










































































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 Ceriificate 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 rel (Form 4) with ‘C’ or better,
including English .

The technical-vocational path incluc ' subjebts: English Language,
Ndebele/Shona, Mathematics, Science avnd one subject of own choice and

two major subjects offereijbd the go ool if Féwcﬁ\ﬁﬁf%ﬁonal education. The
technical subjects include: Metaﬂ%)ékh %iggﬁgﬂgggy, 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 proceedi 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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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

1.14.1 Chapter 1. Background of the

This chapter discusses the backgroul ere concerns and complaints by
stakeholders are raised on the img chnical vocational education in
Khami District secondary schools. This SeullllTther discusses the statement of the
problem , the purpose of tte e fod }\‘, aisp preashtdflpresearch questions. The
objectives , assumptions, significhpereshd timitdfiops tétve study are also discussed in

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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Change Model, Concerns-Based Adoption Model, Educational Change Model and the
Rogan and Grayson’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 & Mullar 2000). Scholars who believe in
Human Capital Theory view educatir 5 an investment like any other

investment project.

They believe that the years spentin s asted years as one may learn a
number of skills during that time and thosclllBuld be beneficial in the near future.
Educated and skilled worker§ amyveqrs p]gyir@fhp?(jﬁ e (Bell & Stevenson, 2006;
Johanson & Adams, 2004; Shavit Edgelére2an0rSceule, 1897). 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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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 995) when he postulates that
monitoring involves the heads lookin eekly plans and the learning
objectives, and the plans teachers are 'wards. This includes examining

samples of pupils’ work, visitiﬁ classroom%yobeerFirggr%\ml%nentation of teaching,
learning and curricula policies, re\q'%@g meéjnbrmation 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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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 techt ducation suffers from lack of
qualified personnel to monitor it as we > of management personnel in
vocational education (Gill et al., 200C 986). Effective supervision of
schools and teachers by the Ministi ficers in Zimbabwe is being

hampered by lack of transport or shortagvs (MoEHE, 1996). This situation

has also been noted by partﬂ{s who comgla%gfoplai}stcf_lsg%%vision by the district
officers as school heads are alway%%sgnépmtmgélwﬂeé (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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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 ition should target the teacher.
That is, issues like students’ extra-less chools can only assist students
to pass examinations, but have little ion standards. Kahle (1999:2)
argues that, “Schools are only as good regardless of how high is their

standards, how up to date are their tech"fow innovative is their programs”.

Therefore, any sustainable lntarﬁv%%e{]gﬁ yj?)fnﬁfﬁl%nﬁ'ﬁ% 8f technical vocational

education should focus on teacherflgbeé?ﬁg}em

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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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 Is

If the purpose of professional learning relopment, that is, changes in
intellectual and motivational aspeci: unctional development, then
consideration should be given on how d. Kennedy’s (2005) analytical

framework suggests that professional Ie'?tunities can be located along a

continuum where the under[t'jnd'n% ‘gurémt';es Cffp%rtic‘tulﬂéj}p els of CPD can be
categorised as ‘transmissive’, ‘traryag'@gﬁl’eprl 'tmgﬂpﬁ%e’. 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 coéching/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 impl¢ lance to its set objectives. They
have to provide teachers with staff de ops since they play a major role
in helping teachers to improve their es (Maphosa et al., 2005). It is
under these circumstances that this ¢ sess the monitoring éystems by

district education officers, heads of schde/SDA chairpersons. The findings

by other scholars would aijSt the res%archfrfl:n Pﬁﬁ?ﬁ%s of data and in his
argument. The literature would %dgﬁg A3 A fﬂHE%‘}f& 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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e 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 ci shnicist element that seeks to
control and predict relationships witl variables and its view that
knowledge is absolute. Researchers \ idigm have been criticised for
their single view of reality that is meas jective and value-free scientific

and quantitative methods. Critics of positi'bersuasively that there is no such
thing as value-free observatiﬂﬁfeegia‘gq g}taf %o(slﬁ: Slgfeéﬁqgs (Borg & Gall, 1989;
Gorski, 1998). The limitations oﬁw&g'ﬂy'@n{ haye pegp identified 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”.

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 learning about how people live,
how they view the world, how they cope with it, how they change it, and so on (Ryan,
20086).
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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 ¢ other type of assumptions
(Johnson & Turner, 2003).

According to Patton (2002), a pragm 'es the choosing of a method
considering what will work best in a given vmeet practical issues faced in an

inquiry and thereby answer th@researc{h ciltesti8rf. Fhés if' ﬁsé'ﬁ(ethe research question
dictates the methods and not theTBa?{HSP“ Ar ;l}ggg‘l%incléence, 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 muitiple 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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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 following cha alitative research: It seeks to
provide an in-depth picture; it generall ller numbers than quantitative
research; it tries to interpret historicall nificant phenomena; it can be
used to flesh out quantitative data; it 1 d define categories during the

process of research; it is appropriate whewons posed by the researcher are

difficult for a respondent to at?\fﬁrv%ﬁﬁlgl Bflf‘s tP dlllgﬂlﬁaée aspects of people’s

everyday lives; it values participantg’ @eggggptiyggg@éﬂgiﬁg@rlds; and it often relies on
people’s words as its primary data.

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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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 ascribes research designs as
constructed plans and strategies that : seek and discover answers to
the research questions. Research des an arrangement of procedures
and methods of the research prbject ' )ling, data collection and data

analysis and interpretation of the results. vearch design provides guidelines

and structure to the research Wﬁei? ér}‘%m{esr te)frﬁvSW%grd procedures. Hence
it is held in high esteem as the eqlgaalﬂ@ of the Sluey AW each 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 methods designs: sequential
exploratory design, sequential explor. uential transformative design,
concurrent triangulation design, ¢ «d design and concurrent
transformative design. Ivankova et al. that the most commonly used

designs are: the explanatory design, the‘ design, the triangulation design

and the embedded design. Mirjee {2007%n}9§d tiraFlB?,fong{%t triangulation design
is probably the most familiar of th%gﬁ{@;%ﬂg@t@%g%igns. 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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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 istering the questionnaires.
Questionnaires for each school were wvelope with a stamped self
addressed envelope with a stamp. Th are left with school heads for
distribution within their institutions. The stributed the questionnaires to

HODs in the technical vocational educati' teachers in technical vocational
education section, Form 4 ﬂmﬂgm t&‘f‘%i‘f’ﬁﬁ?@l education and to
SDC/SDA chairpersons and their segypjeiiRe; hefeeedleherused 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”. 7 - has an advantage of being
administered to many respondents in ¢ sal area, making it possible to
save time and finance and generall higher percentage of usable
responses (Best & Khan, 1993; Coh Tuckman, 1978). It has the

disadvantage that due to its impersonZ G nd openness to abuse by the

respondents, they might not W%Tgfwirr%f[alqéeﬂ@ance to some of the
questions or decide to withdraw vitaf fieifhgiiom IHsees: Tuekman (1978:196) 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 out 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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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 it have been obtained through
individual interviews or any other dat iment. Focus groups can be
viewed as group interviews, only that fc )t rely on question and answer
format as is the case with group intervie :ly on the interaction within the

group. In this case then, the researchU create an environment that is

conducive to participation of WP¥Tdef %%tﬂgf@ssion so as to solicit
enough views on the subject undq‘dg@qm FRisel¢ alep 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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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 ¢ ation, but focuses mainly on

his/her role as observer in the situation.

This study used observation because « 1 are attractive as they afford
the researcher an opportunity to gather ‘Iiv' ‘live’ situations. The researcher
was given the opportunity to IW{ \9{8?1 vﬁi taxf'lf;a?rtel'_rla?céndary schools rather
than having second hand informatigp, Thfs ¢nPied b ressarcher 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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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 an: ants’ exercise books to solicit
information on frequency of written wor of work allocated by teachers
to students as well as regularity. In 5, data were also sought on
consistent markin‘g of the work by tea books were also analysed to

check on school inspections made by Distr"h Officers to the schools and their

recommendations. Regularity Ejstaffg}estif 381: ije ﬁhﬁﬁféwe” as the nature of
the staff development workshopsT(geggHg 4 sfe gbagied 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 SDC 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 asthose which were obsolete.

Cohen et al., (2000) describe documen 38; as public records, personal
documents, physical materials and rese ocuments. Research needs to
consider either primary or secondary should there be a need. The
sources of document analysis can be p iry. Primary sources are those

collected when particular events happen-(e books, clocking registers and

students’ exercise books. It Eﬁri ?S?E?Jt oatfar.—; 8f‘foﬁﬂ¥‘ esources refer to any
materials (books, articles) or seconjﬁx@gfyli atispifeshen, et al., 2000; Creswell et

al., 2007; Merrian, 1998).

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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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 ned consent where the client
should be allowed to choose to parti participate in research, after
receiving all relevant information abo arm that could arise if they
participate in the research. ‘Informed’ m condent is made aware by the

researcher of the pros and cons of particiPsjjjj;%benefits and the risks. There was

no coercion to participate in th@sliﬁc{y pfg(ff?tlalalFSLﬁathiEEe researcher advised

the respondents that they had the rghijetie feseepd teany 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, burpose,
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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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 esentation of the data from
respondents. In some cases, pie charts present quantitative data.

Qualitative data solicited from responder Q% open ended questions, semi-

structured interviews and focus@ﬁLR @fﬁﬁp@ﬁ% f’EIHﬁ?@ both note form and
the tape recorder. The recorded dqtag/@ﬁ@lqyp@jhggj{ @ the respondents, so as to

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
SDC committee was a church school. The respondents are indentified as follows:
DEO1= current District Education Officer for Khami District

DEO2= 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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(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 si t Metal Work and Agriculture
were the only previously male dominate ire taught by female teachers.
Schools need both teachers and mar affairs, hence, the need to

understand the school composition of thesSigjjjjj#hals as some are managers and

others are implementers of ﬁe{]ﬁ% V"ffﬁ"&? F%licftﬂlaft also emerged from
informal interviews that none of thT&?é(ﬁ@pgﬂt m@@g@n@@ered 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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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 ads and HODs indicated that
students in their schools were not give counseling befo're they were
placed in technical vocational education 2e percent (6) of management
team indicated that they conducted ¢ inseling to students in their

schools. They indicated that it was done byvhd HODs. This was confirmed by

HMgvt1 in an interview when we ‘Wﬂg}vﬁf‘t@&ﬁ Hig%e and counselling. It

is done by the senior mistress anoj}g@fg’?ﬁépe{ﬂ%& Pigsg @re senior teachers in the
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).
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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 vocatior ses.
One student from a focus group discuss rmed the lack of guidance and
counseling before students were place cational classes as she said:

“We had no guidance and counselling at tSSQ#0 of the year. It was conducted in

third term when we had choseU?f V@f@ﬁ)-rb‘isﬁ%ﬁ yeEe given guidance and
counseling late in the third term ingiggg Akin i@ disehlerm in 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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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 F acted to technical vocational
classes
Views of students were sought on the s’ placement to the technical

vocational education stream. Of great inter'different scenario emerged from

the farm school where student ﬁﬂ gfrei s rio F(a?pfulf{ g’lf {here was no option.

The school offered Agriculture to all TW&@W&: qm FEBlJadorm 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 & asultation of students before
placing them in TVE stream.

Information was solicited from governme 'm school heads and HODs to
find out if students were consulted and on ,d when they were placed in the

technical vocational education W&EWHFFE)TJFPFQT%M departments100%

from government schools indicategt H@lt Bewm 9 pofegepsult 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 acadenr jo to ‘A1 up to B1 which are
science classes and those with poor res B6 classes.”
Tgvt1 confirmed that schools did not t ude on selection of students,

when she remarked that:
Students are not selected according-ﬂity or aptitude. The school

administration just al/ocﬁﬁi@éﬁeéﬁ{ogf W [aﬁgﬁtg)ts at this level
do one subject. Half the clasgdppy ey hechiegllerarhics 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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This was confirmed by one student from Fgrp1 who commented, “/ was put in a class
for metal work but | wanted to do woodwork because | am good at woodwork. | did it at
Primary School”. Another student from Fgrp2 echoed the same sentiment, “/ came late

and | was not consulted. | 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 | wanted to do”. scurred with this view. Fgrp4
commented, “/ was asked by the senio. ject | wanted to do in Form 3

after he had looked at my results’.

The researcher further investigated the vicwggjjj®ents on their feelings about not

being consulted. Their views j\ﬁm&% t Tefpdﬁ H&f’% someone to do a

programme he/she does not like may }b’m oyt megalivsaflitude or resentment. See

the results in the table below.

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 | 242
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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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 distinguish between qualified
teachers and untrained teachers. The ¢ ‘sional'ly qualified teachers still
exists in this school as the teacher is un d:

We had shortage of teachers last y S second term, we went for

the whole term without Uﬁi%feﬁs)th&aﬁ%ﬁqd Pf’ﬁfeé‘mi”g' Most of

our teachers are temporary @g&@@f@,bgﬁ Ve @¢ pleased about the way
they teach as they assist us.

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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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 1e farms or rural areas have

teachers’ cottages on the school premis

Information was also solicited from t lents on issues pertaining to

shortage of technical vocational education TSgjjjjjjfhey confirmed what was indicated

by education officers that pr(ﬁﬁfﬂ?éqy &?Iigﬁd Wefié%the teaching service

because of low salaries and poor m@lﬁms Af Beryigenddis 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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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 th ),

The district officials had vast experienc om the ranks of a teacher to
deputy head, head and finally district ec 1e former Khami DEO had the
relevant experience as a technical vocavtion officer. He had five years

experience as a subject specﬁlfj'st e?ucatio&ogfeFBHemia vocational education

and also had 4 years experience i%ag%pqﬁtmcmwgr, 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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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, | use mostly group discussions. | sometimes use lecture methods
when there is shortage of text books. Before that | explain fully what is to be done by
students. In my practical lessons, | use demonstration and instruction. | 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 interaci 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 gt respondents 12, said teachers

used child- centred methods sma»sv%o%o Fy%fslgasrfﬁa?ré and demonstrations.

Three management members ind'g;gng Ay apesioripies 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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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 1 10
Sewing & Wood Work equipment 2 20
Everything needed by school 4 40
Nothing 2 20
No idea 1 10
Total 10 100
It is the responsibility of the SDC/SD/ »ol infrastructure and learning
equipment for the students. Table 14. in (2) of the SDC/SDA members
indicated that they bought sewing mach rk tools for the students, 40%

(4) said they were able to provide the schOW#¢ needed equipment for technical

vocational education, 20% (2)Uﬂc1 %Fﬁw%f\F ngrHtC)ler were not able to do

anything for technical vocational erygetine GASEREe fdhthese 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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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 erviews by a teacher from one
private school. Tpvtisaid, “There ar s and there is shortage of
classrooms. Some students face the ot} 1SS while others face the other
direction while doing two different su assroom”. This scenario was

observed by the researcher as students doiijjJ##¥h and Fabrics were crowded in a

storeroom. They had no furnituUﬁlﬁ éfw 611 Fbtff Hﬁf@ile sewing garments.

This private school had no single spgjgligirermm

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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The machinery does not match those used by industry. Equipment needs

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 mi

The responses from teachers concurred Os, with the majority of them
indicating that there was a shortage of e eerials in their schools. Eleven
(63,6% ) teachers from government school'hat there was a critical shortage

of equipment and learning mattﬁiiﬁ{p tP%{E}ghanijngWPI\gltgo (15,2% ) said that

they had adequate equipment and lep&j@g 1BRlghigls, Ehigsityation 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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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 schools had a shortage of equipment 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 ited the quality of equipment

used by students.

4.6.1.1 Quality of equipment

Information was sought to establish the qua Yl ment used by students, since the
quality of equipment could affeg] ﬁw@@iggﬁmt@f:@@ t¢chigaterocational education.
Quality of equipment determines the. quptitnef the exdeptedaet as well as acquisition of
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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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 :nt that it was critical as there

was no equipment.

The researcher observed that most of { s old and was not in line with
the demands of new technology. Machinvguillotines, drilling machines and

hand sewing machines, serveUhe-eur%%ietjpuéfv%??tﬁ ﬁri%with the demands of

industry. These machines were oldm&@@ﬁ 2y, affeciers Ae 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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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 € Im in schools. The acquisition

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 caseUtPﬁs‘?éiP?ﬁe? \eﬁrwﬁrﬁ%f%d and lacked relevant
technical vocational education booky Jhephizada shastdraekrelevant 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
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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 schoc r capacity and for professional
development.
It was enquired from the school manage¢ ‘her they conducted in-service

training within their institutions. InformatioWgg# from school heads and HODs
revealed that generally all scltatijﬁ 9@? ﬁ- eévf'cF gi,lfnﬁ gf%;rammes within their
institutions. All management responganis, JPQ %:{+8) saisk 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 certain 28 we also have term

beginning of term and end of tern ) discuss school issues

and how we can improve student:

Enquiries were made from teachers on th< ;¥ of staff development workshops

within their schools. Informat@hfg}@% g/oa TWSI_I%VFéIed that most staff
development programmes in schoolqwa%uﬁgeg{@@ﬂgh&p 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 Tgvtt 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 district or province education
personnel do not give us assistance & was shared by one head of
department who said, “We do not have the district education officers.
Last year we had only one workshop t ing end of the year ‘O’ Level

national examinations. It was only theroQ€ days”. However, when these

workshops are held teachers m%Wc&?dw Pl]ﬁrfén their various skills
and make them better individuals in tp@@gﬂ{@x@gtﬂg@én@iﬁgyties.

Lack of out of school INSET programmes at district level was confirmed by DEO1 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. DEO2 aired the
same sentiments when he commented: “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 thét
they were no longer attending because straints as schools could not

afford to send teachers to those conferer

The researcher also established from in shers that teachers who went
to universities for further training, in most cX ot return to their stations as they
joined the private sector immetﬁ&eﬁ/ fé’f% p&ﬁ‘iq_qdﬁeﬂﬂicéted that the demand
was high for teachers with techni%ﬁgmé g, | Peivskigs and remunerations are
better.

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
depaﬁments 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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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 sale paid them what was termed
“allowances” and the parents had to pay “teachers’ incentives’.
The funding of schools by parents was ¢ 1 when he posited:

There is inadequate funding or vvocationa/ education by
government. The schooﬁare funded b 8? ts 18 ﬁi{ [pay school fees
and levies. The government tﬂsgg é?fp 19{% é?[ ?ﬁpél 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:







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 's 6 (67%), who indicated that
funds were inadequate. The teacher f 100l was in tandem with his
colleagues’ views from both government Jls.

The views of SDCs/SDAs were also sou'adequacy of funds collected by

schools. Responses from the m@iorit{ of SD%/SD/f rPeSu[Qterf;lggi[o (9), indicated that the
school funds were not adequate. T@ngmgpgﬁsgg@wgﬁgyith what was earlier said

by students, management team and teachers.

SDAZ2 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 problems 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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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 sct | uniforms and supplementary
feeding.

In an interview DEO2 said:
...the government used to pay grar)" student but now it is no

longer doing it; and donﬁ somﬁuef Qﬁ ciyfﬁt, Caﬁ%ﬁ(lge fo schools.

Some may pay fees for undergr@@gﬁ HAERS 314 -2s 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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DEOs came in 17June 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 iMgovtisaid, “We do not have
any technical assistance from the distri ast time they were here, they
had come for only administrative issues; 2 any class inspections”.

Tgvt12 said, “/ have never had school in'm the district education officers

since 1996 when they visited %ﬁi%iqﬁty} I')’TVIF\é?f,tltH%nefICIa/ as it pointed

out some of my short comings”. Thispperithéhabiistedibrebad not been inspected for
more than twelve years.

A teacher from one of the private schools during the interview confirmed lack of
supervision in schools by the district education officers. “ | 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.

The majority of school management re % (13), indicated that when -
DEOs managed to visit their schools, 1ey were satisfied with class
inspections, recommendations and ass ct team rendered during full
school inspections. However, five sch . members (27.8%) showed

dissatisfaction. They said the district team Sjjjj#¢ inspected the teachers. This is

an indication that when they vitijeﬂ v&ﬂitggaéw mﬂ%hi%spected. This was in
tandem with what was echoed by W@}d@mﬁﬁ&@ &Ps 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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Figure 4.4: Figure 4.4.4: Average sc seven schools from 2005 to
2008 :
Students’ school results are an import e implementation of technical
vocational education as they are an indi chers perform their duties. The

researcher was not able to access the resuv tor school A, for 2005 for school
C and for 2007 for school D. Beneralli/, nR;t ?ﬁgﬁcﬁ%ﬁ‘é@re not doing well in
national examinations as the average,pagRiaie; iR.ROREREROO!S 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 frend goes on with 2008v having the Iowést 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













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. |
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, al water problems, were able to
produce vegetables and to sell them ¢ 2s. Some students were also
able construct garments, tray servers and also make some bottle
openers. It was further established that vocational education students

were able to rear live stock for commul-hption before they encountered
economic problems. The stud)tjound' that sttuder}tsfhav% tilfcﬁogantial and if they are
properly selected they could even ﬁBﬁ?ﬁ%‘ %lﬁfg@t} HNRIE 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
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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 xre in the bakery industry

ehtrepreneurship.

In an interview with one head of depa ircher established that it was
difficult to ascertain if students engaged in 'bjects after completion of Form 4

as there was no follow up or rﬁord keefg‘ﬁ};ﬂaa -I-i§)8 [ﬁtalﬁ cﬁ‘lé hard to tell because

there is no feedback after students hﬂ;@éq)ﬁléplwa

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.

410 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 z Is, desks, chairs, equipment,
machinery, text books and learning m jor impediment to successful
implementation of technical vocation he most affected are the

government schools in terms of text books. *jjjj#emed to be overburdened by the

running of day to day affairs of WMTT?tWHé%hGrS, incentives both

in private and govemnment schools g,yel} @s ithfErie&teaewhich previously was the
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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CHAPTER 5

DISCUSSION

5.1 Introduction

In this chapter, the researcher provides a discussion of the data présented 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 educatior monitoring and support put in

place in the implementation of technica ition.

5.2 Selection of students

The complex nature of curriculum implerg?*”is illustrated by the fact that the
learning situation involves not offy @@:ﬂ:@ﬁ?%fli@@pﬁﬂa e reality of curriculum
implementation also depends on ti@ddthestion bk tet éerreing 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 counséling 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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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 education. This is contrary to
what other researchers observed. They udents have negative attitude
towards technical vocational educatiol Mandevu, 1991). Learners’
negative and indifferent attitudes becon the profitable implementation

of curriculum (Tanner & Tanner, 1980). Fro"il and Tanner's (1980) view point,
positive attitude shown by KRdni {istript ytt@fnfé(quylﬂlame them to be active
participants in the implementation td¢ethalcah vocetidank education. Therefore, the
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 ére
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. Itis 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. ElImore (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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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 el could be attributed to the
country's failure to retain its qualified te quacy of technical vocational
educational teachers’ training colleges only two teachers’ training
colleges in the whole country. These we hnical Teachers’ College and

Mutare Technical Teachers’ College. These’-’ain non-graduate teachers; they

offer a diploma in education. ﬁ?ﬂ‘i@%f%%f?ﬁ?f%ﬂ[@mhoyi University of

Technology. The revelation by this %aéﬂﬁ@omﬂ%g@ Whgiowas 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,
e the lack of overview makes classroom teaching so complex for most beginners
that problems with classroom discipline, classroom management, are inevitable,
e 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 : ing curriculum in committees,
implementing it in the classroom and ev. aching team. There is a need
for the teacher to have experience ftc wute his/her duties. It is the

experienced teacher who is able to use ‘JJ!ant teaching methods in class,

understand interest and Iearningjrﬁf%?f t{rg}ptbc{é%ﬁt\mfentent as well as use
the relevant teaching materials ( FTY@B AP, HUekdik & Ornstein, 2004; Rogan &

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 unfrained and as such, needed more assistance from administration for them to
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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 )f the intended programme.
It is most likely that the absence of teacl < of commitment could lead to
poor implementation and performance chnical vocational education.

Research by Legotlo et al., (2002) on Pers'Stakeholders on Causes of Poor

Performance in Grade 12 Learrﬁrﬁ%?@iIWe iT- ?p&iw&r@vealed that students
in Grade 12 failed because of uniop @@M@@sl,{%k(@‘lm@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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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 wugh students can receive full
attention. This view is shared by Wolter ( ss in Switzerland where it was
noted that school classes that are too sr large have a negative impact
on the learning out comes. But within the y acceptable range which can

have a good effect on learning outcomugg® 20 which is in line with the

government’s recommendationf:ﬁfgvela%eﬂ: gFFttﬁyt 'itle ir@ct of large classes is

also confirmed in a study by UNESGI‘ngpﬁ WhiEh sbigwigd that children 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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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 “O” 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 sct pass rate in private schools
could be attributed to better facilities and of service.
It was further established that technical ition results were better than

in the academic subjects. Candidates perrovin technical vocational education

subjects. However, the techniefj sub}ects a{ti chfriggﬁfef_[ba/ Igw student enrolment
and few districts offer them, yet theyv(gzagwlgpqﬁt 1h&sAkeRI Pass 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 atiributed to low enrolment of students 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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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 | migration of teachers tend to
experience a simultaneously migratior 1g the non-migrant teacher
colleagues who remain behind, especial 100l level where the teachers
migrated from (Commonwealth Secreta )l, 2001). The study’s results

confirm observations from Brown (2004) 'own (2008), where part of the

reasons pushing many teachert?ﬂ.Q @f@ﬁ@p%fuf?tg?e%%ﬁ% region, to migrate,

is job dissatisfaction resulting frompr gwwﬂg&tgw jpb 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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- 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 nal education..

5.6 Financial and material resource

In the case of developing countries, Vel 1is analysis of 21 World Bank-
supported educational change programn™Su#ted out that those large-scale
programmes tend to emphasize ﬁipp@gn;ftny wrpleadirtpeh@Engation. Thus, in nearly
all instances, low outcomes resultedlicgpe giuwr inpla@etietion 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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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 thich failure to do so leads to

poor implementation.

Schools were therefore not able to m ns such as procurement of

equipment and other learning materials d'(eachers’ incentives because of

inadequate funding. Interestinglwit emeri;_ed fro%?iﬁg%iyﬁ%’f%govemment schools
for the first time in Zimbabwe, parenﬁ)%ghtg@qpleﬁ&qféﬁggs 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 the quality of education that
students receive. Therefore, non-payi s’ salaries can affect their
motivation and morale, leading to poc nd non-commitment towards
execution of duties. The nonpayment or achers’ salaries was reported

as the other factor which led to poor perforﬂ'[ldents in Khami District ‘A’ Level

results (MoESC, 2008). UNESi)f) (fe%gl) ﬁlf_g %gfslgarf[sﬁléﬁs as a critical issue in
the teacher’'s motivation. This study Wﬁ@t A givil esyRets 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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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 administrators. Ministry rules
and regulations require them to do >ase of an administrator is
organizational authority and that of a st : knowledge. In this case, the

HODs are mainly the experts as they are sYSHEl®Pecific. This study established that
the majority of the school mamgqgmrtﬁsuy s PofEsddgaie qualified and these
professionals could lend adequate ppgessnan supprifeCdeachers. 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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CHAPTER 6

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 was concerned v ent of the implementation of
technical vocational education in secot chnical vocational education is
a crucial tool of economic developr central to the human capital
development and hence, many countrie their schools with the hope that

by educating these students they can <gjj;:z?the country’s economy through

productive skills (Akoojee, W J‘% &iﬁ’aﬁi %ﬁ I:Tﬁi% technical vocational

education in secondary schools W e e @duwpripg students with technical
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:

o how students are selected to the vocational path way.

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

e the availability of resources in the implementation of technical vocational

education in secondary schools.
e support and monitoring mechanisms provided by schools, government and SDCs

to schools.

258




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 ambigt [ multiple in its realities- ‘what
might be the truth for one person or cultt : be the “truth” for another.

This method assisted the researcher to sevand views on implementation of
technical vocational educatiorUfrom different SfOFJe if ﬁﬁerent communities with
different backgrounds. The choice ojvéegs WFW Wgﬂggced 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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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 sk

The model further, assisted the resez and that the success of an
innovation or curriculum implementation adequate funding, adequate
both human and material resources, the CNgggjjjjjjjcs of the school and that of the

district. The views of responfjnts on fur%iin%fztigﬁrmfci_{ge émportance of these
resources for the successful imm@'ﬁ%‘p%g AW sbange. 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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