

cultural and social (Bergmann, 1996), and that matching the delivery of learning with 

students' learning styles and needs is pivotal for effective learning (Brown, 2005 cited in 

Brown, 2008). However, information revealed that most students were motivated to 

learn technical vocational education because it empowered them with relevant life skills. 

These included: poultry rearing, growing vegetables, garment making and baking. It is in 

accordance with the human capital theory which encourages development of life skills 

among students and is one of the main objectives of implementing technical vocational 

education in schools. But these students' spirit was dampened by shortage of qualified 

teachers. Elmore (1990) notes that poor teaching creates misunderstood effects and 

that misunderstanding has socio-emotional effects on the learner. The learner becomes 
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exasperated, temperamental and may withdraw from school. In such situations, 

teachers should be well qualified to deal with students. 

According to Rogan and Grayson (2003) theory of implementation, those charged with 

the implementation of a curriculum need to be supported in a variety of ways, and need 

to be enabled to communicate and collaborate with one another (Rogan & Grayson, 

2003). A school is a unit within society, and can only exist through the cooperation of 

the school community. According to Fullan's (1991) educational model of change any 

innovation which lacks support from the community cannot succeed ( Fullan, 1991; 
Hunkins & Ornstein, 2004). Establishing of parents is the key towards 

implementation of any school project. 

Paterson and Jamieson (1999), concede t ch as beliefs and feeling guide 

and affect the way people treat and sociali ____ other. It can therefore be argued 

that if parents have a positive itude towar.tds te~cal ty tional education they can n1vers1 y or ~or are 
influence their children to have a p 9~~t ~'P1z9f ~~fr~tb1gt curriculum as proposed 
by Rogan and Grayson curriculum implementation theory. Issues like parental 

commitment to education can improve students' attitudes towards the proposed 

innovation (Rogan & Grayson, 2003). 

The study found that parents had a positive attitude towards technical vocational 

education as they supported the teachers by providing their children with equipment 

such as baking trays, picks, shovels, needles and even flour from their homes. They 

also repaired school furniture. Asikhia, (2010) acknowledges that healthy interpersonal 

relationship among the personnel in the school setting helps to promote the teaching-

learning situation. This healthy relationship between the school and parents could 

attract and sustain the academic interest of the learners. Positive attitudes by parents 

are of great importance as they could motivate their children by providing them with this 

equipment. One of the instructional implications of Piaget's theory of cognitive 

development is that learners need to be kept active by providing them with 11 rich 

environments that allow for active exploration and hands-on activities" (Schunk, 
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2004:4). Implementation change model advocates for material and parental support 

successful curriculum implementation ( Fullan, 1991; Ornstein & Hunkins, 2005). 

Parents' active involvement in their children's learning and support give students 

confidence and encouragement to achieve (Hoover-Dempsey et al. 2001 ). Unarguably, 
parents play and determine to a great extent the academic achievement and overall 

success of their children. They are the prime educators of the children. Thus, they are 

fundamentally supposed to be equipped and re-equipped with some multi-dimensional 

skills. Such skills include: equipping them to understand the psycho physiological 
development of the child and providing ~~~~l"'f7't7""i'i"i.nnitive stimulating environment 

for the children (Asikhia, 201 0). 

It can be observed that technical vocatio imbabwe presently enjoys the 

support of parents as there was a goo relations -·p between the school and the 

parents. One of the major QbJec ives of.~fhn·c vo a i al education, that is, to un1versh.r o or are 
change people's attitude towardsrb~J>Hfer'~n mffl!n~~cational education, was 
achieved as revealed by both students' and parents' positive attitudes towards labour. 

5.4 Teacher Capacity 

One major determinant of the quality of education is the teacher. It is critical to pay 

attention in the design of training programmes, to the level of a teacher's knowledge of 

relevant subject areas and teaching experience. When courses fail to take the teacher's 

level of knowledge into account, implementation of the reform will be hampered 

(Verspoor, 1995). The classroom teacher can be viewed as one of the key technical 

vocational education implementers. As curriculum implementers, teachers must be 
knowledgeable on curriculum issues such as syllabus interpretation as well as 

scheming and planning and all this is dependent on teacher capacity. Teacher capacity 

includes characteristics such as qualification, teacher training and teacher's experience. 

However, these qualifications alone without motivation cannot produce the needed 

results. Teachers need to be motivated so as to be productive. This then implies that 
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the quality of service rendered by an unmotivated teacher could affect the academic 

achievement of learners (Asikhia, 2010) 

5.4.1 Teachers' professional qualifications 

The research findings indicated that technical vocational education had shortage of 

adequately qualified teachers. The two-fifths of the whole staff in the district were 

temporary teachers who only possessed Advanced General School Certificate of 

Education. The study found that the farm school and government schools had more 

temporary teachers as compared to private schools. According to Rogan and Grayson's 

(2003) curriculum implementation theory 

implementation of technical vocational e 

number of Zimbabwean teachers lacked pro • al training and experience and as 
such, had weaker practical i ........ , ................ 1 - i .f uucua.tt:~ u.a ualified professional 
personnel from all types of school qg~tltSfu~ l- in developing students' 

skills and their chances of employability as proposed by the human capital theory ( Sall 

et al.,2009; Shavit & Muller, 2000) .. 

The objective of developing students' technical skills and making them employable was 

also compromised by teacher qualifications. However, there are contrasting views on 

the effect of teacher qualification on student learning. A study by Asikhia, (2010) in 

Nigeria revealed that teachers believed that students' poor academic performance is not 

influenced by the teachers' qualification while students perceived that teacher's 
qualifications do not affect their academic performance. The difference in the 

perceptions could be because students have high expectations for teachers who teach 

them and believe that any teacher who does not meet such expectations will not aid 

their academic performance. However, Soyibo's (1986) report is in support of students' 

. perception that students' poor academic performance is influenced by teachers' 
qualifications. 
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It seems as if there is a consensus among scholars like Soyibo (1986) and Rogan and 

Grayson (2003) who all concede that teacher's training and the level of teacher's 

confidence can affect the implementation of any programme. Therefore, the use of 

teachers by Zimbabwe who lack training in content, knowledge and relevant 

instructional delivery methods compromised the implementation of the technical 

vocational education curriculum. Under qualified teachers can face challenges in the 

interpretation of the syllabus as well as in class management. Lack of these 

competencies could have led to the poor performance by students, a case revealed in 

the study. 

A research by Hansen, (2006) cited by R ) confirms that, when schools 

fail, the causes are often seen to lie in ching provided. In view of the 

findings by Hansen (2006), one could s good performance in schools 
where there were more qualified teachers l'ke in th vate schools due to quality of 

teaching. This view is shar: nive1~P,Y 8 (1978) cited in 
Psacharopoulos and Woodhall (1 @r~ he quality of teachers is 
another vital determinant of pupil performance. 

According to Rogan and Grayson's (2003) implementation theory, failure to successfully 

implement technical vocational education in the studied area could be attributed to 

capacity to support innovation as quite a number of teachers were untrained and lacked 

subject matter, because there were quite a number of temporary teachers. This 

challenge does not face Zimbabwean schools only as confirmed by Rogan and 

Grayson (2003), who concede that lack of subject matter knowledge by teachers found 

in other parts of the world is also a major problem in countries like South Africa. 

5.4.2 Specialisation 

Capacity of teachers includes variables such as one's specialisation and experience. 

The teacher's own background, training and level of confidence and his/her commitment 

can affect the implementation of a programme (Rogan & Grayson 2003). It emerged in 

this study that the farm school had non specialised teachers. The study found that the 
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whole of Khami District had a shortage of specialised technical vocational education 

teachers and most of the teachers had trained for the labour specific and craft based 

technical vocational education. According to Rogan and Grayson theory of 

implementation schools with unspecialized teachers can find it difficult to implement the 

designed programme. 

Mupinga et al. (2005) found that teachers who implemented technical vocational 

education in secondary schools in Zimbabwe were the same professionals trained for 

the labour-specific and craft-based programmes, a result confirmed by this study. This 

study further established that students teachers with diplomas and 

degrees that were not relevant to th 

vocational subject. These individuals 

becomes difficult for such teachers to im 

students. 

nt in the particular technical 

as teachers. Therefore, it 

owledge and technical skills to 

University of Fort Hare 
One of the elements of the foundati oit -fflS~e ~~as that implementation of 
technical vocational education suffers from poor qualification and lack of specialised 

teachers. The study found out that schools had inadequate and unqualified teachers. It 

is true that a good and effective school is made up of good and effective teachers. 

Teachers' qualities determine the success of the programme. Ozigi (1983:18) argued 

that: 

No matter how efficient and well intentioned you are as a school 

administrator, you can hardly achieve success without the support and co-

operation of well qualified, dedicated and adequate staff. It is through 

them that the actual education process takes place, indeed high quality 

teachers are your very best resource asset. 

The study found that Khami District's teachers lack these qualities cited by Ozigi (1983). 

· This can affect the product produced by these classroom practitioners. The study on 

poor performance in Grade 12 in South Africa by Legotlo, Maaga, Sebego, van der 

Westhuizen Mosoge, Nieuwoudt and Steyn (2002), revealed that the shortage of 
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relevant and qualified educators contributed towards students' failure. In that study one 

learner postulated that teachers, who are less qualified, fail to explain concepts. 

In Zimbabwe, technical vocational education is recommended to be taught by people 

with a diploma or a relevant technical vocational education certificate or degree 

(MoTHE, 2005:18). This study established that teachers in technical vocational 

education in Khami District were poorly qualified. A similar problem was also observed 

in studies carried out in Mozambique (World Bank 2004). Similar results were 

established by Kerre (1986) in his studies on technical vocational education in Kenya. 

This study attributed the shortage of qual fi t a number of factors such as: 

few teacher training colleges, brain drai , i e s moving to Botswana, South 

Africa and Britain to seek better paying j i 10ns of service as well as poor 

salaries drove many teachers out of the te ___ ssion. The findings of this study 

further confirmed those of Ger , (2007) wt.l alsCl"f- nd to t that technical vocational n1vers1 y 01 or are -
institutions in Zimbabwe suffered fro~~~fl!m ~nSMe to internal and external 
brain drain. 

The cause of brain drain is attributed to the economic situation in the country. In his 

article on Successes and Challenges on Zimbabwe's Public System Reforms, 

Kanyongo (2005) cites economic meltdown and high inflation within the country as 

contributory factors to shortages of teachers. Many teachers had to leave the teaching 

profession to escape the worsening economic situation and most found employment in 

neighbouring countries while others have gone to Britain and the United States 

(Kanyongo, 2005). 

The findings of the study further confirmed those of Gill et al. (2000), and Johanson and 

Adams, (2004) who found that the majority of technical vocational education teachers in 

Germany and other Eastern European countries as well as Sub-Saharan Africa, left 

technical vocational education institutions for better paying jobs. Such situations are a 

cause for concern to the policy makers. Therefore, if implementation of technical 
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vocational education is to succeed, policy makers need to address those issues. 

Salaries for technical vocational education practitioners need to be upgraded to the 

level of those in the industrial sector to curb internal and external brain drain. The brain 

drain is also experienced by South Africa where most of its skilled workers migrate to 

European countries such as Britain, Australia and America (Mohr, Fourie & associates, 

2008). Mohr, Fourie and associates (2008) further concede that other Sub Sahara 

African countries experience the same problems as their workers migrate to South 

Africa. 

It further emerged that the shortage of 

country's failure to retain its qualified te 

educational teachers' training colleges 

colleges in the whole country. These we 

el could be attributed to the 

quacy of technical vocational 

only two teachers' training 

hnical Teachers' College and 

Mutare Technical Teachers' College. Thes ____ ain non-graduate teachers; they 

offer a diploma in education. r- ~~~rt) r (5f 8.FI~h'e1inhoyi University of 
Technology. The revelation by this 'e~ orn_r c,t~z ~was reported by MoHTE 
(2005) that non-graduate teachers for practical subjects in the secondary sector were 

initially trained at the secondary teachers' colleges of Mutare, Gweru, Belvedere and 

Hillside. At the present moment, former teacher training colleges like Gweru, have 

changed status to a university and Hillside only trains teachers for academic subjects 

and music. 

5.4.3 Experience 

One of the elements of the foundation of this study was that the teacher's experience 

had an effect on the implementation of technical vocational education as well as skills 

development. The findings of this study established that the majority of teachers had 

less than one year experience. These teachers belonged to the 'threshold phase', the 

first year of teaching (probation). Teachers in this stage have to learn how to cope with 

classroom problems. The new teachers focus on the day to day mastery of the job. 

Beginning teachers strive for acceptance by students, colleagues and school 
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management ( Letven, 1992; Vonk, 1984 cited in de Feiter et al., 1995). Vonk's (1984) 

studies on problems of beginning teachers revealed that: 

• many problems originate from the fact that beginners have too little pedagogical 

content knowledge, 

• the lack of overview makes classroom teaching so complex for most beginners 

that problems with classroom discipline, classroom management, are inevitable, 

• most beginners have a perspective on their role as a teacher which is too 

optimistic, and are not prepared for meeting and dealing with unmotivated 

students. 

The teacher serves as a resource and lo, ing curriculum in committees, 

implementing it in the classroom and ev I t aching team. There is a need 

for the teacher to have experience to \~ ~ ~~~-~,cute his/her duties. It is the 
experienced _ teacher who is able to teaching methods in class, 

understand interest and learni H~~ie,~.,..,.~ ~IJ:;lj~r.iu~ lll"'--''-" -•-•£..Jntent as well as use 

the relevant teaching materials ( .....,.,.,,f,0-ti"n 

Grayson, 2003). Therefore it is the teacher through his/her experience who has to 

translate curriculum from theory into practice. Therefore, teachers who lack experience 

can find it difficult to execute their duties effectively and efficiently as they may find it 

difficult to interpret the syllabus. Teachers with long service are in most cases viewed to 

be conversant with numerous teaching strategies and teaching methods as well as with 

the interpretation of the school syllabus. 

According to Carey's (1986) model, these teachers who have less than one year 

teaching experience are in stage 1. They are classified as the beginning teachers. 

Beginning teachers are those with 0-3 years teaching experience. This teacher has 

recently qualified from the college or university. One needs more assistance in his/her 

teaching techniques. One may be equipped with theory but lacks knowledge and its 

application. However, in this case, most of these teachers were temporary teachers who 

were untrained and as such, needed more assistance from administration for them to 
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effectively impart students with the relevant technical skills and knowledge which could 

render them employable and productive as well as manage their own projects. 

The study revealed that the majority of teachers were young and had one to five years 

experience. According to Carey's (1986) model, these teachers belonged to the 

practising teacher (3-8 years of teaching experience). The practising teacher has to be 

assisted if he/she has to be effective and be aware and conversant with the latest 

development in the field (Carey, 1986). 

The study further established that the l~t 
five years experience in their present pos'·"· ""-- '- -"-' - w--,,"'1' 

experience'. These individuals belonu~1.Jl'--IL'O 

experienced teacher (8+ years teachin 

hool management had one to 

uld be rated as 'not adequate 

arey's (1986) model called 

t can be observed that these 

teachers are senior but they lack experi ce in ad "nistrative and supervisory roles. 

The study revealed that most .,pt the deput}{_ heads..qnd HOOs who were in this stage un1versnv or .rort ttare 
and therefore needed assistance from the ..district ~duaatioo officers in the form of staff 1 ogerner m bxceuence 
development workshops to equip them with management and administrative skills, but it 

seldom materialized. 

This situation reveals that the school management team had less experience in the 

implementation of technical vocational education as the majority of them had less than 

eight years experience. According to Rogan and Grayson (2003) curriculum 

implementation theory, school management plays a major role in the implementation of 

school curriculum. If the school is in disarray and not functioning well, innovation cannot 
or will not be implemented (Rogan & Grayson, 2003). 

Lack of experienced and specialised personnel is a cause for concern in the studied 

area as it may have a negative effect on skills development of students. Technical 

vocational education is a skills-based programme which needs to be taught by 

competent people who are well equipped with the correct technological know-how. 

Evans (1993) argues that it is self-evident that professionals cannot perform their roles 
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without specialist knowledge. The findings of this study also confirmed previous studies 

by Nyangura and Reece (1990) which revealed that Zimbabwean teachers lack longer 

teaching experience which implies weaker practical instructional skills. The main cause 

of lack of experience was mainly due to the mobility of the young and energetic 

teachers to other countries as indicated by Gora (2007) and as confirmed by the 

findings of this study. The implementation of technical vocational education and human 

capital development is in limbo because of such challenges. 

The teacher is the originator of educational assessment. Assessment of the learner is 

the critical teaching skill which contribute~ in a I . asure to quality learning of the 

student. An untrained and in-experience,...~i.s;~'-'• r.f t be able to carry out effective 

assessment of learning strategies. In the c"3':C!1~1'u111C:71"W!U:•r.u istrict where most schools had 

untrained and inexperienced teachers, ve been misplaced in a stream 
or path-way where they did not belong to poor ssessment methods. Therefore, 

poor performance of students ~J:J- technical . ~9ati10 eduQaiion could be attributed to un1vers1Ly o ort ttare 
that. Together in Excellence 

There was high staff turnover in most schools due to poor conditions of service as 

revealed by the finding of this study. However, staff turnover is not unique to Zimbabwe 

as studies on factors contributing to staff turnover carried out in Canada and Papua 

New Guinea research by Bray (1987) revealed that conditions of service _such as poor 

working conditions, work overload, salary incentives, class size and inadequate learning 

materials contributed to high staff turnover. High staff turnover can have an adverse 

effect on the learning situation because of lack of continuity. This can affect the 

development of students' skills. This is confirmed in the study by Nhundu (1997) whose 

study in the implementation of EWP in Zimbabwe revealed that schools with the least 

staff turnover experienced greater success in the implementation of EWP than schools 

with moderate to high staff turnover. The schools that had experienced high turnover 

rates were characterized by lack of organizational continuity. The implementation of the 

technical vocational education is likely to face lack of continuity. 
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The human capital theory propagates that technical vocational education students 

contribute towards their countries' economic growth through technical skills. But in the 

situation where there is high level of untrained, inexperienced teachers and brain drain 

as revealed in this study, it becomes difficult as students may not even get the relevant 

skills for employability. This could be due to the teachers' level of professional 

competence which enormously influences students' technical skills. 

It therefore becomes imperative for the Education system to devise means and ways to 

attract and retain adequately qualified teachers. Naturally directed curriculum could be 

distorted by teachers who lack the knowl itiative to adapt and adopt the 

curriculum plan as already discussed. Th,~~"~'-' 

(2003) curriculum implementation theo 

processes, and factors such as their ba 

and motivation influence their capacity to i 

onfirmed Rogan and Grayson 

~~JFS play a pivotal role in reform 

g, subject matter, knowledge 

programme (Rogan & Grayson, 

2003). University of Fort Hare 
Together in Excellence 

5.4.4 Continuous professional development (CPD) 

McLaughlin (2002) argues that all the successful curriculum change projects depend on 

implementation strategies that include effective staff training. Research by (Hargreaves, 

1994; Fraser, Kennedy, Reid & McKinney, 2007) suggests that professional 

development is an essential part of improving school performance. As earlier indicated 

from the data provided in chapter 4, schools had a large number of temporary teachers. 

However, if these untrained teachers received assistance from HODs and school 

heads, they could improve their teaching capacity. Moreover, staff training can be 

affected by the length of service in the implementing school. 

Coolahan (2002 argues that the best CPD should be conducted within the school 

environment and it has to consider both the interests of the education system and 

personal and individual needs of the teacher. The study found that most CPD 

programmes were internally conducted. It emerged that most of the schools in Khami 

District had staff meetings and subject staff development workshops which lasted a 

226 



 

 

duration of one to two hours and were conducted fortnightly. These on-site-workshops 

were conducted by subject committees or heads of departments. The study further 

established that teachers were able to scheme in teams. Such workshops could enable 

the young and inexperienced teachers to improve their teaching skills as well as 

motivate them. 

A study by UNESCO (2009) on teacher motivation, compensation and working 

conditions. Above all, the implementation change model advocates in-service 

workshops among staff members to equip them with relevant skills as well as boost 

their confidence (Fullan, 1991; Ornstein, ). This is also in line with the 

Rogan and Grayson curriculum implem 

non-material support which is in form of p 

2003). According to Rogan and Grayso ' 

can hamper the implementation of techrn 

c:u·,,n,_,.,.,hich advocates material and 

~r1-, ie • \11,elopment (Rogan & Grayson, 

, lack of non-material support 

in the designated 
schools. University of Fort Hare 

Together in Excellence 
The study further established that besides staff workshops in some schools, teachers 

worked in subject panels, where they worked as teams. It is recognized internationally 

that teacher development is often promoted within the context of school development 

with more schools being encouraged to engage in collaborative development planning. 

In this case, teachers work as communities of learning and thus plan, scheme together 

and share ideas on how they can develop students' skills (Coolahan, 2002). Working as 

communities of learning can benefit both experienced and newly qualified teachers. 

This is in line with studies by Young and King (2002) which ascertained that 

instructional quality can be strengthened when the school heads create internal 

structures and conditions that promote teacher learning. 

A professional's knowledge therefore also becomes outdated at an ever increasing rate, 

hence the need for a continuous updating of knowledge and skills. Continuing 

professional development is a vital instrument through which professionals can remain 

relevant in society (Frick & Kapp, 2007). Curriculum designers need to provide the 
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necessary support for their recommended programs or program modifications to 

facilitate their rapid implementation (Fullan, 1991 ). They have to do this so as to build 

self-confidence among those affected (Ornstein &Hunkins, 2004). It can be observed 

that there is a need to assist those untrained teachers, newly qualified teachers as well 

as experienced teachers who have long been in the service. This can help them to gain 

confidence in dealing with new situations of curriculum implementation in technical 

vocational education and in the use of new equipment. 

Interestingly, it emerged from the study that the Home Economics Department is no 

longer affiliated to the Association of o 

economic problems of the country. The 
o f cs due to the financial and 

fu ·r: vealed that teachers used to 

have cluster workshops conducted by B t . gramme of Zimbabwe (BSPZ) I LUMINE e1Mus 
but these were no longer conducted si . . • u o lack of funding. BSPZ is a 

programme which sought to improve th .__.. ce of schools through working 
together as clusters and district .. It aimed at_jJJ,pro i • competencies. n1vers1Ly o are 

Together in Excellence 
This is a model of CPD which is described by OECD as a bottom-across approach 

whereby teachers in a cluster of schools may collaborate on professional learning and 

development activities (Fraser et. al., 2007). The economic situation in Zimbabwe has 

negatively affected the implementation of technical vocational education; denying the 

teachers opportunities to develop themselves within their clusters. The study revealed 

that teachers were not happy with the lack of these CPDs. The lack of these staff 

development workshops disadvantaged students who would have benefited from the 

knowledge and skills gained from such workshops or courses by their teachers. 

One of the major factors which contribute to successful implementation of any 

innovation is the participation or characteristics of the district level as cited in the 

change model (Fullan, 1991) and in Rogan and Grayson's (2003) curriculum 

implementation theory. The Rogan and Grayson's (2003) curriculum implementation 

theory emphasises the need of external support to improve the implementation process 

of a programme. 
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The study revealed that schools did not receive any external in-service workshops from 

the district officers because of inadequate finance and transport. Considering that most 

of the teachers in the studied area as earlier indicated in this study, lacked specific 

skills, there was a need for them to get assistance from the district specialist. The 

external support for implementing a programme is emphasised by the Rogan and 

Grayson theory of implementation. 

If teachers lack support such as professional development programmes or in-service 
training they will find it difficult to implem _,... .. ____ rogramme (Rogan & Grayson, 

2003). This therefore jeopardized the im..,.,, ,.,,. r,,:,,..-. ~•"""''-""•• technical vocational education 

and the students' skills acquisition. ln-se&Me~~kS-t.~ops by the DEOs would have 

afforded teachers opportunities to s discuss curriculum issues, 

enhancing their skills for curriculum deliver 

University of Fort Hare 
However, despite the fact that the'f'8'geflllfp.frP. ffi? Pt't'ect external workshops for 

teachers and school heads, district officers held meetings with the heads. Rogan and 

Grayson's (2003) theory of implementation concedes that those charged with the 

implementation of change need to be supported in a variety of ways, and need to be 

enabled to communicate and collaborate with one another. The results from this study 

are contrary to the views of Rogan and Grayson (2003) as the study revealed that they 

did not get any material and material support from the DEOs. These teachers were 

denied a chance to be together during workshops and share their experiences and 

challenges in the implementation of technical vocational education. The lack of external 

support in terms of staff development workshops could have impacted negatively on the 

development of skills for both teachers and students leading to poor performance by the 

schools. 

There were no self-advancement programmes provided by the district education office 

except at national level when teachers went to do degree courses. However, most of 

the teachers left the profession after graduation for better paying jobs as revealed by 
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the study. This type of professional development is in line with Friedman and Philips 

(2004) as cited in Fraser, et al., (2007) when they state that legitimacy of professional 

development activities is often perceived in terms of formal training courses linked to 

work or gaining a qualification-portable or bankable. Such acquisitions act as motivation 

to teachers. 

This study noted that CPD seemed to have a paradigm shift from that of attending 

courses and training for days to the concept of life long or continuing learning within 

their schools. This is in accordance with Middlewood, Parker and Beere, (2005) who 

argue that professional development is 

that articulates with development plan 

individual needs. Nonetheless, the findin 

and Grayson's (2003) curriculum imple 

f r cess of reflection and review 
'.9 corporate, departmental and 

I". vealed that in terms of Rogan 

, schools lacked external non-

material support in form of .__ and this hampered the 

implementation of technical VO "&~~i~nd'f t are 
Together in Excellence 

5.5 Pedagogy and teaching methods 

It need not be emphasized that teachers are the chief curriculum implementers because 

they interpret the national curriculum according to the individual teacher's level of 

professional training, personal qualities, intelligence, school, environment and to the 

learner's characteristics. Thus, the teacher's level of competence can influence effective 

technical vocational education implementation. However, it has to be noted that the 

quality of teaching technical vocational education hinges on a number of variables. 

Those include infra-structure and equipment, relevance, content, teacher qualifications 

and relationships with the world of work. These variables tend to have a symbiosis 

relationship, that is, if one of them malfunctions, the rest become affected. (Mbele, 

2005). Therefore, teacher qualification and experience on their own cannot bring about 

successful implementation of technical vocational education and the development of 

self-reliant skills among the students. 
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Evidence from the study revealed that students did not attend schools for two terms 

because teachers were on industrial strike action. The study further found that teachers 

lacked commitment and came late for classes. Students lost valuable time for learning 

because of this behaviour by teachers. It is argued that students who miss extended 

periods of direct contact times with their teachers are less able to develop the requisite 

knowledge, skills and competence that school curricula demand (UNICEF, 2000), and 

are less likely to see the need to come to school. This view is true as some students 

ended up not coming to school regularly as they saw it as waste of time. Rogan and 

Grayson's (2003) curriculum implementation theory also concedes that lack of 

commitment by teachers can hamper the , 

poor implementation and performance ~~~~~Jechnical vocational education. 
Research by Legotlo et al., (2002) on Pers ___ takeholders on Causes of Poor 

Performance in Grade 12 Lear n.11/ef§ ~edr ~t • it ~vealed that students 
in Grade 12 failed because of unio o'r{e· ·~,1 :f&!z ff}itment and absenteeism 
among staff members. If students with poor results are chosen to do technical 

vocational education, curriculum has to be changed to suit the type of students. It 

should be borne in mind that students' characteristics are also the determinants of 

curriculum as stipulated by the Fullan's (1991) model of change and Rogan and 

Grayson's (2003) theory. 

It is clear that while the teacher is the final arbiter of the classroom practice, learners 

have the final choice regarding their response to experience provided (Nkomo, 1995). 

The teacher has to choose teaching methods which suit the learners. In this case, 

temporary teachers would find it difficult to choose teaching strategies relevant to the 

majority of students that were placed in technical vocational education classes since 

students were academically challenged. On the other hand, the teachers were also 

handicapped by lack of training and experience to adjust to the teaching methods 

suitable for the ability of the students. As a result, what would have been taught could 

have been different from what was expected. 
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This view is in line with Fullan's (1991) model of change and Rogan and Grayson's 

(2003) theory which states that, what is taught, is quite different from the curriculum that 

is actually implemented and achieved in the form of the operational and hidden 

curriculum borne out of the diverse, complex, human interaction in the teaching-learning 

situation. One important issue relevant to understanding the educational policy 

implementation domain is policy interpretation. The different people involved in the 

implementation of an educational policy are likely to have, not only different values and 

different interests, but also motives and perceptions, which constitute what some policy 
analysts have called ·+f-1-,r-~.-rt--l'~nitive structure (Lewis, 1984, 

Parsons, 1995). 

Teachers still have an important rol l~::::!!~~~Vi lopment as well as in the 
implementation of technical vocational e they must teach content and 

functions required. By the eng ment witht the qolil-teni+t make learning effective, · n1vers1 Y. 01 .r 01. l are 
meaningful, integrated and transf'r{WJf eff'i ~~~;~.'!:en~~comes a strategist who 
constantly makes decisions about the substance of instruction, about the procedures 

needed to acquire a function, and about the conditions under which it is appropriate to 

apply a given function (Horton, 1988 cited in Grosser, 2007). If government is serious 

about the implementation of technical vocational education, it has to be serious about 

improving the situation on the calibre of technical vocational education teachers. 

Teaching methods are being devised to make learners autonomous and free them from 

constraining supervision. Emphasis is placed on the direct motivation and involvement 

of the learners. What goes on in the classroom and the impact of the teacher and 

teaching is the crucial outcomes variable for improving learning ( Rogan & Grayson, 

2003). The way teachers teach is critical in any reform design to improve quality (Sall, 

Ndiaye, Diarra & Seek, 2009:54). The success of implementing technical vocational 

education in Zimbabwean secondary schools is dependent on the teaching strategies 

used by teachers. 
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Regardless of which philosophical view one has of education, there is no doubt that 

teachers influence students' learning as better teachers foster better students (Ornstein 

& Hunkins, 2004:321 ). Teachers are integral to the thinking that drives programme 

creation and implementation as they are reflective (Giroux cited in Ornstein & Hunkins, 

2004 ). Hence, the researcher sought to establish strategies used by teachers in their 

lessons. The study revealed that most of the teachers used the child-centred approach 

such as projects and demonstrations which allowed skills development and students 

involvement. Learner-centred approaches are based on an emancipatory vision in 

which students take control of their learning: they are active, creative, and self-

regulatory. Direct intervention by the tea 

natural process ( Taylor, 1999). The role 

facilitator. According to these findings, t e 

methods. 

The advantage of direct parti • 

adopted as effective since the intr\,J/V"l,,t~;laof11v.,-,., 

uspect and as interfering in a 

his kind of learning is that of a 

mented constructivist learning 

process has been 

e~s based on established 
psychological and organizational knowledge. The merits and the efficiency of the most 

commonly practised pedagogical approaches and methods, such as structured 

teaching, outcome-oriented pedagogy and competency- based approaches depend on 

the training received by the teachers, their scholarly culture and their personality (Sall et 

al. 2009). 

Thus, this could be difficult for temporary teachers in the studied schools as they lack 

training. The problem of using teacher centred approach seems not to be only affecting 

the studied schools only. Sall et al. (2009) concede that to improve the quality of 

education in Sub-Saharan Africa, it requires teachers to be trained to become genuine 

educational professionals who are capable of using active and stimulating 

communication techniques that place students at the centre of learning. It has to be 

noted that the technical vocational education curriculum is skills-based; therefore it 

needs teachers to use relevant teaching methods in order for students to acquire those 

skills. 
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The findings of this study were that some teachers used perceptional instructional 

methods because of shortage of textbooks. The use of lecture methods did not allow 

students a chance to explore their environment, thereby limiting students' creativity. Sall 

et al. (2009) argue that pedagogical methods and strategies are feasible and efficient 

only if they are backed by adequate teaching materials, aids and equipment. It has to be 

noted that the use of strategies does not guarantee that students will acquire the 

relevant skills and knowledge. Students' characteristics can also be a determinant factor 

in the implementation of technical vocational education (Fullan, 1991; Rogan & 

Grayson, 2003). Their willingness to lea s factors. The other important 

factor which can affect the learning situat o ize. The pedagogical methods 

practised by teachers largely depend on t ' 'l-fll""'<i-N'-'"" 

5.5.1 Class size 

The size of the class and theUi • T,--,.,,..r,.,. n t irij , ed by political and 

economic factors. These factors areTBJIJfJBt.% 11JJ~f86{ff1H~rnal and external factors. 

The size of classes and effective modes of functioning depend directly on the number of 

schools and classrooms available, as well as the number of 

students and teachers available (UNESCO, 2004). 

This study found that most government schools had large teacher-student ratios as 

compared to private schools. In .most government schools, the ratios were as high as 

1 :35 instead of the official ratio of 1 :25 which affected student-book ratio as well as the 

teaching load. Where classes are small, students are given adequate assistance and 

there is a lot of teacher-student interaction. Class size is of paramount importance in 

technical vocational education where students are to develop practical skills. These 

students have to receive teacher assistance and have adequate equipment or tools. 

The quality of teacher-student interactions, the frequency of homework and the 

opportunities offered to students to discuss and exchange ideas in class depends on 

the number of pupils in the class. Quality is a function of the number of pupils in class 

(Sall et al. 2009) 
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Large classes in technical vocational education are difficult to manage as students need 

close and personalized supervision. These sentiments were echoed by Sall et al. 2009 

when they said that teachers are reluctant to resort to active and participatory methods, 

and to divide students into small groups when there are many students for the space 

available. 

The study had contrasting findings from most private schools and farm schools where 

some classes had seven to twelve students. In cases where the teacher-student ratio 

was 1 :7, there is human resources und r. u 1 

attention. This view is shared by Wolter ( 

noted that school classes that are too s a 

on the learning out comes. But within the 

ugh students can receive full 

o large have a negative impact 

ly acceptable range which can 

have a good effect on learning outc ________ which is in line with the 

government's recommendation , if "eep ct of large classes is 

also confirmed in a study by UNES~ ~ffi at chi ldren who were in 
classes of 25 students or more were 1 :5 times more likely to demonstrate lower test 

scores and increased grade repetition. 

Class size remains a key topic in school quality debates. Evidence suggests that 

quality education (in terms of student achievement) is associated with small class size 

(Darling-Hammond 1998), although the link has not been consistent in the world 

(Postlewaithe, 1998; Williams 2000 cited in Brown,2008:293). The perceived benefits of 

small class size are revealed in Brown's (2008) study where migrant teachers are 

employed in Botswana to reduce teacher shortage and reduce class size. This study 

established that these large classes emanated from shortage of teachers who had 

either joined the private sector or migrated to neighbouring countries. Therefore, the 

schools tried to capitalize on those few teachers who were available. These few 

teachers who teach large classes in technical vocational education can be demotivated 

because of the prevailing situation. According to UNESCO (2009) teachers are 

motivated by teaching small classes. 
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Information from this study revealed that while there were large classes, only few 

students registered for the end of the year 'O' Level national examinations. It has to be 

noted that to register a subject for national examinations in Zimbabwe depends on 

funds in most cases, practical levies are expensive than academic subject levies. The 

number of subjects a student wants to write depends on one's capabilities or 

affordability by parents. Generally, a student should write a minimum of five subjects 

and should pass them and these include main subjects like English Language and one 

science subject. The maximum is usually nine subjects. Low registration of 

examinations by technical vocational e'-4 ... ,..,,.""~'~' u 1Lu u •1:.• was confirmed by ZIMSEC 

(2006). 

Some students failed to register for e 
subjects because of high costs. It can be bserved , at such situations mainly affect 

students from poor backgrour\d$ and tho 9rpbarn:; who,.-pre mainly sponsored by un1vers1~~01~ortnare 
NGOs. The assistance by NGOs 88~'t'R~rtM .Iffi8Jr!Mt1c~upport given by outside 
agencies as propounded in Rogan and Grayson's ( 2003) curriculum implementation 

theory. High costs of registration fees wh!ch affect students from poor backgrounds 
confirm that technical vocational education can be a form of exclusion (Shavit and 

Muller, 2000). Such situations defeat the whole concept of technical vocational 

education contributing meaningfully towards the country's economic growth as 
suggested by the human capital theory. It also affects those students who intended to 

pursue their careers in the technical field. This study further sought information on 

students' performance in national examinations. 

5.5.2 Students' performance 

The implementation of any curriculum is determined by the national examinations. In 

Zimbabwe, these include the Grade 7 and the International Examinations at "O" and "A" 

Levels. The value of a public examinations certificate is stressed in our society (Nkomo, 

1995). In Zimbabwe, people consider passing 'O' Level as a great achievement since 

the certificate is used to seek employment. Advancement to 'A' level and is also 
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considered for those who want to be admitted to polytechnic colleges and teacher 

• training colleges. Consequently, curriculum implementation is geared towards success 

in these examinations. It can be noted that Zimbabwean technical vocational education 

could be classified as content-based. 

The quality of any education system is measured by the performance of its students. 

This study found that students' district national examination pass rate for technical 

vocational education at 110" Level was very low. In some cases, some schools had an 

average pass rate of 0%. It emerged from the study that most private schools were 

performing better than government schools te pass rate in private schools 

could be attributed to better facilities and t:?'A of service. 

It was further established that technical 

in the academic subjects. Candidates perfo ___ in technical vocational education 

subjects. However, the techni fi~~itssfcycar iJ¥z1fatgw student enrolment 
and few districts offer them, yet the er§~ &"p t~ ~s>mePass rate (MoESC,2006). 
This is a complicated situation considering that most students who are channeled to 

technical vocational education are those who would have performed badly at Form 2 

level. Thus, this study established that in some schools, students were given extra 

lessons. The pass rate could also be attributed to low enrolment of stu~ents who write 

national examinations. It could be assumed that those students who register for 

technical vocational education examinations are those who are confident to pass it. 

The result from this study showed a different trend in the pass rate from 2005 to 2008 

as there was a downward trend in the pass rate. In 2005, students performed better 

than in 2006, and in 2006 they performed better than in 2007 and in 2008 the results 

were worse. This was mainly attributed to the use of untrained teachers and the poor 

economic situation in the country as well as industrial strike action by teachers and use 

of an old, irrelevant syllabus. The poor performance by students is due to the 

inadequacy of qualified teachers due to transfers and migration to other countries was 

confirmed by the Division of Quality Assurance (MoESC, 2006). 
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Some of these schools had big staff turnover due to transfers and resignations to 

greener pastures (MoESC, 2006). Poor results were also revealed in this study where a 

farm school had an average pass rate of 0% in 2007. The school was using the wrong 

syllabus and the subject was taught by an untrained temporary teacher. Contrary to 

what happened to the farm school in one private school where they used the relevant 

syllabus, the subject pass rate was high. Nonetheless, this could be attributed to a 

number of factors as the former is poorly equipped and the latter has better facilities. 

The examination school results from the private and farm schools show the need to 

consider the differences in the schools' suggested by the Rogan and 

Grayson's (2003) theory that schools' should be considered when 
planning and implementing curriculum (Rnt1t:::rl"l"'~~:n,,q:'r.l 

Bush, Joubert, Kiggundu a iif~fsif~0{if 3.tJhat socio-economic 
conditions in a country can have an ·, ~RMPrt'z'n .LJr'-'V'VL~ ing environment as there 
is a relationship in material cost and available school revenue. Inflation has an adverse 

effect on school revenue and materials to be procured. Therefore, performance of 

students can be inhibited by a serious shortage of learning and teaching support 

materials; successful implementation of any programme is dependent on the availability 

of resources and teacher factors (Fullan, 1991; Rogan, 2003). 

The poor performance of students in this study are attributed to shortage of materials 

and inadequate qualified teachers. Teachers migrated to other countries to flee the 

economic situation prevailing in the country. Poor performance of students was further 

attributed to low morale among staff members. These findings are also in line with 

Fullan's (1991) model of change as well as the Rogan and Grayson's (2003) theory 

which advocate adequate supply of material and financial resources to schools if 

implementation of the desired programme is to succeed. 
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It was further established that teachers in the farm school fled from the school because 

of poor accommodation and transport costs. This confirms studies in Ghana, Nepal, 

Malawi, Pakistan, Papua Guinea, Rwanda and Zambia where teachers' salaries are 

woeful and there is inadequate teacher accommodation and where accommodation is 

available, it is poorly administered (VSO, 2006). Skills development among students 

demands that all these mentioned factors should be in a good state for it to take place. 

Any unfavourable environment works against the promotion of skills development 

among students, hence, jeopardizing their chances of employability. 

Evidence suggests that countries with h migration of teachers tend to 

experience a simultaneously migration __ ..........._ ng the non-migrant teacher 

colleagues who remain behind, especiall
1

_ \l! •• l"\?llln,.. s hool level where the teachers 
migrated from (Commonwealth Secretar~~~~~~[,$0I, 2001 ). The study's results 
confirm observations from Brown (2004) ____ (2008), where part of the 

reasons pushing many teacher , ~~~ftf · region, to migrate, 
is job dissatisfaction resulting fro'?'o~Wt-~ ffi n.ie~ status, and frustrating 
working environments linked to large classes and limited resources. 

The school syllabus is an important document in the implementation of any school 

curriculum as it guides the teachers on what has to be taught. It also gives an overview 

of all topics to be taught within a given timeframe and above all, it shows the aims 

/objectives of that particular curriculum. It emerged from this study that schools had a 

shortage of syllabi and they used different syllabi. Some schools used old syllabi while 

others used new ones. Shortage of syllabi can cause confusion among teachers and 

the desired or intended curriculum may not be implemented. Such a situation raises 

concerns on what exactly is being taught in these schools. Mupinga et al. (2005) 

concede, in the absence of set performance standards, the course objectives from 

which teachers derive the content for various technical subjects are open to different 

interpretations which could result in students graduating with different competencies. 
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Fullan's ( 1991) model emphasises clarity on the implementation of a programme 

(Fullan, 1991; Ornstein & Hunkins, 2004). The lack of clarity in the implementation 

process could be seen in the use of different syllabi by schools and in the subject syllabi 

which are used by teachers to interpret the goals of the programme and derive the 

content. This has led to some schools performing well while others perform badly. 

The Ministry of Education, Sport and Culture (n.d.) Junior Certificate Syllabi for Building, 

Metalwork, Woodwork, and Technical Graphics objectives lacked clarity as students are 

expected to get exposure to the industries, gain basic skills and processes for a 

particular industry; and develop techni a s 11 degree where they are self-

sufficient. An awareness of industry, and c 

at the extreme end of the continuum wi h 

technical vocational education teachers 

skills without jeopardizing the levels of te 

e- sic technical skills seem to be 

~tt'VF.21l<i-~ ill proficiency. The dilemma for 

uch emphasis to put on basic 

ncy where students are self-

sufficient. University of Fort Hare 
Together in Excellence 

Among the objectives of Woodwork are to "promote the acquisition of knowledge and 

technical skills leading to self-sufficient; and make simple wooden articles that are 

useful in the home and community (MoESC, n.d:22).Technical vocational education is a 

skills-based curriculum, students have to develop technical skills through practical 

lessons or construct items as proposed by the human capital theory. 

This study established that students were able to design and construct some items for 

home use. They were also able to engage in productive agricultural activities. It also 

emerged from this study that students practised entrepreneurship skills as they sold 

their produce. This shows that some of the objectives of technical vocational education 

are being implemented as students skills, which are in line with human capital theory. 

Students' items being good was also acknowledged by ZIMSEC (2006). However, 

articles produced by students are not the quality needed by big markets or industries 

and therefore, they could not contribute towards the country's economic growth as 

propounded by the human capital theory. 
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While it can be argued that school and classroom factors are critical in the shaping of 

student learning, curriculum policy is nevertheless seen as key factor in setting the 

direction for, and providing coherence in, the teaching and learning. A curriculum 

framework sets out the intentions of policy makers (Taylor, 1999). The implementation of 

technical vocational education could be affected by poor funding policies despite the 

fact that there may be some good and best qualified teachers as well as lack of clarity 

as articulated by Fullan's (1991) implementation model of change. The researcher 

sought information on schools funding and availability of other resources as they are an 

important factor in the implementation of bni 

5.6 Financial and material resource 

In the case of developing countries, Versp_Wme~lM~ b' his analysis of 21 World Bank-

supported educational change program • ted out that those large-scale 

programmes tend to emphasi tion. Thus, in nearly 

all instances, low outcomes resultedHag6.ffj of what was essentially a 

good idea. In most instances, this is caused by lack of political will from the government, 

lack of funding as well as lack of resources. The policy-makers never give themselves 

time to evaluate what is really taking place on the ground (Verspoor, 1989). It can be 

observed that despite the fact that most of the policies are being implemented, the 

government is not willing to commit itself. 

5.6.1 Funding 

The provision of facilities necessary for curriculum implementation is not be possible 

without the cooperation and joint action between the beneficiaries (local communities) 

and central government (Nkomo, 1995). Parental involvement in the affairs of schools is 

a worldwide phenomenon. In Zimbabwe, government authorized parents to be in charge 

of the affairs of the school and technical vocational education (Ministry of Education 

Secretary Circulars number 2 of 2001 & 2002). Evidence from this study reveals that 

parents have played their role and they are the major funders of technical vocation 
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education as they now pay teachers' incentives and incur all the expenses of running 

schools. This concurs with Fullan's (1991) model of change and Rogan and Grayson's 

(2003) theory which emphasise the importance of external funding or outside support 

for the successful implementation for an innovation. 

The study further found that schools faced problems as most of them are not working. 

Even those who were employed earned low wages especially those who worked on 

farms. The capacity to implement technical vocational education is hampered by the 

environment factor. Teachers in these schools can only implement the curriculum 

according to the way that suits their en I o is could be different from the 

planned and intended curriculum. 

Chinyamunzore, (1995) in his P-~(!=:~~~~f elution and Evolution of 
TechnicalNocational _____ acknowledges that 

employment is a critical issue • ZiR1babw~e. The f nqoo_y • shrinking and for one to n1vers1 o orr are 
find employment is a nightmare (Cjp}§~T: mr xd ~hcJ°his study confirmed the 
seriousness of the economic situation in the country as government no longer funded 

public schools because of the prevailing economic situation. It is these conditions which 

negate the successful development of human capital. 

Students in technical vocational education need sufficient funds to run projects where 

they can develop a number of self-sufficient skills. Glatthorn, Boschee & Whitehead, 

(2006) emphasize the need for curricular support such as educational funding from 

responsible authorities. Failure of proper funding can impact negatively on development 

of students' technical skills and competencies and their chances of employability. 

According to Rogan and Grayson's (2003) theory of implementation, if schools lack 

financial support from outside agents like government they could find it difficult to 

implement the desired programme. 

It emerged from the study that government schools are poorly funded as compared to 

private schools. This confirms results of the study by Gill and Heyman (2000) in Egypt, 
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where it was established that government schools had poor quality of education due to 

inadequate funding. The study further confirms studies by Johanson and Adam (2004) 

carried out in Kenya and Botswana which showed that technical vocational education 

curriculum delivery needed large financial inputs for its successful implementation as 

well as developing students' skills. Such findings are _in line with Rogan and Grayson's 

(2003) curriculum implementation theory. This theory views outside agencies as an 

important factor in the implementation of curriculum because of the support they render 

to the schools. The support could be in cash or kind. In Zimbabwe, it is the responsible 

authority which has to meet all the school 's needs. The responsible authority, therefore, 

has an obligation to support the school 

poor implementation. 

hich failure to do so leads to 

Schools were therefore not able to m°t~~~~~!5', ons such as procurement of 
eqµipment and other learning materials .__. eachers' incentives because of 

inadequate funding. Interesting 'Hi~~~~1fyi · ·_r g~ y ~fegovernment schools 
for the first time in Zimbabwe, paren ~fih~pqfie 'l®nffi~es to top up those paid by 
government. Dempsey and Sandler (2005) acknowledge the importance of parental 

involvement in children's learning. They view it as involving support of academic 

achievement of their children through providing finances which are fundamental to 

academic success. Ornstein and Hunkins (2004 ), and Rogan and Grayson (2003) 

concur with this view as they argue that money is needed to support all school 

programmes for successful implementation. According to Fullan's (1991) model of 

change it could be difficult for the studied schools to implement technical vocational 

education with inadequate funding. 

Parents provide the school with financial support for its day to day running (Chivore, 

1995). However, until 2008, parents in government schools had never paid teachers' 

incentives; they only provided funds for facilities, equipment and infrastructure. Although 

these incentives paid by parents were meant to motivate teachers, they had a negative 

impact since teachers were not paid on time or regularly. Parents seemed to struggle 

with other problems as most of them were not employed, as revealed by the study, and 
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they could not pay both teachers' incentives and levies. According to the findings of the 

study, these situations were prevalent in both government and farm schools. These 

financial woes are confirmed by the Zimbabwe Human Development Report (1990) 

which noted that the country's economy performance declined since the introduction of 

the Economic Structural Adjustment Programme (ESAP) in 1990 (United Nations 

Development programme, 2003 as cited in Kanyongo, 2005) . Poverty has become 

more acute and wide spread, leading to many parents failing to pay school fees for their 

children. 

Teachers are the most important facto n 

students receive. Therefore, non-pay 

the quality of education that 

,e s' salaries can affect their 

motivation and morale, leading to poo i ..... Hl.u..,.,,..v,,oi nd non-commitment towards 
execution of duties. The nonpayment or I achers' salaries was reported 
as the other factor which led to poor perfor nee bys udents in Khami District 'A' Level 

results (MoESC, 2008). UNES JRfi,_l~~ ij • ffft' I ~Efeas a critical issue in 
the teacher's motivation. This study fril • ~s in government schools 
were paid USA$ 100, which by then was equivalent to R1000. However, at the time of 

writing this report, the situation had slightly changed as teachers earned USA $190 

which is about R 1330 and school heads earned slightly more about USA $250 which is 

equivalent to R 1750. 

The situation has improved slightly as seniority is now considered in terms of posts. In 

the private schools, the situation is different as teachers are paid better salaries. They 

top-up what is paid to civil servants in government schools. This depends on individual 

schools. Low salaries have been witnessed also in Kenya between 1991 and 2002 

where a teacher's salary for a primary teacher was less than that of a bus driver and 

less than a skilled industrial worker (Fredrickson cited in VSO 2006). It is well 

documented that any long-term predictable funding that does not take into consideration 

the cost of paying teachers is going to fail (VSO, 2006). 
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This study established that non-payment of school levies did not affect teachers only but 

had an effect on students as many of them could not afford technical vocational subject 

levies and as such, dropped the subjects. The findings of this study confirmed what was 

articulated in the Zimbabwe National Report (MoESC, 2001) that some students drop 

technical vocational education subjects due to lack of funds. Financing education in 

Zimbabwe has been a major problem and a challenge. The education system has been 

highly consumptive with a total annual budget of an average of 2$12 billion per year for 

the two ministries (MoESC, 2001 ). These financial constraints result in shortage of staff 

and teaching materials; thus, compromising the quality of education. This has also 
contributed to increased dropout rates l"!:rt-~..-.n-r~:tr\T~lfl"hools and colleges (MoESC, 

2001 ). 

The 2001 and 2002 implementation of 

initiative to individual school heads on th chnical and vocational subjects, 

depending largely upon the fa • 'ties and st_eff av i le in t e school including learner n1versuy o orI are 
preferences (MoESC, . 2001 ; 2002)w'g1Hc;>}~~ h~m&nEeon per capita grants from 
government and the school service fund, the apportionment of which, even though 

regulated, depended on the school heads (MoHTE, 2005). It emerged from this study 

that schools were poorly funded by government and this affected choice of technical 

vocational education subjects offered by schools. 

Evidence from the study indicated that government no longer pays schools per capita 

grants and school service funds. Schools now depend solely on SDA/SDC funding. 

Kanyongo (2005) argues that the decentralization by government reduced the central 

government's financial responsibilities, thereby increasing the gap of quality of 

education between the rich and the poor. This finding was confirmed by this study as 

private schools had better facilities than farm and government schools. 

Capital investment, purchase of consumables and maintenance of equipment were all 

to be financed by these funds and because of this lack of a sustainable funding; 

refurbishment and replacement, the state of infrastructure and equipment has continued 
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to decline, making it difficult for schools to implement technical vocational education. 

UNESCO (1993) emphasizes the need for strong allocation mechanisms for financial 

resources as it improves the quality of learning and assists schools to be market 

responsive. 

Failure by government to allocate additional funds to support technical vocational 

education could be interpreted by teachers as lack of interest and commitment in 

technical vocational education. Several studies have reported a high correlation 

between central administration commitment to involvement in the change process and 

the success of the change process (Nhu u n (1991) argues that teachers 

and other implementers do not take cmaF:i:.oe 

demonstrates support through action 

sly unless central administration 

erbal approval. Such action 

equipment. involves the sourcing and provision of 

5.6.2 Material resources University of Fort Hare 
The relationship between school ia wPi~-ra iyJAre%«f&qehas shown that student 

performance in developing countries is largely influenced by quality of school inputs and 

not by the socio-economic factors (Psacharopoulos & Woodhall, 1985). Resources 

usually inhibit the effective implementation of the various aspects of the curriculum. It 

emerged from the study that some public schools had broken windows and door 

handles while most of the private schools had good buildings with intact windows and 

doors. 

Some of these facilities were vandalized by students themselves. These trends were 

also revealed in a study by Legotlo et al., (2002) where students themselves vandalized 

school property. According to the Rogan and Grayson's (2003) theory, the physical 

resources are certainly a major factor that influences capacity. Poor resources and 

conditions can limit the performance of even the best of teachers and undermine 

learners' efforts to focus on learning (Rogan & Grayson, 2003). This is a clear indication 

that students in government schools in Zimbabwe were exposed to harsh learning 
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environments and their performance could have been affected by these poor 

conditions .. 

The study further revealed the difference in learning conditions among private, public 

and government schools. Private schools experience the best conditions while those on 

the farm school were worse. It has to be noted that government schools are equally in a 

worse predicament than private schools, as revealed by this study. This disparity was 

also noted in most of South African schools where some private schools boasted of 

good buildings which could be rated as the best in the world. On the other hand, there 

were those public and private schools 1 

windows, electricity, and with few books n: 
buildings, lacking doors and 

er re · tar es (Rogan & Grayson, 2003). 

This study also revealed that one private s 

post colonial states, education system se 

ni a m school had no electricity. In 
LUMINE BIMUg 

l r similar educational problems 

in terms of school infra-structure as indica study and Rogan and Grayson, 

(2003) on conditions of schools. fl fy of Fort Hare 
Together in Excellence 

Information from the study confirms a situation observed by Gill and Heyneman's (2000) 

study in Egypt where poor quality of technical vocational education was due to lack of 

adequate or current equipment. It was further revealed in this study that the successful 

implementation of technical vocation education is hampered by shortage of specialist 

rooms. This study also revealed that the shortage of infra-structure and equipment in 

both government and private schools made it difficult for teachers to conduct their 

lessons freely. This study further exposed that government, private and farm schools 

were bedeviled by shortage of specialist rooms. In some cases, two classes shared one 

specialist room at the same time. 

Legotlo's, et al., (2002) studies on learner performance in a province in South Africa 

cited overcrowding and shortage of classrooms as some factors which contributed to 

poor performance among Grade 12 learners. 
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Studies in Tunisia, Chile and India by UNESCO (2009) confirmed the Rogan and 

Grayson's (2003) theory that physical capacity is an important factor in the 

implementation of a programme when it revealed that school infrastructure does 

influence the quality of various elements o_f the educational process. It revealed that the 

size and organization of classrooms can also influence the instructional methods of 

teachers. The teacher, in this case where space was too small, was forced to use the 

lecture method instead of group work and students were crowded, creating an 

unconducive atmosphere for learning. Technical vocational education is meant to 

develop students' skills and achieving these goals under such conditions according to 

Fullan's (1991) model of change • rayson's (2003) theory of 

implementation could be difficult. 

5.6.3 Textbooks 

School facilities can curriculum implementation. 
Teachers need adequate instaJJGUitbMa:Jf r ll'i:l'~ m.r1~1.t: .1. W11m1 include textbooks, 

teaching aids and stationery which ;f&l (/JfTe %~fGJl1ri71gfge quantities and on time. 

This is a factor over which educationists are generally in agreement. Students perform 

well if there is adequate resources with regard to classrooms, libraries, textbooks, 

finances and relevant curriculum (Fullan, 1991; Grayson & Rogan, 2003; Ornstein & 

Hunkins, 2004 ). The availability of such resources determines the teacher-student ratio. 

Where the ratio is high, (i.e. more students to one teacher) academic performance is 

lower than in schools where there are fewer students to a teacher (low teacher/student 

ratio), (Chakanyuka, 1995). 

According to a research by Legotlo et al., (2002) on perceptions of stakeholders on 

causes of poor performance in Grade 12 in South Africa, students failed because of 

textbook shortage. Parents, school governing bodies, principals, students and teachers 

all concurred on that fact (Legotlo et al., 2002). This confirms the Rogan and Grayson's 

(2003) theory which argues that shortage of materials are an important factor in the 

implementation of a programme and the capacity of teachers can be affected by this 

factor. Textbooks seem to contribute immensely towards development of both technical 
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skills and knowledge as they are the source of information. Fullan's (1991) model of 

change also confirms that textbooks are an important factor in the implementation of 

curriculum. 

According to this study, most schools both private and government, had shortages of 

textbooks. Other studies by Sall et al. (2009) have indicated that shortage of textbooks 

is not a challenge to Zimbabwean schools only. It is a problem which is encountered by 

most Sub-Saharan African countries. MoEHE (1996) acknowledges the challenges 

faced by schools in terms of textbooks. The major stumbling block to the provision of 

quality education in schools is shorta x f}?s supplementary reading and 

reference books, to both primary and s ary s t o s (MoEHE, 1996). Studies by 

Kantabaze (2005-2006) cited in Sall e ealed that in ten developing 

countries, the relationship between medi 

more significant and stronger than other 

the lack of school books was 

as qualification of teachers and 

the size of classes. University of Fort Hare 
Together in Excellence 

The study further revealed that shortage of textbooks was also made worse by the high 

cost. The situation has been found to be common in Sub-Saharan Africa was the cost of 

textbooks is prohibitive for the majority of households (Sall et al., 2009). The report by 

MoEHE, (1996) revealed that these provisions seem to be an issue that has been on-

going for a long time without being addressed because of factors such as government's 

lack of political will or poor budgeting. 

The study indicated that there was a difference between urban and rural schools in 

terms of textbooks and material shortages where student-book ratio was higher in urban 

public schools than on the farm school. This is contrary to what was reported in MoEHE, 

(1996) where the ratio was 1 :5 in rural areas and 1 :2 in urban areas. In 2006, the 

Quality Assurance Division reported the book-student ratio in public schools as 1: 8 

(MoESC, 2006). This study has shown that the ratio on the farm school is now 1 :3 and 

in public schools 1: 10. This shows a decline in the economic situation as government 

schools can no longer afford to buy textbooks. It is evident that the economic state of 
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affairs in the country is affecting the learning situation and implementation of technical 

vocational education. 

5.6.4 Equipment and facilities 

If effective learning is to take place, a healthy learning environment must be created in 

the form of basic facilities, laboratories, workshops, and libraries (Nkomo, 1995). This 

study revealed that all these materials were not available in the majority of the studied 

schools in Khami District. The shortage of these essential equipment and facilities 

affected the development of students' skills and the guality of technical vocational 

education. The Quality Assurance Divisi n,a.re:HJl).~;,,1,e,0.,,11 

materials as a challenge which faced 

students ( MoESC,2006). A study in Egy 

aused poor performance by 

yneman (2000) revealed that 

the quality of technical vocational educ was affected by inadequate 

furniture, machinery and outdated equipment.---T- 'LUA!!'t~ further revealed that lack of these 

resources caused poor perform=•c-i,,....=, &Hu Ui~UJCE~v1 i ince in South Africa 
(Legotlo, et al., 2002). Together in Excellence 

The high success rate of reform in the implementation of technical vocation education in 

Brazil is attributed to high quality of the physical facilities, equipment and training 

materials. The maintenance of these facilities and equipment which is done regularly is 

also seen as critical in high quality delivery (Wilson, 1996). The situation in the studied 

area portrayed a different situation as most of the technical vocational education 

equipment in these secondary schools was old, outdated and some of it was obsolete 

as opposed to the Brazilian situation. Some of the equipment and tools in government 

schools were bought 26 years ago when the schools were first established as revealed 

by this study. This equipment was not repaired or replaced especially that which was 

consumable. Other equipment was said to be lost through pilferation by teachers was 

also never replaced. The situation in the farm school was critical as there was no single 

tool or equipment for agriculture. The situation accounts for poor performance of 

students in technical vocational education. 
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Although schools lacked equipment, they got solace in that parents had positive 

attitudes towards the implementation of the programme as they went out of their way in 

both government and farm schools to provide schools with some tools and materials 

which were needed. Ornstein and Hunkins (2005) concede that change innovations 

need the support of community and this is also emphasised by Fullan's (1991) model of 

change and Rogan and Grayson's (2003) curriculum implementation theory. This study 

established that at the farm school parents allowed students to fetch water and fire . 

wood although it is against school regulations. It further emerged from this study that 

students even brought water from their homes to water their produce. 

I m where there is shortage of 
h -=»-:tt-kS?-h'~-';;,...~ cational education is mainly 

Consequently, it becomes difficult to im I 

facilities and equipment considering 

practically- based and is oriented toward ent as proposed by the human 

capital theory. Nevertheless, it should be ________ urriculum implementation is the 

result of the interaction of v • us factors+w..1chr te rs,._. thei r personality, the n1vers1,L.,. or or a1. e 
learners' capabilities and teaching -f M'ltfee ~rftJhere is shortage of one 
ingredient, the product is of poor quality. Similar results were found by Olatan (1996) in 

Nigeria where most schools were poorly equipped, and had ill-equipped workshops, 

libraries and the conditions under which technical vocational education was being 

implemented was poor. It can be observed that implementation of technical vocational 

education in most African countries is inundated with problems of resources. 

Despite this acknowledgement of shortage of resources, the government still has not 

found any solutions to the problems. It only keeps changing policies which do not 

promote the desired goals of technical vocational education; that of developing 

students' skills for relevance and employability. Teachers could still fail to successfully 

implement technical vocational education due to capacity to support innovation 

because of poor funding, shortage of equipment, infrastructure and textbooks as 

proposed by the Rogan and Grayson curriculum implementation theory. 
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5.7 Monitoring and support 

School heads are powerful influences within school settings in facilitating teacher use of 

an innovation or educational program. They create mechanisms to handle logistical and 

time scheduling, continuously monitor the attitudes and feelings of teachers (Taylor, 

1987) and they provide a cognitive grasp, encouragement, confidence and cohesion 

(Van der & Knip, 1998) with respect to an innovation. For the head to perform these 

duties, he/she should be professionally qualified and experienced. Hence this study 

sought the qualifications of school heads and those of HODs since they are involved in 

the day to day management of the curriculum. 

In Zimbabwe, about 80% of supervision s 

and regulations require them to do 

organizational authority and that of a su~l~fS~~~!!e' 

HODs are mainly the experts as they are su~J·'-lMJ._..,.._, 

the majority of the school mamacire11,BPIrtt1earor 

professionals could lend adequate ..frn)cofe!:fi 

administrators. Ministry rules 

knowledge. In this case, the 

This study established that 

at~1m:tl1'fli qualified and these 

eachers. Teachers need 

adequate support in various forms; namely, emotional , professional and social support 

in order for them to benefit from the exercise. Support systems include; supportive 

material out of school learning communities, subject area networks and professional 

organizations ( Hargreaves, 1998). 

The success of a curriculum leader as a change agent largely depends on the extent of 

formulating a shared vision and developing a strategic plan of implementation. 

Developing a vision of change and a strategic plan are key components of the process 

and should include guidelines that help aid the process (Glatthorn, Boschee & 

Whitehead, 2006). Thus, this can be difficult in schools where there are inadequate 

syllabi and the leaders lack experience as it emerged from this study that schools had 

inadequate syllabi and school heads and HODs lacked experience. 

These heads and HODs could be handicapped in the execution of their duties by lack of _ 

experience, as the majority of management team had less than one year and one to 
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five years experience in their current positions. According to Carey's (1986) model, 

these members of the management team lack experience. It could be due to this lack of 

experience that some schools used the old syllabus as revealed in previous sections of 

this report. At the school or institutional level, the head of the school and HOD are the 

chief instructional supervisors. They monitor and guide the curriculum interpretation 

through ensuring that schemes of work, lesson plans and records of marks are 

prepared regularly and in accordance with the approved curriculum (Nkomo, 1995). If 

these professionals lack experience it could be difficult to assist teachers in some 

issues or to handle those way-ward teachers. They can even find it difficult to interpret 

the new syllabus and end up teaching o comfortable with. 

Educational leaders ensure that curricul ~o1"R~r-... ru tional strategies, and learning 

environments integrate appropriately to and teaching. They facilitate 
and support collaborative-enriched learnin ___ . nts conducive to innovation for 

improved learning (Glatthorn, B.0$chee & Wbitehe ci-,200.6k-wfor one to execute these . . . un1yersny o ~ort'ttare 
duties effectively one has to be expe,frl?flflzer in Excellence 

The finding of this study was contrary to observations made by the Quality Assurance 

Division (2006) that there was inadequate supervision by school heads and HODs 

which impacted negatively on the learning situation (MoESC, 2006). It emerged from 

this study that teachers received assistance from their heads and heads of departments 

who regularly visited classes and inspected teachers' record books and students' 

exercise books. This is in accordance with the views of Bush et al. (2009), who say that 

monitoring involves visiting classrooms, observing teachers at work and providing 

feedback. Bush et al. (2009) conclude that monitoring is a widely distributed role, 

including head teachers, deputies and heads of departments. Shinkfield ( 1994) 

concedes, while principals assume many roles, one of their most important 

responsibilities is the evaluation of teacher performance. This is an important 

responsibility as the head checks; a) the improvement of the instructional programme, 

b) the improvement of teaching practices, c) the improvement of student performance 
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and finally, the improvement of staff development and opportunities for teachers ( 

Shinkfield, 1994 ). 

This study further revealed that students' exercise books were also inspected 

occasionally. Both teachers and students benefited from such an exercise through 

feedback. The findings of the study are in line with Rogan and Grayson's (2003) theory 

of implementation and Fullan's (1991) model that emphasise teacher support by the 

school leadership if implementation is to succeed. This confirms Shinkfield's (1994) 

view that the head has to monitor students' performance. Bush et al. (2009) found out 

that there was a strong link between ve on g and good teaching. Under-
qualified and less experienced teachers t:Nrl"'\Ol'."l,t:!l'fited from such class visits as 

their short-comings could have been idemti.-f.JJQA'~~~e ted. Information revealed that 

junior teachers were given more class vi e with studies by Nyagura and 
Reece (1989) in Zimbabwe, which pointed, at newt chers required more advice and 

encouragement from their hea for. succes,ul e~ tiortn eir duties. The untrained n1vers1 or o are 
teachers need more class visits cif8gt! 8f J!±c~Fff~cV! improve their teaching 
methods and class management skills. 

School heads have a direct responsibility for the quality of learning and teaching and for 

pupils' achievement. This implies setting high expectations and monitoring and 

evaluating the effectiveness of learning outcomes (Bush & Glover, 2009; Rogan & 

Grayson, 2003). Nelson (2003) argues that it is necessary for the principal to know good 

instruction when they see it, to encourage it when they do not and to facilitate on-going 

learning for staff. For the school head to do that, he/she has to carry out class visits and 

give teachers feedback on the way they handle classes. In a situation where a head 

reneges on his/her duties of class visits, technical vocational education implementation 

can be affected as teachers can continue using wrong teaching methods. There is also 

a danger of individual teachers interpreting the syllabus according to their own 

understanding. 
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The school head and heads of departments monitor daily the implementation of the 

technical vocational education curriculum. Occasionally, the external monitoring of the 

curriculum must come from DEOs and Education Officers (EOs). These instructional 

supervisors maintain the standard of education as expected by the National 

Government (Rogan & Gray~on, 2003). They are to provide the external support 

needed by both school heads and teachers. The quality of these educational 

supervisors is expected to determine the effectiveness of the curriculum implementation 

process as stipulated by the Rogan and Grayson's (2003) theory. If teachers are given 

adequate supervision and feedback, they are bound to improve the students' learning 

process. 

..mt:li.Gr'f"i",-v-r"""~r.r--1 e has a shortage of technical The findings of the study indicated th 

vocational education experts. There wer 

specialists. Inadequate technical vocationa 

fficers in the district who were 

xperts means school heads and 

heads of departments are depri d of that e:,mert ad • e Yih. could be valuable for the n1vers11y or or1 are 
implementation of technical vocatiorrbg~ffl~P~Pi i fB~ .~Wcferhaps this could be the 
cause· of continuous use of the old syllabus by the schools. Similar findings of a 

shortage of technical staff in technical vocational education were reported by Aboum 

(1996) in 26 Sub-Sahara African. The study also confirms Gill's et al. (2000) findings in 

Sub-Sahara African countries where technical vocational education suffered from lack 

of monitoring due to shortage of qualified personnel. It can be observed that shortage of 

technical vocational education specialist officers is not unique to the studied area as it is 

common among Sub-Saharan African countries. 

The shortage of expert officers at district level is contrary to what was observed in 

Zimbabwe by Madziyire et al. (1998) that at secondary level each education officer is in 

charge of a subject specialization in a district. This study established that there is no 

longer any subject specialist in the district or at regional level for secondary schools. 

The whole Bulawayo Metropolitan Province had only one technical vocational education 

specialist, as revealed by the study. This situation is a cause for concern as teachers 

are deprived of a chance to be monitored and given the correct and relevant 
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professional support as well as feedback. The DEO is directly in charge of eight 

secondary schools and twenty-six primary schools. In his supervision, the DEO provides 

in-service courses to teachers and supervises student teachers, untrained teachers and 

qualified teachers. He plays an important role in developing and improving the efficiency 

of teachers in the schools. Hence, there is a need for constant professional 

development workshops for both teachers and school heads conducted within the 

district as proposed by the Rogan and Grayson's (2003) theory of implementation. 

The study further reveals that most of the schools were not inspected for long periods, 
hence, depriving these teachers of an esC'z:rln+i>::n,:,'l:in·rr.· r-rz:s-., The lack of school inspections 

by the district personnel may confirm th ~ n s that school heads absented 

themselves due to lack of supervision by h nnel (Nziramasanga, 1999). 

Inadequate transport to carry out supervis external supervisors was cited 

n1vers1 01 ort ttare as a major challenge for quali ssurance.i~sch~ whicl:IJead to poor performance 

among students (MoESC, 2006). TfJ5gi aJ 7PtEr~iz~9ll[J!med by this study as it 
emerged that failure to conduct regular school inspections by the district education 

officers was attributed to lack of transport within the district due to high cost. This study 

confirmed former Minister of Education Sport and Culture's (Chung) view that visiting 

each school is too costly. That is why some secondary schools were not visited by 

education officers for two years (Chung, 1988). She further elaborated that there was a 

need to also consider that DEOs have a high supervisor-supervisee ratio. They have to 

visit 34 schools in the district including both primary ano secondary schools and it is not 

possible to give adequate supervision to all teachers. The district does not have its own 

government vehicles. 

5.8 Summary 

In this chapter, the major findings show that schools lack the capacity to support 

implementation of technical vocational education as propagated by the Rogan and 

Grayson's (2003) theory. Implementation of technical vocational education in secondary 

schools encounters numerous problems such as: inadequate specialist rooms, furniture, 
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funding, resources and equipment. Schools have a shortage of professionally qualified 

personnel and they end up resorting to employing temporary teachers who lack relevant 

teaching skills and experience. This has negatively affected the performance of 

students as well as skills production. The technical skills acquisition by students have 

also been greatly affected by the use of two different syllabi by the schools, that is, the 

new and old syllabuses. The findings showed that the planned curriculum is different 

from the implemented one. District education officers have failed to supervise 

curriculum implementation and improve classroom practitioners' teaching methods 

through CPD programmes. 

However, poor funding by the relevant 

students' skills development as wrong in 

so impacted negatively on the 

1:p ,,;~1.,~,,erials were used by schools in 

their improvisation. This greatly affected e end product. Despite these 

hardships, technical vocational educatio ____ ary schools has managed to 

empower students with some t~nical skills to a r~~onablmxtent as they managed to . . . un1vers1tv or ~ort are 
design and make items like garmenfsth trav server: h a e scones and produce 1oge er1.n bxce (:;nee 
vegetables for sale. In future, government needs to consider the idea of partnership with 

the business world for successful implementation of technical vocational education in 

secondary schools. 

The next chapter provides a summary of the study, the major conclusions that were 

drawn from the study as well as some recommendations that could be adopted by 

policy-makers in an effort to address the problems facing implementation of technical 

vocational education in secondary schools. 
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CHAPTERS 

SUMMARY, CONCLUSIONS AND RECOMMENDATIONS 

6.1 Introduction 

This chapter draws together key elements, lessons and questions from the study. It is 

divided into three parts; summary, main findings and recommendations. 

6.2 Summary 

The present study 

technical vocational education in secon a 

a crucial tool of economic develop 

development and hence, many countrie 

by educating these students they can 

productive skills (Akoojee, 

education in secondary schools 

ent of the implementation of 

chnical vocational education is 

central to the human capital 

I their schools with the hope that 

vocational skills and preparing them for the world of work. 

Three case studies in Ghana, Kenya, and Botswana by Lauglo et al. (2002) found that 

not much empirical research has been done on the topic since the 1980s (Johanson & 

Adams, 2004:87). The above assertion prompted the researcher to engage on this 

study whose purpose was to assess the implementation of technical vocational 

education in Zimbabwean secondary schools. The study sought to assess: 

• how students are selected to the vocational path way. 

• the capacity of teachers in delivering vocational education in secondary schools. 

• the availability of resources in the implementation of technical vocational 

education in secondary schools. 

• support and monitoring mechanisms provided by schools, government and SDCs 

to schools. 
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To achieve these objectives, the researcher adopted the mixed method methodology 

which is imbedded in the post-positivist research paradigm. Post-positivist research 

paradigm attempts to increase our understanding of the way things are and that 

objectivity is an ideal that can never be achieved, and research is conducted with 

greater awareness of subjectivity. By combining qualitative and quantitative 

methodology, it assisted the researcher to strike a balance and avoid being subjective 

on issues like selection of students, teacher capacity, funding, monitoring and 

availability of resources. Post-positivists acknowledge that people can understand 

things from a different perspective and propose a number of different answers on the 

same issue as it is constructed in an i O'Leary (2004:6) claims that 

post-positivists see the world as ambigu multiple in its realities- 'what 
might be the truth for one person or cultu h.::-a.~A-!r-l"iTiffl"""r.i!~~~nt be the "truth" for another. 

This method assisted the researcher to se ____ and views on implementation of 

technical vocational educatioi+ Jrom di~er nt 1>~. e iD .,different communities with un1vers1 01. ort.ttare 
different backgrounds. The choice 'b1fc WP m et'l'~e~ced by their backgrounds 
and their engagement with the studied phenomenon, hence, their opinions were sought. 

The strength of this method was that it used quantitative and qualitative data. This gave 

the researcher a wide range of choice on the data collection instruments. The 

researcher had to opt for questionnaires, interviews, document analysis and 

observations. 

The researcher was able to send questionnaires to students, teachers, SDA/SDC 

members, school heads and heads of departments who were sparsely distributed so 

that their views were also considered. This allowed respondents to contribute their 

views, opinions and perceptions freely on issues of implementing technical vocational 

education. The researcher also had a chance to interview District Education Officers, 

school heads, teachers and SDC/SDA members and this gave the researcher an 

opportunity to observe some salient features and probe for more information on some 

grey areas on technical vocational education and its implementation from all 

implementers and stakeholders. This was in line with Borg and Gall (2007) who noted 
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that observation is one of the techniques that can also be used when data is collected 

through other means and was difficult to validate. 

The methods allowed the researcher to dig even deeper on students' performance 

through the use of document analysis. The mixed methods research is used as a form 

of triangulating methods and data sources in seeking convergence and corroboration of 

results from different methods and designs for studying the same phenomenon 

(Creswell, 2007; Johnson & Onwuegbuzie, 2004 ). The triangulation of data gave the 

researcher balanced information where the researcher had to draw conclusions on the 

studied phenomenon. 

In general, the methodology was approp 1 

The survey alone would not have give the chance to analyse some 
documents related to students' performan ___ pared what was said with· what 

was happening, he.nc_ e, prod • i_g .a true .JicturE}:- th§._ i lementation of technical n1vers1 01 or1 are 
vocational path-way. The researchs_rdffef' tx~&rfi/rf'ckved of observing the real 
situation on the schools' infra-structure, classroom seating arrangements and the true 

reflection of shortages of furniture, equipment, facilities and text-books if he used the 

quantitative approach only. 

The researcher would have missed the detailed accounts which were received from 

students and SDC/SDA chair persons, teachers and head of schools. On the other 

hand, a case study alone would not have managed to give information from these 

sparsely populated schools and worse still on all eight district secondary schools. Below 

are the main findings of this study. 

6.3 Main findings 

Contestations around how technical vocational education is being implemented in 

secondary schools and how it has to develop human capital continue to elude theorists 

and practitioners alike. What is of fundamental importance is, how it is to be 

implemented to achieve the curriculum's set objectives. Implementation of technical 
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vocational education was meant to develop students' attitudes towards practical work, 

to read plans as well as design and construct some items. The main findings of this 

study can be summarized under selection of students, teacher capacity, funding, 

resources and monitoring the implementation. The major findings of the study are listed 

under sub-headings in the subsequent paragraphs. 

6.3.1 Selection of students into technical vocational education path-way 

With regard to how technical vocational education is being implemented in secondary 

schools, the study concludes that: 

Guidance and counseling of students 

education is not conducted among many ools and where it is done, it is 

done late by senior teachers and hea~~~ma~1~nt. The Provincial team from 

psychological services no longer conducts g • and counseling in schools due to 

lack of financial and transport Is conduct guidance 

and counseling to their studentsfi £\he path-way to follow. 

Implementation of technical vocational education in government schools is inundated 

with lack of consultation of both students and parents in the selection of students to 

technical vocational education path-way although a different scenario was observed in 

private schools. 

It emerged from these findings that implementation of technical vocational education in 

secondary schools is impeded by poor use of selection criteria standards in the 

placement of students to the technical vocational education path-way. Students' 

abilities, aptitude, and interest are never considered by most government schools 

although a different case was revealed in private schools. Private schools consulted 

students in the placement process and also considered ability and interest of students. 

Teachers in government schools mainly relied on end of term tests and subjective 

techniques such as timetabling and assigning under- performers to technical vocational 

education. In selecting students to technical vocational education path-way, both 
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government and private schools are not using continuous assessment, which is an 

important element in the selection criteria. 

Finally, it was established that farm school students are deprived of subject choice as 

they are not offered a variety of technical vocational education subjects. They are 

compelled to do one existing technical vocational education subject which is Agriculture. 

While the development of skills was achieved to a lesser extent with these students; a 

higher rate can be achieved if correct and non arbitrary standard measures are used in 

the selection process. 

6.3.2 Teacher capacity 

There are many young unqualified ed professional qualifications, 

specialisation and experience who are in parting of technical vocational 

skills to students in technical vocational educ • th-way in Khami District secondary 

schools. This compromises tluh1111a7"~Ja!rlclTIVrn f q t and competencies 
developed in students as well as th~ , ~fol i rlft¥a#. H<fmplementation. It emerged 

that none of the school heads in the district had specialised in technical vocational 

education although all of them are professionally qualified and have the relevant 

experience. However, the weakness of non specialisation was compensated by the fact 

that all the HODs were specialised in the subjects they headed although a number of 

them had not been in those positions for a long period. 

The teachers used demonstrations, projects and other child-centred methods in the 

development of technical vocational education skills and competencies in the students' 

learning processes and there was relevance in the use of lecture method especially 

where there was shortage of text-books. Teachers' capacity to handle and manage 

classes in implementing, technical vocational curriculum is improved through internal 

school supervision, staff workshops, and induction courses as well as staff meetings 

mainly conducted by school heads and HODs. These are conducted regularly. 
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Nevertheless, the implementation of technical vocational education is affected by high 

staff turnover as well as internal and external brain drain. Teachers in the farm school 

migrate to town while those in towns either go to former white schools which have better 

incentives or migrate to neighbouring countries like Botswana and South Africa. This is 

mainly due to poor remunerations and poor working conditions which have even 

affected the morale of those teachers who have remained. The situation is the same in 

government, private and farm schools. 

6.3.3 Pedagogic issues 

The implementation of technical 

objectives is mainly affected by big clas . 
I 

student ratio is 1 :35. It was further est b • 

al and achievement of its 

e t schools where the teacher-

ile there were big classes in 

government schools, few students regis • cts for national examinations 

because of financial costs. On the other hann-, ~~~r'\"'I 

teacher student ratio of 1: 12. li 'T~l'l"•Hnl ..,., .A. ,_~, ers in government 

schools as well as under utilization o- f}fltsf.i{rlei~ -~d~fi6ols. 

However, use of the old syllabi by teachers could affect the implementation of technical 

vocational education in schools. Some private, public and farm schools are not 

implementing the new syllabus for the technical vocational curriculum. The use of the 

old syllabus is attributed to a shortage of new syllabus. The use of different syllabi by 

schools defeat the whole essence of implementing technical vocational education in 

schools as different curriculum is being implemented. This has been cited as another 

cause for poor performance of students in technical vocational education .. 

Students are able to make items like dresses, serving trays, bake scones and cakes 

although they have problems with availability of resources. Only few schools which do 

not experience water problems are able to grow some vegetables. Before the country's 

economic meltdown, students managed to keep live stock like rabbits and chickens. 

After leaving school, few students engage in projects or start their own businesses such 

as garment making, bakery industry and welding because of lack of financial backing. 
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However, schools need to have tracer system for its students after Form 4 to have a 

correct record on what they are doing. 

The performance of students in technical vocational education in terms of pass rate is 

poor but it is higher than that of academic path-way. School results show a downward 

trend of students' performance from 2005 to 2008. None of the public schools 

implements technical vocational education path-way at 'A' Level and this leads to a 

dead end as students who want to proceed to university in technical vocational 

education face challenges. It was established that students who wanted to continue with 

technical vocational education subjects 

schools in other districts. Only two 

education subjects at this level. 

6.3.4 Financing 

e to go to other government 

offered technical vocational 

Technical vocational educatio l\.isLJtn.:ailftr.lt ._ ..... "'-' .. v\ll-"' y~ t .1trtflr.191YOh school levies and 
this impedes its proper implemen~~ Nt~ r tm 1FcrR8-i1~ff inadequate. Responsible 

authorities like the Board of Governors in private schools pay teachers' salaries, 

however, the government at the time of the study did not pay teachers' salaries they 

were only paid incentives by both government and parents. The situation was the same 

for the farm school. Non-Governmental Organizations such as World Vision, Plan 

international Zimbabwe, Christian Care, Cadec Capenum Trust and Zimbabwe 

Development Communities provided assistance to public and farm schoo_ls with feeding 

programmes, payment of school levies and buying of school uniforms for orphans and 

vulnerable children. They also provided assistance with library books and in some 

cases classroom blocks as well as furniture. This was mainly to better the education 

and livelihood of disadvantaged students. 

6.3.5 Equipment, infra-structure and other resources 

Skills development through implementation of technical vocation education is impeded 

by the inadequacy of specialist rooms, furniture, equipment and facilities, text books and 
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libraries. The shortage of these resources is common in public, private and farm school, 

although the rate is higher in public schools. Interestingly the study found that the farm 

school had the lowest text-book student ratio, that of, 1 :3. Students were not able to do 

homework due to shortage of text-books. 

The development of human capital through the implementation of technical vocational 

education in public schools has challenges as the quality of equipment was either 

inadequate or too old. Nonetheless, the situation was worse in the farm school where 

there was no single tool for the only course offered. The quality of the equipment is 

made even worse by the fact that thos 

were never replaced. Publ ic schools 

r w rn out through wear and tear 

, pment through burglary and 

pilferation by staff and careless handling o·~~tt:ne;.1"'1:1:=~ 

Both government and private schools are _____ load shedding of electricity and 

water problems. Water problemi>~rs worse o<.?1+: re child labour is rampant un1vers1 01 O.L l are 
as children bring water for teacher ~8St1rJ . }tr ~~mrl<2k them. Implementation of 
technical vocational education curriculum in the farm school is hampered by transport, 

accommodation, and water problems. Teachers find it difficult to work under such 

conditions as valuable time is spent either looking for water or hitch-hiking to the work 

place. 

6.3.6 Monitoring 

There is monitoring of teachers through the school's internal system, following a 

supervision schedule and junior teachers are given more class visits to assist them 

through feedback. Teachers' records as well as students' exercise books are also 

inspected by school heads and HODs. It also emerged that most students lacked 

parental supervision as most of them lived with working maids since some parents were 

working in South Africa and the farm school students sometimes arrived at night 

because of distance. They also did not get assistance from parents as most of them had 

a lower level of education as compared to their children. 
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Schools lack quality assurance inspection from the district officers due to lack of finance 

and transport. Schools are mostly visited after five years. Implementation of technical 

vocational education experiences lacks specialist advice as most District Officers did 

not specialise in technical vocational education. The whole province has one such 

specialist among its five districts. 

6.4 Technical vocational education in terms of the human capital theory 

From the fore going discussion, characteristics of implementation of technical vocational 

education in Khami District lie mainly within the skills development as well as in the 

development of various competencies. o Ilia 

schools is viewed as equipping students 

plans, as well as making items for horn 

imparted to students by their teachers. 

ional education in secondary 

d designing skills, interpreting 

eis~111 are the highest skills which are 

In terms of employability, tech 1 \t~~tf>f11a est11::atit6>flrtt Hie£1E)ooary schools did not 
seem to be ready for this task as thefe ll',C· ::nn ,.,,.r.n,~n !flClE~WDWl[CGirectly links these skills to 

employment. This is in line with Johanson and Adams (2004) who postulate that so far 

there is no study which has shown that "vocationalisation that affects a minor section of 

student's total curriculum-five class period a week, or as much one third of the time in 

the instructional schedule-gives an advantage in finding work within the first years after 

leaving school". 

The curriculum does not seem to be able to concentrate on this aspect. Students are 

given skills that do not rise to the level required to produce high quality world class 

products. The study also found that it was difficult to trace students after school and 

follow up on their employability record. Above all, this aspect depended on the 

economic environment, which may not have been enabling when students left school. 

Another disadvantage is that at the time there was student lack of self-marketing skills. 

Johanson and Adams (2004:16) concede that weak human capital form of generally low 

levels of educational attainment can "constrain the ability of workers to acquire new 

skills as market changes and thus slow both investments and market adjustments to 
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new technology,,. It is therefore difficult to train secondary school students to suit the 

demand of industries as the demand of human capital is determined by the fast 

changing technology and the new demands of industry. 

This study targeted among other objectives as indicated in previous paragraphs, self 

reliance projects as the ultimate aim of skill development for the students. It was 

envisaged that students could open bakery projects, poultry projects and small garment 

projects which could contribute towards economic growth. The skills developed by 

secondary schools had little effect on economic growth within the country. The goods 

produced by students were only fit for I 

quality; especially with regard to bakery 

that the equipment was old and not in lin 

n since they were not of high i:c ltural products as it emerged 

e hnology. 

Nonetheless, it could be learnt from this s ____ development of human capital 

through technical vocational -cation at r#conda~ scbt oQk level is determined by a • n1vers1 or r or ttare 
number of factors such as: stud en c:fgl~f r:"pf~c~~ t!W& mechanism from various 
stakeholders, teacher capacity, availability of equipment and material resources as well 

as the prevailing economic conditions in the country of implementation. 

6.5 Fullan's curriculum implementation change model 

Overall, the findings of this study support the curriculum implementation change model 

by Fullan (1991) discussed in this study. The contribution of parents to the learning 

situation as well as the funding of various projects within the school system has 

confirmed the role of the community as agents of change. The change of values and 

attitudes by both parents and students assisted the researcher to understand why 

people change their values and attitude towards an innovation. According to Fullan's 

(1991) model of change when people view change to coincide with their values, they 

are more willing to accept the innovation being implemented (Fullan, 1991; Ornstein & 

Hunkins, 2005). 
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This model assisted the researcher to understand the teacher characteristic, student 

characteristics and their needs as well as the importance of outside school agencies, 

how they can affect the implementation of a programme. The model further facilitated 

the researcher to understand the complexity of implementing technical vocational 

education and that there are a number of factors which are involved if implementation of 

a programme is to be successfully implemented. Technical vocational education has 

been poorly implemented because teachers were inexperienced and some of them 

were not professionally qualified. The needs of students were not considered in the 

selection process as well as in the learning process since there was inadequacy of text-

books and other learning materials for ski 

The model further, assisted the resea c s and that the success of an 

innovation or curriculum implementation • ~.ft+I11 n n adequate funding, adequate 

both human and material resources, the c racteris • s of the school and that of the 

district. The views of respon ts on fungj(lg_ f Rfirm~d he importance of these n1vers1~yu orL are 
resources for the successful im~ffi!'P'm CJtx&PflefrB~nge. While this model 
emphasised teacher characteristics, those of students and characteristics of change 

itself, all added to more complications in the implementation process as it may be 

difficult to find such an ideal situation. From this model one may realise that there is no 

perfect model of implementing a programme, it can only serve as a guideline of existing 

situations or minimize the chances of failure in the implementation of any curriculum. 

6.6 Rogan and Grayson curriculum implementation theory 

This study reveals that implementation of technical vocational education in the studied 

area is in line with the Rogan and Grayson's (2003) implementation theory as it 

revealed that the three main constructs of the theory need to be considered if the 

implementation of any curriculum is to succeed. Profile of implementation offered a map 

of the learning area and a number of possible routes that could 'be taken in the 

implementation process (Rogan & Grayson, 2003). It revealed that if teachers were well 

qualified and received the needed support and used the relevant teaching strategies, 
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and students with the correct aptitude and interest were selected, they could acquire the 

relevant technical vocational education skills. 

However, the situation in the studied area was not conducive to successful 

implementation as proposed by the Rogan and Grayson implementation theory since 

there were inadequate, inexperienced and demotivated teachers who lacked 

specialisation. The implementation of technical vocational education was hampered by 

lack of capacity to support innovation, and support from outside agencies. There were 

inadequate specialist rooms, equipment, and text-books. DEOs did not visit schools 

often enough to give teachers feedback f. D workshops. Teachers ended 
up resorting to innovative tactics in orde..._T,..,.,r_..T practise technical skills due to 

shortage of relevant equipment and ma ~dr.i'l~l\h.c1ory assisted the researcher to 

realise the importance of the capacity t vation, especially the role of 

monitoring the curriculum by the depart __ _. dard control ( district education 

team) and the school internal net1811<P~tsfty1of Fort Hare 
Together in Excellence 

The Rogan and Grayson's (2003) implementation theory exposed the weakness of 

curriculum planners and policy-makers that they did not consider different situations 

which existed among schools. The performance of schools was judged using the same 

criteria despite the fact that they belonged to different responsible authorities and 

backgrounds. It is taken as one size fits all and is good for everybody. Examinations 

were the ultimate measurement for students' performance at the expense of skills 

acquisition. 

The theory ·provides the basis of curriculum implementation but it is undermined by the 

lack of a coherent structure. One cannot clearly connect the three constructs: Profile of 

implementation, this being the way in which the curriculum is implemented. Capacity of 

implementation is defined as the readiness of various institutions in the implementation 

of technical vocational education. Support from outside agencies refers to the inputs 

made by the DEOs and other stakeholders in ensuring that technical vocational 

education is implemented successfully and according to the principles stated in 
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286government policies. The profile of implementation does not make a clear distinction 

between the dimensions and their connection with the different levels. As much as the 

theory has done a valuable job on curriculum implementation it is silent on how the 

technical skills can be acquired. 

6.7 Conclusions 

The findings of the study suggest that although teachers implemented technical 

vocational education in their schools and produced bet~er school average pass rates 

than those in the academic path-way they were critical of a variety of issues over the 

curriculum and the implementation pro 

load, lack of teaching and learning mat 

classes. 

es range from heavy teaching 

t furniture, text-books and large 

Technical vocational education curriculum 1" -"'''rn.nr~i.tt 

students' self-reliant skills, m 

developing entrepreneurship 

esigning as well as 

~~ffls~1c problems within the 

Zimbabwean education system, such as lack of specialist rooms, overcrowded 

classrooms, lack of teaching and learning materials, inadequate number of text-books, 

low teacher motivation, suggest that some of the expectations are unrealistic and 

indeed difficult to achieve in the classroom. 

Use of child-centred pedagogy was sometimes hampered by lack of text-books and 

shortage of materials. Since schools in government and farm schools were more poorly 

equipped than private schools, these teachers encountered severe problems. These 

problems emanated from the fact that policy-makers fail to consider classroom realities 

as well as other subjective and objective realities within which teachers work. Studies 

conducted in Namibia (O'Sillivan, 2002) and South Africa (Rogan and Grayson, 2003) 

highlight the capacity of schools to support educational innovation is taken for granted. 

Factors that determine school capacity to support curriculum implementation, including 

teacher and student factors, school ethos and management, and physical resources are 

inadequately considered or ignored; Yet, successful implementation of curriculum 
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innovation will depend on the extent to which policy-makers and planners take school 

realities into account. Rogan and Grayson (2003) further concede that, in order to be 

effective, strategies for curriculum implementation need to consider both the current 

level of curriculum and classroom practice, and the current capacity to support 

innovation. 

Implementation of technical vocational education seems to have achieved some of its 

objectives, especially that of changing people's attitudes towards labour, developing 

students' technical skills as they managed to construct and engage in meaningful 

productive income generating projects. , he objective of making them 

employable is rather controversial as it i c students' history after leaving 

school and their employability can be d~tfl!l'tfRtm:!fr.;'l~ umber of factors such as the 

economic situation. 

A lesson that can be derived f¥¥D. i.rrlpleme,atiog_. Q.f. tech • .. I vocational education in un1vers1 or ~ort are 
Kha mi District secondary schools f o8"1Jt-½~ °z9f f~le ·row~pientation of this type of 
curriculum is difficult to achieve, especially in a country with poor funding system, high 

inflation and unhealthy economic conditions as well as inadequate professionally 

qualified staff. It could also be learnt from this study that if implementation of technical 

vocational has to succeed, policy-makers should consider the different environments in 

which schools exist and the different needs of both students and teachers in the 

implementing schools. 

This study further exposed that there is still exclusion in the implementation of technical 

vocational education among schools as revealed in the selection process and that 

biases towards academic path-way are still prevalent among the majority of school 

heads. Finally, shortages of professionally qualified personnel will always exist as long 

as salaries of technical vocational education teachers are lower than those in the private 

sector. 
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6.8 Recommendations 

This study has looked at how technical vocational education is implemented in 

Zimbabwe at Khami District secondary schools. It, therefore, provides learning points for 

consideration by District Education Officers, school authorities and teachers as well as 

academics delving into research in the field of technical vocational education 

curriculum. Recommendations are divided into two: those relating to implementation of 

technical vocational education curriculum and those relating to further research. 

Recommendations for improving implementation of technical vocational education in 

secondary schools. The study recomme a u~ w N. , ...... nc..,., asters and Senior Mistresses 

should give students guidance and co orientation and before class 

allocation. There should be communi a n schools and the Provincial 

Psychological Services team which dea.~wn~ ~~1,te and counseling and where 

possible they should delegate instead o their duties. This can assist 

students to make informed dec1 1 are in line with their 

career aspirations. Together in Excellence 

The selection of students into technical vocational education path-way should consider 

students' aptitude, ability and interest. This should be backed by results from continuous 

assessment and students' portfolios as well as from end of year tests. The course work 

should consist of at least 60% of the total mark. Use of examinations only must be 

avoided if technical vocational education has to bring about its desired effects. Finally, 

there should be an open-door-policy especially in public schools, for students' and 

parents' consultation on issues of placement of students to technical vocational 

education. 

The government should include technical vocational education subjects for pre-service 

teachers in each of its training colleges for secondary schools so as to increase the 

output of trained teachers. There should be in-service training courses for those 

teachers who trained long ago to acquaint them as well as develop their instructional 

leadership skills in line with the new technology and global trends. District Education 
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Officers should conduct regular workshops for both teachers and heads to improve their 

varied competencies. There should also be regular quality assurance visits to schools 

so as to check on schools' needy areas and give frequent feedback. The study 

suggests that each school should be visited at least once in every two years so that 

they can improve on the recommendations made by the district quality assurance team. 

To avoid high rate of internal and external brain drain among teachers, the responsible 

authorities should improve teachers' remunerations and conditions of service. The 

salaries of technical vocational education teachers should be in line with those of their 

counterparts in the private sector. 

Successful implementation of technical v _..,I I'--' .... , ,,..,,,, .., 

and availability of resources. The gover 

ation is dependent on funding 

crease its funding of technical 

vocational education if schools are to a ntended objectives of technical 

vocational education. The sc~qols. must be full ~uJQP with modern technology un1vers1ty o .t1orl are 
facilities, equipment as well as text3~~~ Hfhli wm eWclesearch. The Ministry of 
Education, Sport and Culture should provide schools with adequate and relevant syllabi 

to avoid use of new and old syllabi by schools. To avoid high cost in running technical 

. vocational education in institutions the district can have two technical vocational 

education model schools with adequate infra-structure, facilities and equipment as well 

as adequate professional staff. 

To improve the quality of students' skills and products there should be collaboration 

between government and the private sector. Students should be attached to industries 

during school holidays where they can learn and improve their technical skills relevant 

to their career aspiration. In order to motivate the concerned companies the government 

should charge low taxes for those companies that have students on attachment, as an 

incentive. Such measures can go a long way in improving the quality of technical 

vocational education. 
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Schools should also have a tracker system for their students who complete technical 

vocational education so as to measure its successes. That is, schools should keep 

records and make a follow up on their students so as to find out whether skills attained 

by students are relevant to the world of work and thereby give them a chance to make 

recommendations on the school curriculum. 

Considering the type and quality of facilities, equipment and technology found in 

schools the researcher is of the opinion that there is a need for further research to find 

out how funding could be improved so as to procure modern and quality equipment, 

hence , improving product quality and m 

There were no government high school 

the studied area. This is a cause for 

ocational education classes in 

t e researcher proposes that 

In conclusion, the study reveals that many gaps still exist in technical vocational 

education as it fails to create jobs and contributing towards economic growth. It is 

therefore, proposed that research on the possibility of adding indigenous skills 

associated with manufacturing artifacts and craft be carried out so as to expand the 

existing range of technical vocational education subjects being offered .. Traditional 

artifacts and crafts could be exported, thus foreign current could be earned. In turn this 

might create employment and also contribute towards economic growth of the country. 

274 



 

 

REFERENCES 

Abisom ,C.A. (1996). Decline in education budgets. The development. GAP: AWEPON. 

http://www.developmentgap.org./aweapon.htm1Accessed6/18/2006 

Acheson, K. A. & Gall, M. D. (1987). Techniques in the clinical supervision of teachers: 

Perspectives and in-service application. (2nd ed). New York: Longman. 

Akoojee, A., Gewer, A. & McGrath, S. (2005). Vocational education and training in 

Southern Africa: A comparative s 

Akoojee, S and McGraths.(2005).Tec ~ta1~~1C0r1al education and training in 

Botswana. In S. Akoojee and .). Vocational Education and 

Training in Southern ww.hsrcpress.ac.za Accessed: 

15January 2007. 
University of Fort Hare 

Toaether in Excellence 
Anderson, J.E. (1990). Public Policy Mdking. New York: Holt, Rinehart and Winston. 

Apple, D. E, Newton, E. & Romano (2002). Ability tracking, school competition and the 

distribution of educational benefits. Journal ·of Public Economics, 83.1-48 

http://www.ftp://ftp.zew.de/pub/zew-docs/dp/dp07079.pdf 

Armstrong, D. G. (2003). Curriculum today. Merrill: Prentice Hall. 

Asikhia, 0. A. (2010). Students and teachers' perception of the causes of poor 

academic performance in Ogun State Secondary Schools [Nigeria]: 

Implementations for counseling for National Development. European Journal of 

Social Sciences, 13(2), 123-139 

Aspin, N.D, Chapman, D. J & Wilkson, R.V. (1994). Quality schooling: A programmatic 

approach to some current problems, topics and issues. London: Cassell 

275 



 

 

Atchoarena, D & Delluc, A. (2002). Revisiting technical and vocational training 

education in Sub-Saharan Africa. Paris: UNESCO. 

Babbie, E., Mouton, J. (2001 ). The Practice of Social research. Cape Town: Oxford 

University, 

Babbie, E. & Mouton, J. (2003). The practice of social research. Cape Town: Oxford 

University. 

Badza, A, & Chakuchichi , I sues. (Module SPED 203) 

Harare: Zimbabwe Open n 

Baker, L. M. (2006). Ethnological methods. 

University of Fort Hare 
Barker, R. E. (1986). Philosophie5rB&ftlffPf P{1Ex&lzJHtt~ductory Course. Harare: 

College Press. 

Beeby, C. E. (1966). The quality of education in developing countries. Cambridge: 

Harvard University Press 

Bell, L & Stevenson, K. (2006). Education Policy Process: Themes and Impact. New 

York: Routledge. 

Bergmann, J.H. (1996). Quality of education and the demand for education: Evidence 

from developing countries._ International Review of Education.42(6):581-604. 

Bernnel, P. & Swanson, N. (1990). Education and the New Right in South Africa, 

Education Policy Unit. Johannesburg: University of Witwatersrand. 

276 



 

 

Best, W.J & Kahn, V. J. (1993). Research in Education.ih edition. Boston: Allyn & 

Bacon Publishers. 

Bisman, J. E. (2002). The critical realist paradigm as an approach to research in 

accounting. Poster presentation at the Accounting Association of Australia and 

New Zealand Annual Conference, Perth, Australia. 

Blaung, M. (1991). Introduction to Economics of Education. Hampshire: The Penguin 

Press . 

• Borg. B. L., & Gall, M. D. (1989). Edu 

Longman. 

Borg, W. R. (1981 ). Applying educational ractical guide for teachers. New 
York: Longman. University of Fort Hare 

Together in Excellence 
Battery, M. (2001 ). Globalization and the UK competition state: No room for 

transformational leadership in education: School Leadership and Management, 

21 (2) pp199-218 

Bowe, R., & Ball, S. V. & Gold, A. (1992). Reforming Education and Changing Schools, 

London: Routledge. 

Bowles, S. & Gentis, H. (1976). Schooling in Capitalist America: Educational Reform 

and the Contradictions of Economic Life. New York: Basic Books. 

Bray, M. (1987). Are small schools the answer? Cost effective strategy for rural school 

provision. London: Commonwealth Secretarial Publication. 

Brief, A.P. (1998). Attitudes in and around organizations for organizational science. 

Thousand Oaks: Sage. 

277 



 

 

Brown, 8. (2006). Teacher migration and quality education in Southern Africa. What a 

lesson for the Caribbean. Journal for Arts, Science and Technology. Schulze 

12:5-20 

Brown, B. (2008). Teacher migration to Botswana: implication for human resources 

management in education. Africa Education Review, 4(2) 1-25 

Bryant, C. & White, L.G. (1 982). Managing Development in the Third World. Colorado: 

West view Press. 

Bulawayo Metropolitan Provincial Direct r:~qc"~v~"E..:x-, fU ey carried out on the state of 

readiness in the implementatio ~:!!!~~~ athway education system by 

schools. (Unpublished).Bulawayo: 

University of Fort Hare 
Burns, R. B. (2000). Introduction to rff/fft[flteP~fr'if!fce ~Wc~ork: Sage Publications. 

Bush, T. (2007). Educational leadership and management: theory, and practice. South 

African Journal of Education. EASA, 27(3)391-406. 

Bush, T. Joubert, R. Kiggundu, E. & van Rooyen, J. (2009).Managing Teaching and in 

South African Schools. [Online]: 

Available;http:www.doi:10.1016/j.ijedudev.2009.04.008 Accessed: 21May 2009. 

Callaghan, J. (1987). Time and chance. London: Collins 

Canning, M., Godfrey, M. & Zelazeska, H. D. (2007). Vocational education in the new 

EU member states: Enhancing labor market outcomes and fiscal efficiency. 

Washington: The World Bank. 

278 



 

 

Carey, H.K. (1986). Supervision: Module 3:01, Metropolitan South West. Reverina:. 

CAE. 

Chakanyuka, S. (1996). Mentoring in Education. Harare: Zimbabwe Open University. 

Cheng, Y.C. (2002). Principa/'s leadership as a critical factor for school performance: 

Evidence from mu/ti-levels of primary schools. School Effectiveness and School 

Improvement, 5, 299-317 

Chipangura, T. (2008, September 

stalemate over cabinet posts de 

p.10. 

's woes worseninQ: Political 

anomic recovery. City Press, 

Chisi, R. S., (1987). An investigation int he Exten to which Rural Day Secondary 

Schools have been able.Jqimplemen.t~the(1 87.J_p_o/i n Technical Subjects. An un1vers1 o ~-on are 
unpublished Diploma ProJect,f0eJifh~rq°½ot1~~Wrz\S~tion, Harare. 

Chivore, N.R.S. (1995). An Evaluation of the Effectiveness of Primary Trained since 

Zimbabwe attained Independence: a Pilot Research Study. Harare: University of 

Zimbabwe 

Chung, F. & Ngara, E. (1985).Socia/ism, Education and Development: A Challenge to 

Zimbabwe. Harare: Zimbabwe Publishing House. 

Cohen, L & Manion, L. (1994). Research Methods in Education. London: Routledge. 

Cohen, L., Manion, L & Morrison, K. (2000). Research Methods in Education. New York: 

Routledge Falmer. 

279 



 

 

Coleman, M. Graham-Folly, M. & Middlewood, D. (2003). Managing the curriculum in 

South African schools. London: Commonwealth Secretariat. 

Colin, R. (1995). Real world research. Washington: Blackwell Publishers 

Commonwealth Secretariat, (2003). Teacher mobility and loss in commonwealth 

member state-a study commissioned by the commonwealth secretariat. Oxford: 

University of Oxford. 

Creswell, S. W. (1994). Research: Quar 

Oaks: Sage Publications. 

Creswell, J.W (2002). Research Desi 

Thousand Oaks: Sage Publication 

titative Approaches. Thousand 

e and Qualitative Approaches. 

University of Fort Hare 
Creswell, J. W. (2003). Reseaf/Jgeqf,JfWt.ri iftfl/lf,f~~, and mixed methods 

approaches. London:Sage. 

Creswell, J. W. (2007). Research design: Qualitative, Quantitative and Mixed methods 

• approach (2nd Ed). Thousand Oaks: Sage Publication. 

Creswell, J.W., Ebersohn, E., Loft, R., Ferreira, lvankova, N.V. & Jansen, J.D. (2007). 

(Eds). in J. W. Creswell, (2007). Research design,: Qualitative, Quantitative and 

Mixed methods approach (2nd Ed) Thousand Oaks: Sage Publication. 

Cross, M., Mungadi, R. & Rouhani, S. (2002). From policy to practice: curriculum reform 

in South African education. Comparative Education, 38 (2) pp.171-187. 

Cutcheon, M. C. (1988) Curriculum and the work of the teacher. in L.E. Beyer & M. W. 

Apple (eds.) The curriculum: problems, politics and possibilities. NY: state 

University of New York Press, 191-203. 

280 



 

 

Daily Sun (2008, November 25). Schooling Collapses as Zimbabwe's economy is on the 

brink. Daily Sun, p.8. September-5 October in Geneva Conference, 7-9 May, in 

London. [Online] 

http://www.ibe.unesco.org/lnternation/Databanks/Dossiers/rzimbabwe.htm[2008, 

July20 

Dar, A. (2000). Tanzania Country Study. Vocational Education and Training Reform: 

matching skills to markets and budgets. (Eds). In F. Fluitman, I. S. Gill and A. 

Dar. Washington D.C. , World Ban 

Darling-Hammond, L. (1997). Doing wh t I I t Investing in quality teaching. 
LUMINE BIMus 

Kurtztown, Pennsylvania: National c • eaching and America's future. 

http://www.tc.columbia.edu/teachco 

u~·versitv of Fort Hare 
Darwin, S. (2004). Vocational teac edu at1on: rida· ,a the teaching divide towards ogen er zn xc~ ence 

lifelong learning. Retrieved 2009/03/20, http://.cqaredu.au/2004/papers/dawn-35-

paper.pdf. 

Dash, N. K. (2005). Selection of the research paradigm and methodology. New Delhi: 

School of Education. 

Davis, D.G. (1986). "A pilot study to assess equality in selected curricular offerings 

across three diverse schools in a large urban school district: A search for 

methodology." Paper presented at the annual meeting of the American 

Educational Research Association, San Francisco. 

De Feiter, L. P., VONK, H. & Van Den Akker, J. (1995). Towards more effective 

teacher development in Southern Africa. Amsterdam: VU University Press. 

281 



 

 

Dekker, I. & Lemmer, E. M. (1993). Critical Issues in Modern Education. Durban: 

Butterworth's Publications. 

Denscombe, M. (2001 ). The good research guide for small scale social projects. 

Buckingham: Open University Press. 

Denscombe, M. (2003). Ground rules for good research: A 10 point guide for social 

researchers. Buckingham: Open University Press. 

Denzin, N. K. & Lincoln, S.Y. (1994). Ha 

Sage. 

Denzin, N.K. & Lincoln, S. Y. (2005 .- ~:rll:~t:bk of research of qualitative 

research. London: Sage Publication. 

Universitv of Fort Hare 
De Vos, A. S., Strydom, H., Fouchie1£g~tffe91W<Jf~~-z e·rJrJ2005). Research at grass 

roots: For the social sciences and human services professions. Pretoria: Van 

Schaik. 

Dick, B. & Swepson, P. (1997). Action research FAQ: "frequently asked questions file 

[online] Available at http://www.scu.edu.au/schools/gcm/ar/arp/arfag 

DoH, W. E. (1993). A post-modern perspective on curriculum. New York: Teachers 

College Press. 

Dorsey, B.J. (1975). The African School Leaver: Aspirations, Academic Achievement 

and Post School Employment. (Ed) in M.W Murphree Education, Race and 

Employment in Rhodesia. Salisbury: Arta Publications. 

Dunscombe, R. & Armour, K. M. (2004 ). Collaborative professional learning: From 

theory to practice. Journal in Science Education, 30 (1 ), 141-166. 

282 



 

 

Durrheim, K. & Wassener, D. (2002). Putting Design into Practice: writing and 

evaluation research proposals (54-71 ).In M. Terre Blanche and K. Durrheim 

(Eds). Research in practice: applied methods for social sciences. Cape Town: 

University of Cape Town Press. 

Ebenezer, J. V., & Zoller, U. (1993). Grade 1 0 Students' perceptions of and attitudes, 

towards science teaching and school science. Journal of Research Science in 

Science Teaching, 30, 175-186 

Elmore, R. F. (1990). Restructuring scho ls 

San Francisco: Jossey-Bass. 

English, F.W. (1999).Learning to teach an __ _. oping, aligning and auditing the 

curriculum. (Millennium )Thousand -R.rksf ~: Sa Publishers. n1vers1LJ o ~ort are 
Erickson, F, (1990). Research in tliYil,frf!l~ifz1a-Fdl!lTJfiroject of the American. 

Washington: Educational research Association . 

Erickson, P. E. & Kolalainen, A. (2008). Quantitative methods in business research. 

London: Sage. 

Evans, R. N. (1993). Career Education and Vocational Education: Similarities and 

contrast. Boston: Fieldman. 

Everand, B. & Morris, G. & Wilson, I. (2004). Effective school management. London: 

Paul Chapman Publishing. 

Farrant, J. S. (1980). Principles and practice of education. London: Longman. 

283 



 

 

Financial Gazette. (2003, December, 8). Zimbabwe Chaos in the Classroom. Financial 

Gazette, p.1.http://www.developmentgap.org./aweapon.html Accessed 6/18/2006 

Financial Reporter (2002, November 14 ). Great trek deprives Zimbabwe of skills. The 

Financial Gazette, p.2. 

Finch, C.R. & Crankilton, J. R. (1999). Curriculum development in vocational and 

technical education: Planning content and implantation (5th ed). Needheim: Allyn 

and Bacon. 

Flick, U., Von Kardorff, E & Steinke, 

London: Sage Publications. 

Forojalla, S.B. (1993). Educational plann, 

anion to qualitative research. 

pment. London: The Macmillan 

Press Ltd. University of Fort Hare 
. Together in Excellence 

Foucault, M. (1972). The Archeology of Knowledge. London: Tavistok 

Fraser, S. W. Killen, R. and Niemen (2005). Issues in competence pre-service teacher 

education. Part 1. Can outcomes -based programmes produce competent 

teachers? South Africa Journal of Higher Education 19(2), 229-243 

French, E. (1990)'. English: medium of instruction or enemy of instruction? In language 

Projects· Review 5 (3). 120-135 

Fricke, Horak, E., Meyer, L. & van Lingen, N. (2008). Lessons from Mathematics and 

Science intervention programme in Tshwane township schools. South African 

Journal of Higher Education, 22 (1 ), 64-77. 

Fullan, M. G. (1982). The meaning of educational change. Toronto: Oise Press. 

284 



 

 

Fullan, M. G. (1991 ). The new meaning of educational change. New York: Teachers 

College Press. 

Fullan, M. G. (1992). Successful school improvement: the implementation perspectives 

and beyond. Buckingham: Open University Press 

Fuller, 8 (1986) 'Is primary school quality eroding in the third world? ' In Comparative 

education review, 30, ( 3 ) 

Gatawa, 8. S. M. (1990). The politics of he c 

College Press 

Gephart, R. (1999). Paradigm and r . Academy of management, 

research methods division: forum, 4, [online]. 

http://division.aomonline.org/rme,999RMD . f F H n1vers1ty o ort are 
Together in Excellence 

Gibbons, T. and Sanderson, G. (2002). "Contemporary Themes in the Research 

Enterprice". International Educational Journal 3(4). Available 
http://www.flinders.edu.au/education/iei/. 

Gill, S.; Fluitman, F.; Dar, A. 2000. Vocational education and training reform - matching 

skills to markets and budgets. New York: Oxford University Press. 

"Gill S. I and Heyneman, (2000). "Egypt: Reforming Vocational Education and Training 

to Meet Private Sector Skill Demands." Change: Constraints and Innovation in 

Reform of Vocational Education and Training. (Eds) by I. Gill, F. Fluitman and A. 

Dar. World Bank/International Labor Organization : Washington D.C. and Geneva, 

1997. 

Glatthorn, A. A., Boschee, F. & Whitehead, 8. M. (2006). Curriculum Leadership 

Development and Implementation. Thousand Oaks. SAGE Publications. 

285 



 

 

Godfrey, M. (2000). Hungary. In I. S. Gill, F. Fluitman & A. Dar (Eds.), Vocational 

education and tr.aining reform (pp. 41-71 ). Washington: Oxford University Press. 

Gorard, S. (2004 ). The British educational research Association and the future 

educational research. Educational Studies 30(1 ):65-76 

Gora, S. (2007). "Investigating technical vocational education in Mzilikazi District". 

Unpublished Med dissertation, Open University of Zimbabwe, Harare, 

Zimbabwe. 

Routledge. 

Goski, P. (2005). "The poverty of d __ _. constructive Realist model of 

Sociological explanatio/1.. . in . Soci ical ethodology". Online 

htt ale.edu/soci~rM ........ ., ... ""..,L ~ffi~L. 

Government of Zimbabwe. Statutory Instrument 87 of1992.Education (School 

Development Committees) (Non-Government Schools) Regulations, 1992. 

Government of Zimbabwe. Statutory Instrument 87 of1993.Education (School 

Development Association) (Government Schools) Regulations, 1992 

Greenstein, R. ( 1997). New Policies and the Challenges of Budgetary Constraints. 

Quarterly Review of Education and Training in South Africa, 4( 4 ), 1-13 Accessed 

20 May 2010. 

Grosser, M. (2007). Effective teaching: linking teaching to learning functions. South 

African Journal of Education, 27 (1 ), 37-52. 

Guba, E. G. (1990). The paradigm dialogue. London: Sage Publication. 

286 



 

 

Guba, E. G. & Lincoln, Y. S. (1994). Competing paradigms in qualitative research. In 

N.K. Denzin & Y. S. Lincoln (Eds.). The Sage handbook of qualitative 

research. Thousand Oaks: Sage. 

Guba, E. G. & Lincoln, Y. S. (2005). Paradigmatic controversies, contradictions, and 

emerging confluence. In N.K. Denzin & Y. S. Lincoln (Eds.). The Sage handbook of 

qualitative research (3rd ed., pp191-215).Thousand Oaks: Sage. 

Gultig, J., Hoadley, M. & Jansen, J. (Ed ) r cu/um from plans to practices 

readers. Cape Town: Oxford Univ rs.mf-.l':'Ires&,er8 

Gumbo, S.D. (1986). "Vocationalising ___ Zimbabwe: An evolution 

Perspective." Paper pr~~nted at thetyVoca.,ti alisin ducation Conference, 7-
U IllVefSl or or1 are 

9 May, in Lond0n Together in Excellence 

Guskey, T. R. (1986). Staff development and the process of teacher change. 

Educational Researcher, 15 (5), 5-12 

Hadley, R.G & Michael, L. K. (1995). Counseling Research and Programme Evaluation. 

Pacific Grove: Brookes & Cole. 

Hallinges, P. (2003). Learning educational changes: Reflections on the practice of 

structural & transformational leadership. Cambridge Journal of Education.33(3) 

234-253. 

Hallinan, M. (1994). " Tracking: From Theory to Practice". Sociology of Education. 67 

(2): 79-84. doi: 10.2307/2112697. 

287 



 

 

Ham, C and Mill, M. (1984).The Policy Process in the Modern Capitalist State. 

London: The Harvest Press Publishing Company. 

Harber, C. E. ( 1997). Education, democracy and political development in Africa. 

Brighton: Sussex Academic Press 

Hargreaves, A. (1994). Restructuring: Post modernity and the prospects for tomorrow's 

schools. Restructuring and quality. London: Routledge. 

Hargreaves, A., Liebermann, S., Fulla , 

practice of teaching: Teaching a 

Research and studies. 14(2):23-3 . 

(1998). The emotional 

International Journal of 

Harris, R., Simons, M., Hill, D., Smith, E., __ _. lakeley, J., Choy, S. & Snewin, 

D. (2001). The Changin ole of Sta~eve/qPJ?1eat Teachers and Trainers in n1vers1 or 1:1 or1 are 
Vocational Education and 1fll8i& · er1Jil~~e ~8~al Centre for Vocational 
Education Research. 

Hartley, K., C. & Mattson, E. (1999). Classroom Studies: Researching teacher roles in 

policy practice. Pietermaritzburg: University of Natal Press. 

Hawes, H. (1979). Curriculum and reality in African Primary School. Longman: Essex. 

Hawes, H. (1982). Curriculum and reality in African primary schools. London: Longman. 

Hawes, H., Coombe, T., Coombe, C. & Lillis, K. (1986). Educational priorities and 

aid responses in Sub-Saharan Africa. London: University of London. 

Hawke, G. (2000). Implications for Voe ED of changing work arrangements. Paper 

presented to Professional Development Series, National Dissemination Centre 

for Career and Technical Education. Columbus: Ohio State University. 

288 



 

 

Hellinger, P. (2003). "Leading Educational Change: Reflections on the Practice of 

Structural and Transformational Leadership". Cambridge Journal of Education,33 

(3) 

Heppner, P.P., Kellaghan, D. M. & Wampold, B.E. (1992). Research Design in 

Counseling Psychology. California: Brooks\ Cole Publishing Company. 

Hopkins, D., Ainscow, M. & West, M. (1994). School improvement in an era of change. 

London: Capsules. 

Hoy, W. K. & Clover, I. (1986). Element•a+v.~ ~ ~ rnl c imate: A revision the OCDO. 
Educational Administration Quart 0. 

Hoy, W. K., & Mishel, C. G. (~05~. Educationaltcid-tnini~tr:ption: Theory, research and 
. n~ers~tv or .ttDrI ttare practice. (7th ed). New orl<: acm, an. · E ll . oger erzn xce ence 

Ingersol, R. M. (2003). Turnover among mathematics and science teachers in USA. 

Philadelphia: Sage. 

lshumi, A. G. M. (1993). Equity and quality issues in private and community self-help 

secondary schooling. Article prepared for the Tanzania development research 

group TADREG workshop on equity and quality issues in Tanzania Education 

Policy and Practice. Dec 15-16, Dares Salam. 

lvankova, N. V., Creswell, J. W. & Clark, V. L. P, (2007). Foundations and approaches 

to mixed methods research (Eds) in K. Maree (2007). First steps in research. 

Pretoria: Van Schaik Publishers. 

Johanson, K. R. & Adams, V. A. (2004 ). Skills development in Sub-Saharan Africa. 

Washington: World Bank. 

289 



 

 

Johnson, B. & Turner, L. A. (2003). Data collection strategies in mixed methods 

research. In A. Tashakkori & C. Teddlie (Eds.), Handbook of mixed methods in 

social and behavioral research (pp.297-319) Thousand Oaks: CA: Sage. 

Johnson, B. and Onwuegbuzie, A. J. (2004). Mixed Methods Research: A Paradigm 

whose time has come. Educational Research, 33(7), 14-26 

Kanyongo, G. X. (2005). "Zimbabwe Public Education System Reforms: Success 

(1): 65-74. 

Kansanen, P. (2003). Teacher educ t1r-Y'°- ~....-,::.""'°.Pl!.:s-nltl: current models and new 

developments. In M. Moon ., L . Barrows (eds.). Institutional 

Approaches to Teacher Educatio Models and New 

Developments. Unesco- e , Bucha~~t, ~ - -108.H n1vers1Ly or ort are 
Together in Excellence 

Kearns, P (1999). Lifelong Learning: Implementations for VET. Adelaide: University of 

Technology, Sydney/NCVER. 

Kearns, P. (1999). Lifelong learning: Implementations for vocational educational and 

training. Adelaide: University of Technology 

Keiser, C. L., Lairenz, F. & Appleton, J. J. (2004). Teacher Education co-curriculum in 

assessment. JVER, 29 (3). http://scholar.lib.vt 

edu/ejournals/jver/v29n3/keiser,html located 15/10/2008 

Kerre, B. W. (1987, May 4-8). Strategies and options for technical and vocational 

education and training in Kenya. Paper presented at Seminar on Future 

Education Strategies and Options, Eldoret, Kenya, Organized by the Presidential 

290 



 

 

Working Party on Education and Manpower Training for the Next Decade and 

Beyond in Collaboration with the World Bank. 

Kerre, B. W. (1990). Technology education and world development: Challenges and 

opportunities for education in Africa. The Journal of Epsilon Pi Tau. 16(1)x 40-46. 

Kerre, B. W. (1991 ). Vocational and technical training in Kenya: The past, present, and 

future prospects. Kenya Journal of Education. 5(1), 18-43. 

Kerre, B. W. (1995, September). Tee n· 

synthesis of case studies. Daka 

Project on Technical and Vocation 

tional education in Africa: A 

voe (UNESCO International 
gional Office in Dakar. 

University of Fort Hare 
Kerre, B. W. (1996, January). TechfS'8@ -hE@Jfflt' ~c fu1Wrlfan model. In: Abstracts: 

Technology education for a changing future: Theory. policy and practice (pp. S2-

19-20). Jerusalem, Israel: The Second Jerusalem International Science and 
Technology Education Conference. 

Kibera, L. W. (1993, May). Vocationalising Kenya's secondary school curriculum: 

Career and education aspirations of boys and girls, Occasional Paper No. 293. 
Nairobi: University of Nairobi. 

Killen, S., Turton, R., Diamond, W., Donson, 0. & Wach, M.(1999). Educational policy 

and the Lawsow market: subjects aspects of human Capital. Journal of 

Educational Policy, 14(2): 99-116. 

Krathwohl, R.D. (1993). Methods of Educational and Social Science Research. New 

York: Longman 

291 



 

 

Krauss, S. E. (2005). Research paradigms and meaning making: A premier. The 

qualitative report 10(4), 758-770 from http://www.nova.edu/5555/QR/QR10-

4/krauss.pdf 

Kreitner, R. & Knick, A. (1989). Organizational Behaviours (2nded.) Boston: Irwin. 

Krueger, R. K. & Casey, M. A. (2009). Focus groups: A practical guide for applied 

research. ( 4th Ed). Thousands Oakes: SAGE Publications. 

Lakes, R.D (1993). The vocational educ tb 

Georgia State University. 

Lampert, M. (2000). Knowing teaching: The • tersectio of research on teaching and 

qualitative approaches. ~~dl;iam HeJ hts: fl.wJi a!]__d con. un1vers1 yo ~ore are 
Together in Excellence 

Lauglo, J. (1989). Technical secondary students in Kenya: Origins, achievement and 
destinations. Prospects. 19(3), 409-426. 

Lauglo, J. & Lillis, K. (1998). Vocationalising Education: An international perspective. 

Oxford: Pergamum Press. 

Lauglo, J. & Lillis, K. (2002). Vocationalising Education: An international perspective. 

Oxford: Pergamum Press. 

Lauglo, J. (2004 ). Vocational Training modes and issues of management. Paper 

presented for international workshop and organizational and management 

alternatives for vocational education within the education system. India: Bhopal. 

Leedy, D.P. & Ormrod, E. J. (2005). Practical Research Planning and Design. (8th Ed) 

New York: Prentice Hall. 

292 



 

 

Leedy, P.O. (1980). Practical Research: Planning and Design. New York: Macmillan. 

Legotlo, M. W., Maaga, M. P., Sebago, M. G., Van der Westhuizen, P. C., Mogose, H. 

J., Nieuwoudt, H. D. & Steyn, H. J. (2002). Perceptions of stakeholders on 

causes of poor performance in Grade 12 in South Africa. South African Journal of 

Education. 22(2): 113-118 

Lemmer, E & Badenhosrt, O.C. (1997). Introduction for South African Teachers: An 

Introduction to Teaching Practice. 

Lemmer, E. (1995). Educational Renewa i 

D. (Ed.). The reform of educatio 

New York: St Martin's Press. 

, and Company. Ltd. 

:r : Problems and prospects. In J. 

eet local and national needs. 

University of Fort Hare 
Letvin, E. (1992). Introduction. In 'to~'Jvf~o/ iff ~ e ~Ht!wnsen (Eds) The teacher 

career cycle. (pp. 59-87). Boston: Allyn & Bacon 

Levine, V. ( 1996). A consultancy report produced for the Ministry of Education, Ministry 

of Higher Education and UNICEF Zimbabwe. Harare: ISCS (Pvt) Ltd 

Levis, R. (1991). People's education and the struggle for democracy in South Africa. in 

E Unterhalter et al (Ed.). Apartheid education and popular strugglers. 

Johannesburg: Ravan. 

Lewis, D & Wallace, H. (1984). "Improving Implementation". In D. Lewis & H. Wallace 

(Ed.). Policies into practice: National international case studies in 

implementation. London: Heinemann. 

Lewis, 0 (1968). A Study of Slum Culture. New York: Random House. 

293 



 

 

Likert, R. (1996). The human organisation: Its management and value. New York: 

McGraw-Hill. 

Lin, L. & Gronlund, N. E. (1995). Measurement and assessment in teaching. 

Englewood Cliffs: Merrill 

Lingard, B. & Ozga, J. (2007). The Routledge Fa/mer reader in education policy and 

politics. New York: Routledge. 

Lomofsky, L. & Lazarus, S. (2001 ). 

inclusive education system. Cam r:· 

Loucks, S.B. (2000). High school pri 

evaluation 

ps in the development of an 

Education,3 1, (3), 303-317. 

of the usefulness of teacher 

dissertation, 

University of the Pacificu • ·t f F t H . n1vers1 y o or are 
Together in Excellence 

Mabvakure,T.(2000). Technical Vocational commercial business subj ects in the school 

curriculum .Paper presented at a senior management workshop at Rainbow 

hotel. Bulawayo. 

Mackenzie, N. & Knipe, S. (2006). Research dilemmas: Paradigms, methods and 

methodology. Issues In Educational Research, Vol. 16, 2006 

http://www.iier.orq.au/iier16/mackenzie.html 

Madziyire ,N.C., Makombe, B. Makoni, R. D. & Mugwagi ,M. P. (1998). Educational 

leadership and supervision module EA3DC103 (A &BJ. Harare: The Centre for 

Education University of Zimbabwe. 

Mahomed, N. (2001 ). Transforming education and training in the post-apartheid period: 

Revising the education, training and labour market axis. In E. Motala & J. 

294 



 

 

Pampallis (Ed.). Education & Equity: The impact of state policies on South 

African education. (pp.105-138). Cape Town: Heinemann Publishers (Pvt) Ltd. 

Makore- Rukuni, M. N. (2001 ). Introduction to Research Methods ( Module SPED 209) 

Harare: Zimbabwe Open University. 

Mandebvu, S. (1991 ). Pupil's Attitudes towards Technical Vocational Subjects: An 

Exploratory Study. Zimbabwe Journal of Educational Research, 5,(.2) 56-64. 

Maphosa, C. and Shumba, A. (2008). 
policy in Zimbabwe: how invol 
content?', Africa Education Revie 
DOI: 10.1080/1814662080214479 

Maravanyika, O.E. (1989). "The 

ision-making decentralization 
t dents in deciding curriculum 
, 8 - 67 To link to this Article: 

Entrepreneurial Skills 

Development & A Sear ti'fvefl1§ ~8 h eilrt 'if~iented Curriculum". 
Bulletin of Associates Colleg81'6Eg!! J!rm lYePftflwabwe, Vol. XXX, No. 1 

Maree ,K. (2007). Surveys and the use of questionnaires (155-171) (Ed) First steps in 

Research. Pretoria: Van Schalk Publishers. 

Masumbe, 8. M. C and Coetzer, I. A. (2006). Curriculum changes in South Africa: Past 

present scenarios. Journal of Educational studies 5(2) 263-280. 

Maunze ,C.G. (2007). Provision of technical vocational education in secondary schools-

A focus on the current situation. A paper presented to National association of 

secondary school heads. The Teacher's Voice in Zimbabwe, (1) 9-10. Harare: 

Sovereign Publishers (Pvt. Ltd). 

Mazmanian, D., & Sabatier, P. (1989). Implementation and public policy. with a new 

postscript. New York: University Press of America 

295 



 

 

Mbele , N. (2005). Mozambique: Towards rehabilitation and transformation In S. 

Akoojee, A. Gewer, & S. McGrath (Eds.). Vocational Education and training in 

Southern Africa: A comparative study. Tokyo: UNESCO. 

McGrath ,S (2005).The multiple contexts of educational training in Sothern Africa. Free 

download from www.hsrcpress.ac.za 

McLaughlin, M. W. (1998). Rebuilding teacher professionalism in the United States. 

Stanford: University California 

McLearnard, N.G. and Kamau G.D (199 ) rces development and 
vocational and Technical Educ~rit.;"i,t:l-~~~,.,gttta University, Kenya. Paper 

presented at European conferenc Research, Lahti, Finland, 22-
25sept.1999 htt ://www.leeds.ac.ul<. educol/do ments/00001 303.htm education 

online accessed 15/1 0/2008 • ·ty f F t H o n1vers1 o or are 
Together in Excellence 

McLeod, J. (1994 ). Doing counseling research, London: SAGE. 

Mehrens, W.A. & Lehmann, I. J. (1984). (3rd Ed). Measurement and Evaluation in 

education and Psychology. Chicago: CBS College Publishing. 

Meier, V. Schutz, G. (2007).The economics of trading and none trading. IFO working 

paper No 50 October 2007 http://www.ifo.dec/docdl/ifoworkinqpaper Adf50 

Merriam, B. S. (1984). A Guide to Research for Educators and Trainers of Adults. 

Malabar: Roberts E Kruger Publishing Company. 

Merriam, B. S. (2002). Qualitative research in practice. New York: Jossey-Bass. 

296 



 

 

Mertens, D. M. (2005). Research methods in education and psychology: Integrating 

diversity with quantitative and qualitative approaches. (2nd ed.). Thousand Oakes: 

Sage. 

Mestry, R., Moloi, K. C. & Mahomed, N. A. (2007). Perspectives on zero-tolerance 

approach to discipline towards maintaining a nurturing and secure school 

environment. African Education Review, 4(2) 94-113. 

Meyer, M. (2005). Managing human resource development: an outcomes-based 

approach. (2nd Ed.). Durban: l-exi hs. 

Middleton, J., Zidderman, A. & Adams, 

education and training in developi 

...-n-~1;¥.~;~1til/s for productivity: Vocational 

York: Oxford Press 

Ministries of Education and H~ber.Educati2r1J1fJa.6.:). "Qev.~q~ment of education and 
Lin1vers1_LY or .1:1ort ttare 

training. Harare: Government.J?nnteis. • E ll -1ogerner m xce ence 

Ministries of Higher Education and Training (1990). Rationalisation of vocational and 

technical education in Zimbabwe. Harare: Government Printers. 

Ministry of Education and Higher Education (1996). Report on technical vocational 

Education: National Report of Zimbabwe". National Report presented to the 45th 

Session of the International Conference on Education, 30 September - 5 

October in Geneva. 

MoESC. (2008). Khami District Educational report. Bulawayo: Government Printers 

Ministry of Education, Sport and Culture (2001 ). Secretary's circular minute no. 2 of 

2001. Harare: Government Printers. 

297 



 

 

Ministry of Education, Sport and Culture (2004 ). Guidance and counseling in schools. 

Harare: Government Printers. 

Ministry of Education Higher & Tertiary Education ((2005). Report on the technical and 

vocational education and training policy review framework. Harare: Government 
Printers. 

Ministry of Education, Sport and Culture (2006). Quality Assurance Division: 

Examination results analysis grade 7, ordinary and advanced levels. Harare: 
Government Printers. 

Ministry of Education, Sport and Culture (2Gl~3?.:)~!trre·dwli s circular minute number 39 of 

2007. Policy guidelines on imple a oadening of curriculum through 

increased variety of vocational a subjects. Harare: Government 
Printers. University of Fort Hare 

Together in Excellence 
Ministry of Education, Sport and Culture (2008). 'O' Level examination results. 

Bulawayo: Government Printers 

Ministry of Education, Sport and Culture (2009). Khami District educational report on 'O' 

Level and 'A' Level National Examinations. Bulawayo. 

Ministry of Education, Sport and Culture (2009). Secretary's circular minute number 5 of 

2009. Policy guidelines on charging of the ZIMSEC 2009 mid-year examination 

fees, approved tuition fees and levies for term 2 in government schools. Harare: 
Government Printers. 

Ministry of education, sports and culture (ND). Teachers hand book. Z.J. C and 'O' level 

Food and Nutrition Home Management and Fashion Fabrics. Harare: 

Government Printers. 

298 



 

 

Mohr, P., Fourie, L. & Associates (2008). Economics for South African students. (4th 

ed.). Pretoria: Van Schaik Publisher. 

Mooko, T., Tabulawa, R., Maruatona, T., & Koosimile, A. (2009). Policies and reforms of 

educational systems in Africa: A review of the current situation. In Revitalizing 

Higher Education in Sub-Saharan Africa. A United Nations University Project 

Report. Pp.4-30. Tokyo: United Nations University. 

Moore, S. (1987). Sociology Alive. London: Stanley Thomas. 

Motala, E. & Pampallis, J. ( eds.). (200 a d equity: The impact of state 

policies on South African Educa i~'m--t1"'i:A".51b-r.\.Cll'.o.b rg: Heinemann 

Moyana, T.T. (1986). Education, 

Publishing House. University of Fort Hare 
Together in Excellence 

Harare: Zimbabwe 

Mugunda, C. (2003). An investigation into school principals' experience and perceptions 

of participative management. Unpublished Med Thesis. Grahams town: Rhodes 

University 

Mumbengegwi, S. C.(2001 ).Zimbabwe. Quality Education for a//: Knowledge 

Technology and the Future of Higher Education. [Online] 

http://www.ibe.unesco.org/lnternational/lEC/ministers/Zimbabwe.pdf[2004,July 

20 

Mungazi, D.A. (1989). To bind ties between the school and tribal life: Educational policy 

for Africans under George Stark in Zimbabwe. Journal of Negro Education, 

58(4), 468-77. . • 

Munowenyu, E. (1999). The need to offer basic vocational education in Zimbabwe's 

secondary schools. Zimbabwe Journal of Educational Research, 11 (1 ), 43-57. 

299 



 

 

Mupinga, D. M., Burnett, M.F & Redmann, A. H. (2005). "Examining the Purpose of 
Technical Education in Zimbabwe's High Schools". International Education 

Journal, 6(1 ):75-83. 

Murphy, J. (1988). Methodological, measurement, conceptual problems in the study 

of instructional leadership. Educational Evaluation and Policy Analysis, 10(2), 

117-139. 

Musaazi, J.C.S. (1982). The Theory 

London: The Macmillan Press Ltd 

f Educational Administration. 

Mutopa, S., Maphosa, C., & Shumba, A. [!£§~~~:!.I; anagement and teaching: The 
dilemma of teaching school head __ n secondary schools. Journal of 

Educational Studies, 5(2):.,.14.6-164 ·t f F t H un1vers1 yo or are 
Together in Excellence 

Nachmias, C. & Nachmias, D. (1989). Research methods in social sciences. London: St 
Martins Press Inc. 

Ndebele, C. (2007). Socialist Curriculum Development and Implementation in 

Zimbabwe from 1980 to 2004: With Special Reference to the Education with 

Production Model and the Social Studies and History Curriculum. A PhD thesis 
submitted at the University of Fort Hare. South Africa. 

Neuman, W. L. (2000). Social research methods: qualitative and quantitative 

approaches. (4th Ed.). Boston: Allyn & Bacon. 

Newman, L.W. (1997). Social Research Methods: Qualitative and Quantitative 
Approaches. (3rded) Boston: Allyn and Bacon 

300 



 

 

Nhundu, T. J. (1997). The effects of policy marginalization on the implementation of a 

curriculum innovation: a case study of education with production in Zimbabwe. 

Journal of Curriculum Studies, 1997, 1.29,(1 ), 47-70. 

Nieuwenhuis, J. (2007). Analyzing qualitative data (99-120) In K. Maree (Ed) First 

steps in Research. Pretoria: Van Schaik Publishers. 

Nieuwenhuis, J. (2007). Qualitative research designs and gathering techniques (70-98) 

In K. Maree, (Ed) First steps in Research. Pretoria: Van Schaik Publishers 

Nieuwenhuis, J. (2007). Introducing qua "t (47-69) In K. Maree, (Ed). First 

steps in Research. Pretoria: Van chatk;"l5'Ctit~t5"111fe 

Nkomo, M.G. (1995). Curriculum impleme e and innovation Module 

EA3AD303. Harare: Th9rCentre for DJ§tanc University of Zimbabwe. u n1versny o are 
Together in Excellence 

Northedge, A. (2003). Enabling Participation in Academic Discourse. Teaching in Higher 
Education, 8 (2)169-180. 

Nyagura, L., M & Reece, J.L. (1989). "Curriculum Implementation in Zimbabwe 

Secondary schools". Zimbabwe Journal of Educational Research, 2(3): 211-238 

Nziramasanga, C. T. (1999). Zimbabwe Report of the Presidential Commission of 

Inquiry into Education and Training. (August 1999). 

Oakes, J. (1985). Keeping Track: How Schools Structure Inequality. New Haven: Yale 

University Press. 

Ogunniyi, M. 8. (1985). Educational Measurement and Evaluation. Lagos: Longman. 

O'Leary, Z. (2004). The essential guide to doing research. London: Sage Publications. 

301 



 

 

Opdenakker, M. C. & Van Damme, J. (2006). Teacher characteristics and teaching 

styles as effectiveness enhancing factors of classroom practice. Teaching and 

Teacher Education.22: 1-21 

Ornstein, C. A. & Hunkins, P. F. (2004). Curriculum: Foundations, principles and issues. 

( 4th ed). Boston: Pearson Education Inc. 

Osaki, K. M. (2004). Tanzania: Reflections on the Secondary Education Analysis and 
Development Programme. 2nd ~ce-c,t.r-n-rc.., .. -a,~,--t-T'",cation in Africa Conference, 

Dakar, 6th -9th June 2004 .. 

Ozigi, J.T. and Lawn, M.A. (1981 ). 7i ionalism and Class. London: 
Falmer. 

Universitv of Fort Hare 
Parker. P. (1998). The Courage ...to Teacf1, . E¥1Jlorjli1Cl the Inner Landscape of a TOgemer m ~xceuence 

Teacher's Life. San Francisco: Jessey-Bass. 

Parsons, W. (1995). Public Policy: An Introduction to the Theory and Practice of 

Policy Analysis. Cheltenham: Edward Elgar Publishing Ltd. 

Patton. Q. (1990). Qualitative evaluation and research methods. (2nd Ed). Newbury 

Park: Sage & Paul Chapman Publishing. 

Patton, M.Q. (2001 ). Qualitative Research and Evaluation Methods. London: Sage. 

Peters, B.G. (1993). American Public Policy. (3rd ed). Chatham: Chatham House 

Pillay, P. (2006). Financing education in Uganda: The UPE dilemma perspective in 

Education in Uganda: The post UPE dilemma perspective in Education 24 (2) 

302 



 

 

Porter, P. ( 1980 ). Policy perspectives on the studies of educational innovations. 

Educational evaluation and policy Analysis, 2(4): 65-86 

Postlewaithe, N. (1998). The conditions of primary schools in least developed countries. 

International Review of Education. 44(4): 289-317 

Pretorius, F. (2008). A review of comparative education and History of Education. 

South Africa Review of Education.14 (12) 165-191. 

Psacharapoulos, G. (1981 ). Returns to c:icte:at pdated implication. Journal of 

Human Resource, 20( 4). Madison 

Psacharopoulos, G. & Woodhall, M. (198 __ for development: An analysis of 

investment choices. Ne¼[ York. Oxfor:s!_ldni~~·ty t H un1versny or ~or are 
Together in Excellence 

Rafe, D. (1998). Does learning begin at home? The use of home international. 

"Comparisons in U.K. policy making". Journal of Education Policy, 13 (5),376-7. 

Raftopoulos, B. (2003). Education and the Crisis in Zimbabwe. Cannon Collins 

Educational Trust for Southern Africa. [Online] 

http://www.canoncollins.orq.uk/Publications Downloads/ CCML2003/Education 

and the Political Crisis in Zimbabwe.doc [2004, July 12]. 

Rex, J & Singh, G. (2003). "Pluralism and Multiculturalism" in Colonial and Post Colonial 

Society, Thematic. Introduction International Journal on Multicultural Societies 

(IJMS),5(2), 1061SSN 1817 457 4,www.unesco.org/shs/ijms/vol5/issue2/art1@UNE 

sco 

303 



 

 

Rogan, J. M. & Grayson, D. J. (2003). Towards a theory of curriculum implementation 

with particular reference to science education in developing countries. 

International Journal of Curriculum Studies (In Press). Retrieved from 

URL.http://dx.dorf.org/10.1080/0950069010145819 

Rogan, J. M. (2007). An uncertain harvest: A case study of implementation of 

innovation. Journal of Curriculum Studies. 39(1 ), 97-121. 

Ryan, A. B. (2006). Post-positivist approaches to research. In researching and writing 

your thesis: A guide to postgr .... ........ ""...,. MACE: Maynooth Adult and 

community education, (pp. 12-26) 

Sachs, J. (1997). Reclaiming the age d • 

experience. Journal of Education fo 

rofessionalism: An Australian 

Sachs, 
University of Fort Hare 

J. (2003). The 1"'ilWWher Tfl~~~ lenteofession. Buckingham: 

Open University Press. 

Sall, N. H., Ndiaye, D. B., Diarra, B. & Seek, M. (2009). A strategic Paper. In 

Revitalizing Higher Education in Sub-Saharan Africa. A United Nations University 

Project Report. Pp.105-111. Tokyo: United Nations University. 

Schumacher, L.G. and Kahle, A.A. (1989). Perceptions of selected policy makers and 

educators toward agriculture. Journal of Vocational Education Research, 14(14), 

51-69. 

Schultz, T. W. (1997). The economic value of education. New York: Colombia University 

Press. 

Schunk, D. H. (2004). Learning Theories: An educational perspective. (3rd ed.). Upper 

Saddle River: Prentice-Hall. 

304 



 

 

Seale, C., Gaba, G., Gubrium, J. F. & Silverman, D. (2004). Qualitative research 

practice. London; SAGE Publishers 

Shavit, Y. & Miller, W. (2000).Vocational Secondary Education Where Diversion and 

where safety net? European Societies 2(1), 29-50. 

Shinkfield, A. J. (1994 ). Principal and peer evaluation of teachers for professional 

development. Journal of Persona • • cation, 8,251-266. 

Soguel, N. C. & Jaccard, P. (Eds): (20 0 nd Performance of Education 

systems. Dordrecht: Springer. 

Soyibo, A. (1986). A method for Nigeria Universities. Ibadan: 

University of Ibadan. University of Fort Hare 
Together in Excellence 

Steyn, M. G. (2007). The implementation of the out-of field phenomenon for effective 

teaching, quality education and school management. Africa Education Review . 

4(2), 144-158. 

Strong, M.E. (1990). Administrative leadership issues in vocational education. In: A.J. 

Pautler,Jr., (Ed). Vocational Educational in the 1990s: Major Issues. Ann Arbor: 

Prakken. 

Sun Reporter (Daily Sun, 25 November 2008). Schooling collapses as Zimbabwe's on 

the brink! Daily Sun, p.3. 

Sunday Times (1 June 2008). More big fat zeros for Zimbabwe: Billion-dollar banknote 

issued as inflation rockets. Sunday Times, p18. 

305 



 

 

Tanner, D & Tanner, L. (1980).Curricu/um Development into Practice. Columbus: 

Merrill. 

Tashakkori, A. & Teddlie, C. (2003). Handbook of mixed methods in social and 

behavioural research. London: Cassell. 

Taylor, G.R. (2000). Integrating qualitative and quantitative research methods. (2nd Ed) 

New York: Wiley. 

n ~:t-t"\'~n-r1:::n between school and everyday Taylor, N. (1999). 'Curriculum 2005: Fi 

knowledge'. In Taylor, N. & Vinje 

President's Education Initiative M es:B-t'il.f 

Joint Education Trust. 

i g learning right: Report of the 

(pp.1O5-12 1). Johannesburg: 

Taylor, S. & Henry, M. (2007..).,..Globalization an~ ~Uf~t' al _policy making: A case u n1vers~tv ot t"Orr are study. Educational Theory~Fr II. Tn i: -1.Jna rdh 1J. Ozga, (Ed.). The Routledge ager er zrr. x\_;e ence 
Fa/mer reader in education policy and politics. (50 (4):487-523) . 

Temba, P.N (undated). Education Assessment & Evaluation in a Democratizing 

Education System: The Zimbabwean Experience.[online].Available: 

http://www.aseesa- edu.co.za/zimbabwe.htm 

Terre Blanche, M & Durrheim, K. (1999)._Research in practice; Applieq methods for the 

social sciences. Cape Town: University of Cape Town Press 

The Herald. (2006, June 13). Parents urge students to riot over poor results. The 
Herald, (8) 

The Sunday Times Reporter (2008, May, 21). High inflation in Zimbabwe. The Sunday 

Times, (p. 18). 

306 



 

 

Trochim, W. M. K. (2006). The research methods knowledge base. 

http://www.socialreseachmethods.net/kb/contents.php. 

Tuckman, B.W. (1978). Conducting Educational Research.2nd edition. New York: 

Harcourt Brace Jovanoch Publishers. 

Tuckman, B. W. (1994) Conducting Educational Research. (4th Ed.). Orlando: Harcourt 
Brace Jovanoch Publishers. 

Tuijnman, AC, & Postlethwaite, T. 

Education". Papers in Honor of John P. e 

UNESCO (1989). Convention on tech i 1 

conference 

the Standards of 

• ergamon. 

ional education. The general 

anal, Scientific and Cultural 

Organization, meeting at.Par.is from .17 Octo~r1989..to 16 November 1989 at . . un1vers1ty ot t·ort ttare 
its twenty fifth session. 'T h . E ll 

1 oget er m xce ence . 

UNESCO (2005). Literacy for life education for all. Global Monitoring Report 2005. 

Paris: UNESCO. 

UNESCO (2006). Education for all in Africa 2006, Dakar + 6 Report: Sub-regional 

Statistics and Analysis". Dakar: BREDA. 

UNESCO, (2006). Teachers and educational quality: Monitoring global needs for 2015. 

Paris: UNESCO. 

UNESCO (2009).Revitalizing Higher Education in Sub-Saharan Africa. A United Nations 

University project report. Tokyo: United Nations University. 

307 



 

 

UNEVOC, (1996). Technical and vocational education in Zimbabwe. The development 

of technical and vocational education in Africa: Case studies from selected 

countries, 8, 410. http://nzdl.sadl.uleth.ca./cqi-bin/library? Retrieved 2009/12/15 

University Press. 

Unterhalter, E., Wolpe, H., & Botha, T. (1992).Education in a Future South Africa: Policy 

Issues for Transformation. Trenton: Africa World 

US Department of Education (2004 ). Innovative pathways to school leadership. 

Washington: US Department ofE 

Van de Werfhorst, G.H. (2007). Vaca ·o 

in cross-national perspective. 

htt • s/activitati 

(;}l:l,1iaz:Jfafl I and active citizen behavior 

-national perspective. 

df. 

. TTni ersitv pf Fort Hare . Van der, V. and Krnp, H. (1 gg~J. ne role' o e Q~lflCIQarTn school improvement: ogetnerzn xcellence 
Steering function for implementation at the school level. Journal of Research and 

Developmentin Education. 22 (1 ):62-68. · 

Van Rensburg, P. (1986). 'Worker education' in past, present and future. International 

Journal of Educational Development, 9 (3),219-231 

Van Rensburg, J. (2001). An orientation to research. Rhodes University Environmental 

education Unit: Research methods short course Research. Cape Town: Oxford 

University Press 

Verspoor, A. (1989). Pathways to change. Improving quality of education in developing 

countries. Washington: The World Bank. 

Verspoor, A. & Wu, K. B. (1990). Textbooks and educational development. Education 

and Employment Division, Population and human Resources Department, 

308 



 

 

PHREE background paper series No PHREE/90/31. Washington: The World 

Bank. 

Vincent, C. (1996). Parents and teachers power and participation. London: Fatmaker 

Press 

Vonk, J. H. C. (1984). Teacher education and teacher practice. Amsterdam: Free 

University Press. 

VSO (2006). Teachers for all: what 

Voluntary Services Overseas. 

tcm8-6873.pdf 

ll"rr7l'~~P'f1'-~1"f, donors should do? London: 

a es/GCE Teachers For All 

Weisma, W. (1986). Research methods in 

• University of Fort Hare 
Weisma, w. (2000) Research meth ?J}/9{ gwr3Jif!fc!JflJ9lHttuction. (ih ed.). Boston: 

Allyn & Bacon 

Weiss, A (1995). Human Capital vs. Signaling. Explanations of wages. Journal of 

Economics Perspectives, 9( 4) 133-154. 

Welfel, E.R. (1998). Ethics in Counseling & Psychotherapy: Standards, Research & 

Emerging Issues. Cleveland State University: Brookes/ Cole Publishing. 

Wiggins, G. (1998). Education assessment ,designing assessment to inform and 

improve students' performance. Francisco: Jossey -Bass. 

Williamson, B. J., Karp, A. D & Dolphin, R. J. (1977). The research, crafts: An 

introduction to social science methods. Boston: Little Brown and Company. 

309 



 

 

Wilson, D.N. (1996). Reform of Vocational & Technical Education in Latin America. 

Toronto: University of Toronto. 

Wolf, A. (2002). Does education matter? Myth about education and economic growth. 

London: Penguin 

Wolter, C. S. (2008). Purpose and limits of National Monitoring. (Eds) In Soguel, N. C. & 

Jaccard, P. (Ed.). (2008 ). Governance and performance system, 4: 57-84. 

World Bank (1999).Economics analysis • 

presented 

Printers. 

sector, (unpublished) papers 

March): Harare. Government 

World Bank. (2004 ). Books buildings an arning o -comes: An impact Evaluation of 

World Bank Support tQ J3asic Eduf_ationf i'h GhEnPT Washington: The World u n1versny o 1:1 orI nare 
Bank. Together in Excellence 

World Bank Group, (1997). Zimbabwe: The Structural Adjustment Participatory Review 

Initiative. Report of the Regional Workshops November 1997-February 1998. 

[Online]. http:www.worldbank.org/research/sapri/zimb.htm [2008, July 20]. 

Wright, T. (1987). Roles of teachers and learners. Oxford: Oxford University Press. 

Yamada ,S. (2001 ). Perspective of vocational education in Africa . Journal of Education 

in Africa. Journal of International Cooperation in Education,4(2),87-98. 

Yin, R. (2003). Case study research: design and Methods. California: Sage 

Youngs, P., & King, M. B. (2002). Principal leadership for professional development to 

build school capacity, Educational Administration Quarterly, 38(5), 643-670. 

310 



 

 

-------------------------- --- - ----~ ~- -~-

Zepeda, S.J. (2006). Classroom-based assessment of teaching and learning. (Ed) In J. 

H. Strange Evaluating teaching: A guide to current thinking and best practice, ( 

2nd ed) pp101-124. Thousand Oaks: Corwin 

Zidderman, A. (2001 ). Financing vocational training to meet policy objectives: Sub-

Saharan Africa. Washington: World Bank. 

Zidderman, A. (1997). "Tracing graduates through reunion parties: secondary technical 

education in Mozambique". In Comparative Education Review. 41,(2). Chicago: 

University of Chicago. 

Zidderman, A. (~ 997). National progra,nri:/r1\lf~~~~,.,,. ..... ,,,i al and vocational education: 

Economic and education relatio of Vocational Education and 

Training, 49(3)351-366. 

. . . Univer~· tv o~ort Hahe Zimbabwe School Examination CoJ.J-1nc11. t :006r eoort on «o' Level and "A" Level oge er rfi xceffence 
results. Harare: Government Printers 

Zvobgo, R.J. (1986). Transforming Education: The Zimbabwe Experience. Harare: 

College Press 

Zvobgo, R.J. (1994). Colonialism and Education in Zimbabwe. Harare: Space Books 

311 



 

 

APPENDIX 1 University of Fort Hare 
Together in Excellence 

Questionnaire for teachers on: implementation of technical vocational education in 

secondary schools in Khami District. 

Section a: general background information 

Date of questionnaire distribution ..... 

Type of school: Church [ ] Government [ ] Private [ ] Rural district council [ ] 

Any other specify------------

Location of school: urban [ ] peri-urban [ ] rural [ ] 

What is your gender? Male [ ] Female [ ] 

What is your age? Below 20 years [ ] 

20- 29 years [ ] 

30- 39 years [ ] 

40- 49 years [ ] 

50- 59 years [ ] 
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60- 69 years [ ] 

Above 70 years [ ] 

SECTION B: Teacher Capacity 

What is your academic qualification? -----------------------------------------
2. What is your highest professh;mal educational qualification? 

Certificate in education [ ] 

Diploma in education [ ] 

Bachelor of education [ ] 

Honours degree [ ] 

Masters in educati 

Any other specify .. 

What is your specialization? --------------- -~~----- -------------------

What is your experience as a teacher? 

Less than 1 year 

Un1vers1ty o Fort Hare 1-5 years • • [ t 
5-10 years Together hi xcellence 

11-15 years [ ] 

20 years and above [ ] 

What subjects are you teaching? ....................... -------------------------------------------------

-----------------------------------------------------------------------------------------------------------
---------------------------------------------------------------------------

What are your favourite subjects? ...................................................................... . 

What is the class size of students you are teaching? 

Male ....... .. 

Female ...... .. 

In your opinion does class size affect your teaching? Yes [ ] No [ ] 

If yes please explain ................. . ..................................................... . 

------------------------------------------------------------------------------------------------
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Which are the teaching methods you use in your lessons? ............................... -------------

-------------------------------------------------------------------------------
Could you please explain why you use them ...................................... . 

-----------------------------------------------------------------------------------------
How are the conditions of service and salaries of teachers? Good [ ] average [ ] poor [ 

If they are poor how have they affected the learning situation? ....................... ---

How do you find it? Adequate [ ] inadeuueai~r---i~ 

Which INSET and other training progra ~~~tm~~1\V~ild~d to assist teachers to improve 
their teaching skills? ......... .................... ............. .................... --------------------------

Univer~ity of Fort Hare 
Who conducts those INSET programmes tn·· ...•... E ... "lt··· .............. ............ . 1 age er zn xce ence _ 
Usually how long do those INSET programmes/workshops last?--------------------------------

What support systems are provided by the district officers? ........................... ----

---------------------------------------------------- ---
How do you find it? Adequate [ ] inadequate [ ] 

Syllabus Implementation 

Which syllabus do you use in your school? The new one [ ] the old one [ ] we mix the 
new and the old one [ ] 
Please explain why ................................................ .................... . .... -----------------

-----------------------------------------------------------------------------
Are your students able to produce items of good quality? Yes [ ] no [ ] 
If no please explain why? ..................................................................... -------------

--------------------------------------------------------------------------------
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In the past 5 years how many of your students have managed to open self help 

projects? ............................................................................................ . 

If there are few or have not managed what is the problem? ........................... -----------

Which exams do your students write? ZIMSEC [ ] HEXCO [ ] NCF [ ] 

What is the average pass rate of students in the subject in the past 5 years? In 2004 [ 

] in 2005 [ ] in 2006 [ ] in 2007 [ ] in 2008 [ ] 

What do you think are the causes of such results? ................ ............ ........... ---------

---------------------------------------------------- ------------------
How many of your students are doing te 

------------------------
How many of your students have man 

tech/voe skills?----- -------·~ " 
I.!===~~~ 

What are your views regarding the implem 

t 'A' level? ............... -----------

loyed in jobs where they use 

University of Fort Hare 
Together {n ExceT[ence 

SECTION C: Selection of Students to Technical Vocational Education Path-way 

At what level do you select students to technical vocation path-way? .............. ------------

------------------------------------------------------------------------------------
How do you select them and why do you use thatcriterion? ........... . ....... ... .... . ----------

Are students given guidance and counseling before they are selected? Yes [ ] no [ 
If yes who does it? ......... ....................................................................... . 

If no why it is not done? ................................................................ . . 

Do parents have a say in the selection of their children? Yes [ ] no [ ] 

Are your students consulted on their selection to tech/voe classes? Yes [ ] 

no [ ] 

Generally what is the attitude of students? Positive [ ] neutral [ ] negative [ 

What is parents' attitude towards tech/voe subjects? Positive [ ] neutral [ ] negative [ 

What have they done to show that?--------------------------------------------------------------

-----------------------------------------------------------------------------
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Section D: Resources and Funding 

Who are the school major funders? ............................................................ . 

Are the funds adequate or inadequate for the school operations? ................... -----------

Besides the major funders does the school have any other sources of funding? 

Does the school have adequate infra-structure to cater for good learning environment? 

Yes [ ] no [ ] 

. If no how do you manage these shortages to ensure effective teaching and learning 

environment? .................. ................. \, ...... .. ......................... . 

How could you describe the availabilit - sks, chairs, equipments, text 

books and other learning materials? Ade ua;. r.e-1-vrmfme..adequate [ ] inadequate [ 

What is the student-text book ratio? 1 :3 [ ] other specify ......... . 

What is the quality of equipment you are __ ] average [ ] very poor [ ] too 

old [ ] • • ff H . . . . Un1vers1tv o ort are 
What 1s the ava1lab1hty of matenar~unn re'ssons. ALwavs available [ ] sometimes -1 age er zn bxceltence 
available [ ] always unavailable [ ] 

To what extent do shortages of materials affect acquisition of relevant skills in practical 

subjects? To lesser extent [ ] not at all [ ] to greater extent [ ] 

Are the parents forth coming in terms of buying school equipments and learning 

materials for their children? Yes [ ] no [ ] 

Please if its no specify ......................................................................... . 

What are your suggestions on funding which could assist in implementing tech/ voe 

education? ...................................................................................................... . 

Section E: Monitoring 

1. On average how many class visits does the school head make? 

once a term [ ] twice a term [ ] thrice a term [ ] none [ ] 

What is the number of class visits made by your head of department? . 

once a term [ ] twice a term [ ] thrice a term [ ] nil a term [ ] 

How do you find these class visits? they are beneficial [ ] are not beneficial [ 
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Do you have in service training programmes/training workshops and who condu_cts 

them? ..................................................................................... . 

Usually how long does such workshops last? ........................................................ . 

How do you find these workshops? beneficial [ ] Not beneficial [ ] 

Normally how often do district education officers conduct school inspection? ........ ---------

Do you find these inspections? Beneficial [ ] not beneficial [ ] 

Please specify your answer ..................................................... ; ....... . 

APPENDIX2 

University of Fort Hare 
Together in Excellence 
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Interview guide for district education officer on implementation of technical vocational 

education in Khami secondary schools general background information 

Name of interviewer: --------------------------------------------------------------------

Date of interview: ------------------------------------------------------------------

Position of respondent: ------------------------------------------------------------------

Sex:-----------------------------------------------------------------------------------------------------

Age: -----------------------------------------------------------------------------------
What is your highest professional qualification? 

What is your experience in your current 

How many secondary schools are in Bui 

What about in your district? 

What is the total enrolment of the studen s 

What about that of teachers? 

Selection of Students . . f F 
How are the students in your s!J"~}Ys~fe~l!J7iJ?CLtec~Ji!aH£~tronal education? 'togetnerznbxceLLence 
Are you satisfied about the way it is done? 

Generally in your own opinion what is the attitude of parents towards technical 

vocational education? 

From your own experience what would you say is the attitude of students towards 

technical vocational education? 

Capacity of teachers 

How is your staffing in the district? 

What should one have to be said he/she is adequately qualified for teaching technical 
vocational subjects 

How is technical vocational education being implemented in secondary schools in your 

district? 

How has been the perform~nce of the district in technical vocational education in the 

past five years? 

As a district what programmes (inset/training workshops) do you have in place to 

improve the performance of your teachers? 
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Usually what is the duration of such work shops? 

What programmes (inset/training workshops) have you put in place to assist school 

heads? 

How has been your staff turn over of technical vocational education teachers in the past 

five years? 

How are the conditions of service of teachers? 

Syllabus Implementation 

Which syllabus is mainly followed by your schools? 

What is your observation in terms of relevancy in technical vocational education in 

Khami district schools? 

Have your students been able to produc 

What contribution is made by industry in 

How would you rate the chances of th 

specialization? 

ta..t:eel=tR:b~~o ational education curriculum? 

ing employed in areas of their 

What are your suggestions on the irpplemec,tationpf technical vocational education? 
Un1vers1ty or Fort Hare 

Monitoring and Support 
Together in Excellence 

What role is played by government in the implementation of technical vocational 

education? 

What role is played by SDC/SDA and other stakeholders in the implementation of 

technical vocational education? 

According to Ministry's policy document how many times are you supposed to visit each 

school? 

In the past five years how many secondary schools have you managed to visit in the 

district for full school inspection? 

What have you observed as areas of major concern in the implementation of technical 

vocational education during your school inspection in the district? 

What support do you give to schools as a district? 

What are your suggestions on the improvement on monitoring and support systems to 

schools? 

Funding and Material Resources 
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How are schools being funded in your district? 

What are your views on funding of technical vocational education? 

What is the role of private sector and other organizations on the funding of technical 

vocational education? 

What are your suggestions on the funding of technical vocational education? 

How is the infra-structure, furniture, equipments, text books and other learning materials 

in your schools? 

What are the conditions of these equipments and other learning facilities? 

How can the shortage of these equipments and other facilities affect the acquisition of 

technical skills by students? 

How many of your secondary schools ha 

How far can you say you have succeede 

vocational education? 

--, ,·~ .-,-ratories? 
he implementation of technical 

University of Fort Hare 
Together in Excellence 
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Questionnaires for school heads and heads of departments on implementation of 

technical vocational education in secondary schools of Khami District 

General Background 

Date of questionnaire distribution----------------------------------------------------------------

Pos i ti on of respondent------------------------------------------------------------------------------

S u b ject taught by respondent ----------------------------------------

Na me of school ------------------------------------------------------------------------
What is the type of school? Government [ ] Private [ ] Rural District Council [ ] 

Any other specify ------------------------------ ------ -- --------- -----------------------------

Location of school: Urban [ ] Peri- urba 

/Head of Department 

Gender: Male [ ] 

Female [ ] 

Age: 20-29 years 

30-39 years 

40-49 years 

uyiiersity of Fort Hare 
Together in Excellence 

[ ] 

50-59 years [ ] 

60-69 years [ ] 

What is your academic qualification? 

275 10' level 

Grade 11 

'A' level 

Bachelor of science 

Other specify 

What is your highest professional qualification? 

Certificate in education 

Diploma in education 
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Bachelor of education 

Honours in education 

Masters in education 

0th er s pe ci fy--------------------------------------

Less than 1 year 

1-5 years 

6-10 years 

11-15 years 

16-20 years 

20 years and above 

How long have you been head /head of de 

6-10 years 

11-15years 

Above 15 years 

Selection of Students 

What is your experience as a 

head/head of department? 

Which technical vocational subjects are done by your students? · 

------------------------------------------------------------------------------------
-----------------------------------------------------------------------------------------------------------
At what level do you select your students to do technical vocational education? 

----------------------------------------------------------------------------------------------

How do you select them and why do you use that method? 

-----------------------------------------------------------------------------------------------
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Are students given guidance and counseling before they are selected? Yes [ ] No [ 

If yes who does it? -------------------------------------------------------------------------
If no why is it not done?--- ------------------------------

------------------------------------------------------------------------------------
---------------------------------------------------------------
Do parents have a say in the selection of their children to tech/voe classes? Yes [ ] No 

[ ] 

If yes, what role do they play-------------------------------------------------------------------------------

----------------------------------------------------
Are your students consulted on their sel 

If no please explain --------------------------- ---

Generally what is the attitude of stud n 

subjects? Positive [ ] neutral [ ] Negati e 

What have they done to show that attitud o ---~ 

classes? Yes [ ] No [ 

---------------------------------
-------------------------------------------------------------------------------------------------------u~· ver~· tv o~F~rt Hare . Generally what would you say 1s e altt uoe .of ac ~rs towaras tech/voe subJects? oget erzn xcetence 
Positive [ ] neutral [ ] negative [ ] 

Capacity of teachers 

What is your staff compliment of technical vocational teachers? male [ ] female [ 

How can you describe your staff compliment? Adequate [ ] inadequate [ ] 

If inadequate p I ease exp I a in? -----------------------------------------------------------------

-------------------------------------------------------------

Are all your teachers qualified as per Ministry's requirements? Yes [ ] No [ ] 

Which syllabus are you using in your school? New tech/voe syllabus [ ] old vocational 

syllabus [ ] we mix some elements of the old and new syllabus [ ] 

Please explain on your choice? --------------------------------------------------------------

What is the average pass rate in the technical vocational education in the past 5years 

department? In 2004 [ ] in 2005 [ ] in 2006 [ ] in 2007 [ ] in 2008 [ ] 

What do you think are the causes of such results? ---------------------------------------
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Generally what is the performance of your teachers? Good [ ] average [ ] below 

average [ ] poor [ ] 

What support mechanism do you have for improving teacher performance? -------

Which INSET/training workshops programmes are in place to improve teachers' 

tea chin g ski 11 s? --------------------------------------------------------------------------------------

How often are these INSET/workshops held? 

Who conducts those workshops? 

How long do they take? 

What are the teaching methods used b 

group methods [ ] project methods [ ] c 

How would you rate your staff turnover i 

If it is high what are the causes? 

r school? Lecture method [ 

ethods [ 

] Normal [ ] High [ 

Universitv of Fort Hare 
How would you describe the wr~t&hig:nfliJi~ce ~WS£:rs and remunerations of 
teachers? 

What effects do you think these have on the learning situation? 

Funding and Material Resources 

Who are the school's major funders? -----------------------------------------------

2. Are the funds adequate or in adequate for the school operations? 

3. Besides the major funders does the school have any other sources of funding? 

Does the school have enough classes to cater for the good learning environment? Yes [ 

] No [ ] 

If no how do you manage these shortages to ensure effective teaching and learning? ---

--------------------------------------------------------------------------------------------------------------
---------------------------------------------------------------------------
How could you describe the availability of furniture-desks, chairs, equipments, text 

books and other learning materials? Adequate [ ] more adequate [ ] inadequate [ 
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To what extent do shortages of materials affect acquisition of relevant skills in practical 

subjects? To lesser extent [ ] not at all [ ] to greater extent [ ] 

Are the parents forth coming in terms of buying school equipments and learning 

materials for their children? Yes [ ] no [ ] 

If no p I ease exp I a in --------------------------------------------------------------------------

What are your suggestions on funding which could assist in implementing tech/voe 

education? 

Monitoring and Support Systems 

How often do district education officers make school full inspection? Once a year once 

in two years [ ] once in 3 years [ ] one nee in more than 5 years [ 

Were you satisfied with what they did? -- -----------------------

If no please say why? ----------------------

What support do you get from the district o 

------- university of FortHare 
Are you satisfied with the support? .,.,.,------:-i:.-----.. --E.----- ---------------------. • 1ogebterzn xce ence 

On average how many class visits and exercise books inspection do you make per 

term?-----------------------------------------------------------------------------------

Is the number of class visits and books inspection the same for junior and senior 

teachers? -- ----------------------

Please explain your answer? ---------------------------------------------

What suggestions do you have on the implementation of tech/vocational education? 

Skills Development 

What items do students produce? ---------------------------------------------------------

Are your students able to produce quality and marketable items? 

Have you ever sold those items? Yes [ ] no [ ] 

If yes to whom were they sold? -----------------------------------------------------------

In the past 5 years how could you describe the number of your school graduates who 

have managed to open self-help projects? Many [ ] a few [ ] none [ ] 

If there are few or none please explain why? ------------------------------------------
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How many of your students in the past 5years have managed to get employed in jobs 

where they use tech/voe skills? Quite many [ ] a few [ ] not sure [ ] none [ ] 

1 n your own view is the Nziramasanga (1999) two path-way system being successfully 

implemented by schools with reference to tech/voe education?----------------------------------

--- ---------------------------------------------------------------------------------------------
----------------------
What are your views regarding the implementation of tech/voe?--------------------------

----------------------------------------------------------------------------------------
--------------------------------------------------------------------------------------------------------------

University of Fort Hare 
Together in Excellence 
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APPENDIX4 

QUESTIONNAIRES FOR FORM FOUR STUDENTS ON IMPLEMNTATION OF 

TECHNICAL VOCATIONAL EDUCATION IN KHAMI DISTRICT SECONDARY 

SCHOOLS 

Section A: Background Information 

What is your age?---------------------------------------------------

Sex: female [ ] male [ ] 

Form/ class: ---------------------
Section B: Selection of students 

What is your favourite job? ----------------- ---

Which subjects do you study in your cla 

Please list 4 of your favourite subjects -- l~:::!!~~::!!J- -----------------------------------
Why did you choose them? ---------------- _,_ ___ ---,;. - ---------------------

Which other subject did you wJJ" • a • on . r_e _________________ _ 
Give reason for preferring that subje'{?fl~~~~,:_j!_'!_§_~-~'!..ff~_'!:_~~------------------------

----------------------------------------------------------------------------------
In your on opinion should students be consulted in choosing subjects to do? Yes [ ] no 
[ ] 

Please give reason for your answer---------------------------------------------------------------------

Were you given a chance to choose the subjects? Yes [ ] no [ ] 

If no, who chose it for you? ------------------------------------------------------------------

Are you pleased with the class you were put in? yes [ ] no [ ] 

If no, please exp Iain--------------------------------------------------------------------

Are your parents happy with the subjects you are doing? Yes [ ] no [ ] 

If no p I ease exp I a in why? -----------------------------------------------------------------

1 n your own opinion, should your parents be consulted in the selection of students' 

subject? Yes [ ] no [ ] 

Please explain your answer ---- ------------------------------
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Were you given guidance and counseling before you were put in this class? Yes [ ] no 

[ ] 

If yes, who did it? ------------------------------------------------------------------------------------------

What suggestions would you want to make on selection of students to technical 

vo cation a I education? ------------------------------------------------------------------
Section C: Teacher Capacity 

What have you benefited from technical vocational education subjects? ---------------------

What skills have you learnt which you can use at home or work place? ---------------

Do you have a chance to practice what Yl"' ..... ..A"' .... 

If no, please explain why --------------------
What articles have you made during you 

eory? Yes [ ] no [ ] 

Does the school ever sell some articles m ts? Yes [ ] no [ ] 

If no, please explain -------------uiiTve-rsr----orFor"fHare ________ _ 
Do you think the skills you have lear; t can.,a~~t iQ..star ina_ vour own business? Yes [ • ogerner zn .fixce tence 
no [ ] 

If no, p I ease exp I a in ---------------------------------------------------------------

What do you suggest to be done to improve your learning in technical vocational 

subjects? ------------------------------------------------------------------------------------------------

Are you satisfied about the way your teachers teach technical subjects? Yes [ ] no [ 

If no pl ease exp I a in -------------------------------------------------------------------------------

Section D: Resources and Funding 

Does the school have adequate or inadequate classrooms and workshops? adequate 

] inadequate [ ] 

If inadequate where do you learn explain -----------------------------------------------------

How could you describe the availability of furniture-desks, chairs, equipments and text 

books? Adequate [ ] inadequate [ ] 

What is the student text book ratio? No text [ ] 1 :3 [ ] 1 :4 [ ] 1 :5 [ ] over 1 :6 
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---------- - - -- · 

What is the quality of equipment you are using? Good [ ] average [ ] very poor [ ] too 

old [ ] 

What is the availability of materials during lessons? Always available [ ] sometimes 

available [ ] always unavailable [ ] 

Do parents buy school equipment and learning materials for you? Yes [ ] no [ ] 

If no p I ease exp I a in ---------------------------------------------------------------------------------

University of Fort Hare 
Together in Excellence 
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APPENDIXS 

An assessment of implementation of technical vocational education in secondary 

schools in Khami District. 

Observation Sheet 

The researcher will observe the following: 

The school climate. 

The availability of classrooms, workshops and their quality. 

The availability of furniture, equipments, facilities and tools used by students. 

The quality and the state of machinery or..,.Jr,¥.~~~~~ 

The availability of items produced by stu e 

The marketability of items produced bys u 

Check on the sitting arrangements-desk , 

How many learners are in the class? 

Are the tools and materials adequate for the s 

heir quality 

What teaching methods or strato!n'I O~:~a b ~re 
How students interact with teachers~ttd\~~Ji~h~~J~'clFrring process. 
How students respond or react to teachers' instructions. 

Are students actively involved during teaching and learning process? 

Are they following instruction to do assigned task. 

How are teachers managing their classes? 

Is the teacher able to accommodate every learner in his/her teaching? 

How are the slow learners accommodated? 

How do slow learners react in class i.e. their participation? 

Do slow learners receive special assistance from educators? 
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APPENDIX6 

QUESTIONNARES FOR SDC/SDA ON IMPLEMENTATION OF TECH/VOC 

EDUCATION IN KHAMI SECONDARY SCHOOLS 

Personal Characteristics of SDC/SDA Committee 

Sex: male [ ] female [ ] 

Age: below 30years [ ] 30-39 years [ ] 39-49 years [ ] above 49 years [ 

What is the level of your education: below grade? [ ] grade? [ ] Form 1-2 [ ] Form 3-4 

[ ] Form 5-6 [ ] 

What is your work if employed? ----------------------------------------------------------

What is your position in the committee? t;HJ\11J1tc:rrr--r< s cretary [ ] 

When were you elected to that post? I 8 [ ] in 2007 [ ] any other 

specify -------------------------------------------~ 1-IM-l,l,JJ"""'-I -------------
As SDC/SDA chairperson/secretary did y training? yes [ ] no [ ] 

If yes who trained you? 
How long was the training? 1 -n 'f. (jli • y { ·MM1~1t- <l]lct er specify ----

s I t. f St d t Together in Excellence e ec I0n o u en s 
Are parents consulted on students' selection to tech/voe education? Always consulted 

[ ] sometimes consulted [ ] not consulted at all [ ] 

Are you pleased about the way it is done? Yes [ ] no [ ] 

If no pl ease exp I a in? ----------------------------------------------------------------------------------------

--------------------------------------------------------------------------------------------
Generally what are the feelings of parents towards technical vocational education? ------

Teacher Capacity 

Does your school have adequate teachers? Yes [ ] no [ ] 

If no pl ease exp Iain ------------------------------------------------------------------------------------------

Have you ever employed teachers as an SDC/SDA? Yes [ ] no [ 

If no please explain -------------------------------
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Are parents pleased with the results in technical vocational education subjects? Yes [ 

no [ ] 

If no pl ease exp Iain ----------------------------------------------------------------------------------

1 n your own opinion are students learning relevant skills in technical vocational 

education? yes [ ] no [ ] 

Can these skills assist them to make self-help projects? Yes [ ] no [ ] 

If no p I ease exp I a in-------------------------------------------------------------------------------------------

W hat is your suggestion on the implementation of technical vocational education? -------

Funding and Resources 

Which is the school's main source of fu ] donors [ ] government [ ] 

any other specify------------------------------ -

Are the parents having any problems in t 

If yes please what are the problems pleas ----------------------------

TT~·versitv of Fort Hare . 
Are funds collected by SDC7sl aaec~11..1ate . orE maasquate for school operations? ogerner zn xcellence 
Adequate [ ] inadequate [ ] 

If they are not adequate how do you supplement? 

Who is responsible for building classrooms and workshops at your school? Parents [ 

government [ ] donors [ ] parents and government [ ] any other specify ------------------

---------------------------------------------------
What equipment and facilities for tech/voe education have you bought in the last five 

years as an SDC/SDA? ------------------------------------------------------------------------------------

----------------------------------------------------------------
If you didn't buy anything please explain --------------------------

What are your suggestions on how to improve school's funding? 

Monitoring by SDC/SDA 

How many SDC/SDA committee meetings do you have per term? Once [ ] twice [ ] 

three times [ ] nil [ ] 
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As an SOC /SDA committee do you have inventories for all the items you buy? Yes [ ] 

no [ ] 
If no could you please explain why?----------------------------------------------------

Who monitors the classrooms and other school facilities? SDC/SDA alone [ ] school 

head alone [ ] SDC/SDA and school head [ ] no one [ ] 

How often do you monitor the condition of school facilities? Once a term [ ] twice a 

term [ ] three times a term [ ] never [ ] 

What are your views about technical vocational education? --------------------------------------

University of Fort Hare 
Together in Excellence 
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APPENDIX7 

LETTER OF CONSENT FOR ALL RESPONDENTS 

I am Mabhena Mpofu a PhD. candidate at the University of Fort Hare, School of Post-

Graduate Studies, as a part of my academic programme; I am conducting research on 

Assessment on Implementation of Technical Vocational Education in Khami District 

Secondary Schools. As part of this process, I am inviting you to participate in an 

interview/questionnaire survey. 

Should you consent, I wish to guarant e 

will be confidential. At no time your 

anybody other than the researchers. 

,, 

{ i formation that you may provide 

ivulged or made available to 

Thank you. 

Researcher's signature 

University of Fort Hare 
Togtf ll~r in Excellence 

I. ................................................................ here by give consent to participating in 

the study on Assessment on implementation of Technical Vocational Education in 

Khami District Secondary Schools. I understand that I am participating freely without 

being forced in any way. I also understand that I can stop participating in the study and 

my decision to do so will not affect me negatively. 

Participant's signature: Date 
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APPENDIX 8 

!.·_'•.i 

;:'_':university ofFort:H~e;>•, 
FACULTY OF EDlJCATlON 
.r11ici! <rnri6-t) a:iiii~'atst: - , .. . . . . .. . . . . . .. .. · . 
PriVate Bag X1314. King Wi!llam's Town Rd, Allee, 5700. RSA 
Te~: .+27 (o>,;~ 602~2412 • Fa>,<'. ~27, (~~,:40 ~Ot·~44S '. 

28 November 2008 

To whom it may concern 

'RE~ APPLICATION FOR PERMISSION F 
CARRY OUT A RESEARCH IN BULAWA 

NT NUMBER 200804855 TO •• 
CE~ . • 

The ab~ve mentioned Is a student pur~uing his PhD studies iri the FaciJlt ot'Education at the University 
of Fort Hare. I am his supe r • • i • • A s m • Implementation of 

. . . . . . Technical Vocatlon_al Educ . . . _ . . . n . . o . .. -a,,,,;,ayo M!!tropoUtan . , . . ... ,.··· .. 0 

_:_:;.~;; ;~ ;_.::,.:_,. . ',--Province,: of. Zimbabwe". :He . has· -~f3W IJ.tiJ97PrWPS;ij'" y~ l fJ!ftii: uired to collect 'data-from'·- : "' - .,.,.~.~-
• schools; He will be distributing questifin~Kif~~ 1ih~ coi\McMn1erv1ews anitfocus group interviews as well 

as make some observations .and also analyse some relevant · documents such as: log books, students 
exercise books and cloakin·g regiiters.· • • • • • • • 

I would be gratefulif you_ allow him to collect data in your schools. I would like to ensure you that every 
il"lforrnaUonwillremaln CC>nfidentlal. Thanking yo~ in anticipatioq. . • 

L!:!2.JlaLll~.Kl!l£L!iiDIXW,aldoli;-leiM~-,.-8hl·sho, 5600, ~SA · 

.L--. ..:.LL --

. _Tel: •27~0)40 639-2445 • Fax: +27 {0)40639-2447 ,'· -
,;_, P.o. ao/ 1428, 50 Churchs~~ East London. 5201, RSA ; 
- Tel: +27 {0)43 704-7000 • Fax:-+27 {O) 43 _704-7095 

.. V/CDialUp:_+27_{0)43704-7143171«~ -- , .. __ _ . . _>· ·, ·_ .. . 
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APPENDIX9 

sf/ communications should be addressed to 
•n,9 Regional Director" 
Telephone: 09-69511/89942 

Telegreph/t;: "SCHOLASTIC" 
Tel-: 50531 NIPSEMN ZW 
F•x: 09-77027 

19 January 2009 

MrMMpofu 
University of Fort H are 
Faculty of Education 
Private Bag X 1314 
King Williams Town Road 
Alice5700 
RSA 

Zll\DABWE 

Ref No. P/Mpofu, M 
EC. No. 0226630 L 

Mln._try of Educ.lion Sport and Culture 
Bulaw•yo Metropolitan Provine:• 
P.O Box 555 

Zimbabwe 

RE: PERMISSION TO CARRY OUT .K::11~!:ltl~.._::;.n. ON AN ASSESSMENT 
OF THE IMPLEMENTATION OF VOCATIONAL EDUCATION IN 
KHAMI DISI'RI~rS:~:.Ol>lt~aJ~C 

With reference to your applicat&<!a ci~~llt~'Jo e~!Ul21itll!~1fl~~Ubove mentioned 
topic in the Educational Institutions under the jurisdiction of the Bulawayo 
Province, permission is hereby granted. However, you should liaise with the 
Heads of the Institutions/Schools for clearance before carrying out your research. 

It will also be appreciated if you could supply the Bulawayo Province with a final 
copy of your research which may contain information useful to the development 
of education in the province. 
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